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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 learning 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 discerns the
nature of washback 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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RESUME

Le concept de “washback’ ou ‘backwash’ référe a I'influence qu’ont les examens
sur I’enseignement et sur P’apprentissage. En remettant en question la présumee
manifestation automatique du ‘washback’ et du peu de support empirique, quelques
études ont été menées en contexte d’enseignement et d’apprentissage de 1’anglais langue
étrangére (ALE). Toutefois, en Corée, aucune recherche n’a été effectuée pour
investiguer les effets du *washback’ sur I’ALE. Cette étude a été congue afin d’examiner
le “washback’ du test d’habiletés du collége Scholastic (CSAT) ; un examen d’entrée a
’université sur I’enseignement et ’apprentissage de I’ ALE dans les écoles secondaires
coréennes.

Cette étude fait d’abord I’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 ’enseignement et I’apprentissage. Elle détermine la nature
du ‘washback’ ainsi que les variables qui I’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
Papprentissage de I’ ALE sont influencés négativement par le CSAT. Selon les résultats,
il apparait que les variables influencées par le ‘washback’ sont les attitudes négatives des

participants envers 1’examen (CSAT)
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CHAPTER 1. INTRODUCTION

Testing has been used for decades, but concern about its influence has recently
increased. With this increased concern, 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 concern in education in general. This
thesis, however, will focus on washback specifically in language education.

As a former English as Foreign Language (EFL) teacher, I am concerned 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 of tests, high-stakes and low-
stakes, it is common to assert that high-stakes tests have a major impact on teaching and
learning and low-stakes tests create no or little effect in teaching and learning. Some

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
(2001b) is presently 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. I am thus motivated to conduct empirical research on washback within the
context of South Korea.

1, as a researcher, began my research by raising questions about the existence of
washback, ‘Is 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 ‘Is there any evidence that we can
provide?’. Then, I 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. I compile the definitions and nature of
washback commonly mentioned in the literature to verify its concept. Although various
concepts of washback have been established, the term ‘washback’ still remains very

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



the literature, since washback studies look at the relationship between them. I then
review the literature on empirical washback studies.

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 teaching/learning. Chapter 4 thus analyzes and
compares the CSAT, the curriculum, and the textbooks. I describe the curriculum and the
textbooks, and compare them in order to investigate the relationship between them.

Then, I 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. I first present the results from the questionnaires and
interviews. I 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 of tests 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 of washback, 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



educational policy” (p. 687). Cohen (1994) also views the macro aspects of washback
with regard to “how assessment instruments affect educational practices and beliefs” (p.
41).

However, the following comments on the term, ‘washback’ cover both the micro
level and the macro level. 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 of washback as follows:

1) washback is defined as the influence of testing on teaching and learning;
2) itis widely held to exist and to be important; but
3) relatively 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 classroom 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 of testing 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
“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, some 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)
claims 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-learning activities.
Similarly, good teaching-learning 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 class 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 learning’ rather than ‘surface learning’, 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 than just describing the possible situations that trigger negative
or positive washback, some 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, “if testing always had a
beneficial backwash on teaching, it would have a much better reputation amongst

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

Test the abilities whose development you want to encourage.
Sample widely and unpredictably.

Use direct testing.

Make testing criterion-referenced.

Base achievement tests on objectives.

Ensure test is known and understood by students and teachers.

N A

When necessary, provide assistance to teachers.



Bailey (1996) also suggests some 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

Shohamy (1993) comments on four types of terms 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
teaching 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 closely describe the relationship between testing and
teaching/learning, although they all refer to different aspects of the same ‘phenomenon’ —
the effect of a test on teaching learning. In the present section, I 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



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 program 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 cost-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, forcing
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instructional change by means of a high-stake external test — is a mistaken notion
regardless of how 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.

Haladyna, Nolen, and Haas (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 of their 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 learning 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 learning 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 of how 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 of time” (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 learning achievement; however, from Pearson’s
(1988) perspective, the tests are introduced before the instructional process in order to

improve teaching and learning. 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 learned 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 first in order to
facilitate improvement in teaching and learning.

The Matriculation English Test (MET; the reformed English test for entrance to
all 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 all 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 if it 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, insufficient 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 some domain), the inferences made from the test should derive from the
interpretation of test scores as well as other social factors.

Messick (1996) further puts washback within the consequential aspect of
construct validity and describes 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 of validity (p. 242).

According to him, to establish test validity, one should not depend on washback
with all its complexity and other variables, and should avoid construct under-
representation and construct irrelevancies.

Overall, the relationship between testing and teaching/learning 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
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takes place in order to examine washback effects of a test on teaching and learning.

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:

A test will influence teaching.

A test will influence learning.

A test will influence what teachers teach; and

A test will influence how teachers teach; and by extension from (2) above,
A test will influence what learners learn; and

A test will influence how learners learn.

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

A test will influence the rate and sequence of learning.
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A test will influence the degree and depth of teaching; and

—
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. A test will influence the degree and depth of learning.

—_
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. A test will influence attitudes to the content, method, etc. of teaching and learning.

—
[\

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

—_—
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. Tests that do not have important consequences will have no washback.

—
N

. Tests will have washback on all learners and teachers.

—t
wh

. Tests will have washback effects for some learners and some 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 learning.

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 learning tasks. These perceptions and
attitudes in turn 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 learning outcomes, the product of that work (p. 2; as cited in Bailey, 1996).

According to Hughes, participants refer to students, classroom 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 of learning”. Product indicates
“what is learned (facts, skills, etc.) and the quality of the learning (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 learners 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 learners’. 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 11) 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 of teachers’ beliefs about the influence of testing on the classroom

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 of two 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
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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.
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 of teaching 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’ oral lessons, 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
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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.

This chapter has reviewed the literature on (a) the definitions of washback, (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.
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CHAPTER 3. RESEARCH QUESTIONS AND
METHODOLOGY

PURPOSE AND RESEARCH QUESTIONS

Studies relating to the washback effect have been carried out in various contexts
of teaching 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, I 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 to examine the textbooks, since they are used
as a medium of implementing the curriculum.

Thus, the initial questions of this 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
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relationship between the CSAT and the curriculum — What are the characteristics of the
CSAT? Does the CSAT represent the curriculum?

The next step is to identify if there appears to be a washback effect, and to discern
the major variable(s) that may be influenced by this effect. The main research questions
of this study are therefore as follows:

(1) Does the CSAT affect EFL teaching and learning in Korean secondary schools?
(2) If yes,

- What is the nature of the relationship between the test and teaching/learning?

- 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 terms of the relationship
between teaching and learning; nevertheless, student views may be different from, or
independent of, their teachers’. For this reason, [ 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 learning.

Before discussing the research methodology, I 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% and ends on August 31%, and the second is from September 1* 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 program 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 of high 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
pursues studies that are focused on humanities, social sciences, and natural sciences, the
vocational school program 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 of three years of high 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 national level at
fixed 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 fierce 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.
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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 diplomatic 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.

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. Some of the students even take a year off from 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 TOEIC.

Furthermore, an increasing number of students in elementary schools are leaving
their 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 of their lives; and they may not improve learning in subject areas other

than English. In the end, the Korean government believes that it must discover
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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 middie schools. In the new policy, the ME announced their decision to
teach English in elementary schools and publish a new curriculum, the 6" 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. Usually all 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. I 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 last year of high school, and (2) the six

respective EFL teachers. Both groups are described in Table 1.
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Table 1. Participants in the Study

Type of School Participants
School 1 General Teacher A (Male) — 20 female students
High School Teacher B (Female) — 20 female students
School I General Teacher C (Male) — 20 male students
High School Teacher D (Female) — 20 male students
School IIl | 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 of this study take into account the academic
stereotypes, which exist within the Korean school system. The data were collected 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 all 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 of high school with approximately thirty-five to forty students per class.
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The time allotment 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
allotment for English instruction is two fifty-minute classes per week. More detailed
information about the teachers is given along with the results of the 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.

Among them, eighty students were studying in general high schools. Forty 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.

In 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 well 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 I conducted a pilot study with
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two EFL instructors teaching students who were in their last year of high school: one was
from a general high school for boys, and the other from a vocational high school for girls.
Some questions were modified due to the data generated in the pilot study. Asa 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
program.

While formulating the teacher and the student questionnaires, I intended to
compare the opinions of both 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



29
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 included 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 I 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, I 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 McGill University). Since the student participants were
18 years old, the parental consent was sought. All participants, including 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 I 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 returned. 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, I perused the questionnaire responses to
discern what the most salient and problematic issues were so that I 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 I 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, 1
identified the main elements of the curriculum and delineated the most distinctive
features. 1 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
McGill University. I examined the 6" 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, I described approaches used in the 6™ national curriculum, its nature, and its
main principle. Then, I summarized the main characteristics of the curriculum that the
ME announced. Next, I studied the English curriculum for high school across four areas:
goals and objectives, content, skills to be developed, and methodology recommended. I
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 describe
the English curriculum for high school — for the last year of high school students.

In the next step, the textbooks were analyzed. The textbook analysis was
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conducted on the basis of a checklist for evaluation of coursebooks proposed by
Cunningsworth (1995). From the analysis, I 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. I described the purpose and the
characteristics of the CSAT that the ME announced. To verify ambiguous statements in
the announcement, I used Kim’s (1998) study on evaluation of the CSAT. I 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, I determined if the test represented the curriculum.

Next, both teacher and student questionnaire responses were examined through
the application of frequency counts, and presented in percentages using Excel 2002
(Version 10). I calculated a total answer for each question across the student
questionnaires in order to identify a total student response. I also looked at the totals for
each class and then for each type of school. As for the teacher questionnaire, I followed
the same procedure as I did in the student questionnaire. Ithen 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, I 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.



34
CHAPTER 4. RELATIONSHIPS AMONG THE
CURRICULUM, THE TEXTBOOKS, AND THE CSAT

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, I 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.
The analysis of the textbooks is thus needed to probe the belief.

Then, I 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, I 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.
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THE CURRICULUM

In the present study, the 6™ national curriculum serves as a guide for the English
curriculum for high school in order to understand the general philosophy of the
curriculum. The 6™ 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 first time, and the development of communicative language ability was
emphasized in secondary .schools.

In describing the 6" 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 6™ 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 6™ 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 6™ 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 of target 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 6™ national curriculum can be summed up as
follows:

(1) The 6™ national curriculum leads to student-centered learning; it encourages students
to play active roles in language learning.

(2) The 6™ 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 6™ national curriculum requires practicality in the development of student
communicative competence; it introduces communicative language learning into EFL
teaching.

(4) The 6™ 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
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the quality of instruction.

(5) The 6™ national curriculum meets social and national requirements, such as cultural
exchange, development of diplomatic relationships, and economic cooperation
between nations.

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 controlled or free writing. To achieve
these tasks, the curriculum encourages teachers to cover 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 well as general topics and to extend their
knowledge of the topics, the curriculum includes many content topics, from everyday life

to serious social issues including literature and history: for example, different types of
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love, manners, overpopulation, pollution, drain of natural resources, traffic matters,
racism and discrimination, inequality, international conflict, and the welfare system.

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 well 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 class 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
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more listening and speaking activities. All 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.

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 of textbooks is ‘English II’ published by Kumsung Co. It
was used by the participants in School I. 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 of this 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 allocated to each unit is not specified. Each unit simply consists of seven sections:
‘Listen’, ‘Read’, ‘Comprehension’, ‘Word Study’, ‘Speak’, ‘Write’, ‘Exercise I’, and

‘Exercise II’. Also, there is some material for rapid reading and an ‘Appendices’ section
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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 specific questions such as
finding what a specific 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.

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
learned 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 I’ 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
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to exercises across the all 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 well as Korean culture,
introducing Korean culture characteristics to the world. It allows 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
similar to western cultures.

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
nuclear 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 well 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
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four language skills in order to achieve tasks. That is, the textbook allows students to
improve communicative language ability not only by covering all 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 I1 published by Sisayoungasa Co.

There are 13 units in this textbook, and the time allotted 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’, ‘Further
Study’, and ‘Exercise’. ‘Overall Checkup’ comes 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 of which corresponds to
that of a unit. In the ‘Reading Comprehension’ section, true or false 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 all. Moreover, it does not
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include the learned 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 learned and extend their knowledge of the topic
presented in the unit.

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 learned 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 learned 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
in a newspaper.

The ‘Further Study’ covers all 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.



44

The ‘Exercise’ section provides students with opportunities for in-depth learning
of the language forms presented in the unit, such as conversion of the sentence using the
learned 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 fill in the
blank with the most suitable word after reading passages. The common feature with this
section is that all 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 overall checkup
for the all units, useful expressions across the units, and a mini dictionary (new words).

This textbook achieves two major goals of the 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.
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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.

This textbook uses the four language skills, and allows students to practice all 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 of how the two textbooks are organized shows slightly
different 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
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pronunciation work. It, however, is well organized in terms 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.

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 determined whether the CSAT represents the curriculum. In

determining this, the followings are mainly considered: how well the CSAT measures
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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 of the 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.

THE CSAT

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 of them. 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 of the CSAT as follows:

(1) to evaluate the four language skills, listening, speaking, reading and writing, based on
the curriculum

(2) to focus 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.

In 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 means
for assessing reliability” (p. 47). I 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
atest. I will thus describe the characteristics of the CSAT according to their
framework, which consists of five task facets: the setting of the test, the test rubric, the
input, the expected response, and the relationship between input and response. To help
understand what each facet indicates, I 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, I 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 of testing, 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 persons 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 of winter. 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 of high 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 facets (Bachman and Palmer, 1996) are characterized as
instructions and structure of the test, time allotment, 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. All 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 aural and visual
instructions. However, parts of the written language test tasks, reading and writing tests,
are explained only through visual instructions. Procedures are clearly and briefly
explained, but no examples are given. Explanations are provided one at time, but, if
necessary, they are linked to particular parts of the 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
I. Listening | Mulitiple- | 17 questions | 20 minutes | 1 (point): 3 (question)
& Speaking choice 1.5 (point): 9 (question)

Tasks questions 2 (point): 5 (question)

Sub-total | 26.5 (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 | 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 of vocabulary 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 concerned. Prior to the administration of the test, the test
takers are explicitly informed about these criteria and procedures.

Third, the input facets (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 aural 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
vehicle 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 discourse 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 include 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.
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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.

- Rbhetorical: relatively broad range of artificial conversation
Pragmatic characteristics

Functional - Ideational and manipulative
Sociolinguistic - Standard English

- Register: formal

- 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

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 describe all 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. All tasks on the

CSAT are selected response type.

Finally, facets of the relationship between input and response (Bachman and

Palmer, 1996) consider reactivity, scope of relationship, and directness of relationship.



55
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 of the 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. Some 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, all of which fall 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 curriculum/textbooks 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 facets, 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 cover a relatively broad range of language and topical
characteristics. Especially in terms of the topical characteristics, the content areas of the
CSAT match the curriculum/textbooks 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 facets, 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 curriculum/textbooks, however, cover all
three types of responses: limited production, extended production, and selected. For
example, the textbooks include multiple-choice tasks as well 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 of the 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. Concerning 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. Nevertheless, 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 well 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 all 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 of testing the four skills appears unjustified.

In closing, it has been shown that the CSAT does not reflect the goals of the

curriculum/textbooks nor measure the four skills. Furthermore, the CSAT does not
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satisfy the curriculum/textbooks in the broad sense of the 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 some 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.
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CHAPTER 5. PRESENTATION AND DISCUSSION OF THE
RESULTS

INTRODUCTION

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 concerning 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. I 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. All quotes are translated from
Korean. Both the original and the English translation are included in text. Then, [

discuss the research questions of this 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



10.

11.

12.

61

teachers

Awareness of the CSAT as reported by teachers and students

Attitudes toward the CSAT as reported by teachers and students

The degree to which the CSAT represents the curriculum as addressed by teachers
The degree to which teachers and students perceive the quality of the CSAT

Roles which the CSAT plays, and its importance as perceived by teachers and
students

Impact of the CSAT on teaching and learning as perceived by teachers and students
Views concerning teaching as reported by teachers

(1) what to teach

(2) how to teach

(3) how to assess students’ learning

Views concerning learning as reported by students

(1) awareness of their teachers’ teaching

(2) their own learning strategies

Impact of other factors on teaching and learning 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 of the 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)
perceive 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 learning | TQ (items 48, 49, & open-

ended)
SQ (items 34 & open-ended)
10. Views concerning teaching TQ (items 21 to 43)
1) what to teach (items 21 to 27)
2) how to teach (items 28 to 36)
3) how to assess students’ learning (items 37 to 43)
11. Views concerning learning 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, &
learning 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, some 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 Learning’.

Table 5. Background Information of the Participants

Teacher (n = 6)
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Name Age Teaching experience Degree Major
(teaching of last year students)
A 30’s 12 (2 years) M.A EFL education
B 30’s 11 (4 years) M.A EFL education
C 50’s 20 (6 years) B.A English Literature
D 20’s 5 (2 years) M.A EFL education
E 30’s 6 (2 years) B.ED EFL education
F 40’s 11 (3 years) M.A English Literature

Student (n = 6)

21.7% went overseas to study English

1. Awareness of the Curriculum:

70.8% had private tutoring in preparation for the CSAT

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 program 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 some 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:

“I have some 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.... I don’t think students can achieve the goals by

the end of secondary school.” (English translation)

© WS AEFHA AR HYES ol taT s H ol AW A At = St
AsHEYT A A ozE 258 agHA o] ' W] g0 185 ER
& 293k Zelelgka Ut (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. I do really want to bring these activities into my class as much
as possible... I’m teaching both second-year and the last-year students. The way
I teach both groups of the students is different. In the second-year class, I try to
do the communicative activities through games and interesting movie scripts, and
my students like getting involved in the activities. However, I barely do these
activities in class for the last-year students because they don’t want to. Some
students... well... most of the students prefer studying individually doing
practice tests for the CSAT, rather than doing group activities.” (English



65

translation)

“WEHAA A MEH, IANEL FHER 51 F 7T & B AT STl Ho
&7 8ted, S T4 9] B 'G‘ | o] R A £ A EF sfok Gtk A GA| £GATE] o2t
AT RS /s Bol 31 & FYth. A AT 129 3 TS B3k

A=, FH B ol %‘4‘3}. 28 FPA T B Aol B gl E sl s

A2 Z & shet), ST ER o] 2 3 B0l F9dhe AL T2 gt sHA,3
hd AT, A E] 94X &) Wl o] & BF-& A9 3R YUt -3
RBE.. A L. HFE SHYEL o] FER s 1 /A 0 2 5 UHlEAIY E

O]—a“ di?}‘% t}” (Original Korean)

2. Attitudes Toward the Textbooks:

Teachers have relatively positive attitudes toward the textbooks. According to
the teacher interviews, four of the teachers report that topics in the textbooks are varied
and appealing to students, and they can easily adapt many interesting topics related to the
textbooks. However, one of the four teachers (Teacher D) added that contents of the

textbooks are not current 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. 1
think college life in those days is quite different from today. Social values and
goals of life have changed a lot as times have changed.... Well, I feel a generation
gap between me and my students. Whenever I tell them about my college life,
they seem aloof and they can’t get the picture of what it was like... Then, in
19747 It was way behind the time. They can’t even imagine the time. They
weren’t even born then...”

¢ kA Wigo] thi AR AE0] ol JFUT & E0, 63 Al Fo] ¢ mxTistaL
S o= 197430 E0E Aol EXT AU T B9 distg e 11:1?4:
Bol t=nta St Aldo] 2R A7 oIy 4o R = Bo) vtk
Uth. S48, Al 3-8 Bojets SERe] AtiAE ol =Yt A7t o4 EH
Aol thisf oo vl SBEL A 9] F3 T BAES A er T APHoe] ojmjhA] 1
e ¥ g wX QY a8, 197482 A 2 A oloprIduth EL 79
TR AR A eyt 2 AR BoUA R ke gt gol &>
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Generally, teachers report that the textbooks include many “desirable activities”
that enable them to use CLT and these 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 of practice 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 cover what the curriculum guidelines indicate. From the interviews, it is found
that teachers believe that the textbooks cover 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 cover 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”
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4. Awareness of the CSAT:

As can be seen in Table 6, all six teachers are knowledgeable about the CSAT.

Before the interviews, a question raised from the student responses is why all the student

participants do not know about skills tested on the CSAT and its purpose. In the data

collection, it was assumed that the students knew about the test, because they had already
taken it. 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 even agree that the four language
skills are tested on the CSAT.

Table 6. Awareness of the 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 persons (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 separately by school.

Table 7. Pressure and Anxiety of the CSAT as Reported by Teachers and Students (Total)

Agree Strongly Agree Combined
Teacher (n = 6) 4 persons (66.7%) 1 person (16.7%) 5 persons (83.3%)
Student (n = 120) | 47 persons (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 persons (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

School)
Agree Strongly Agree Combined
General (n=280) | 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% of teachers strongly agree
or agree that they feel pressure and anxiety related 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 desire to have the teachers focus

%

solely on a “high score getting method”....

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 novels 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% of teachers 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:

“I don’t like teaching the practice tests for the CSAT.... Actually, I hate teaching

it because it makes students feel bored, and sometimes they doze off during my
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instructions of it... Whenever they do that, I feel like I’'m not good at teaching and
I even feel frustrated about teaching...”

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
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 learning. 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:
all 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 some 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. Generally speaking, however, the CSAT doesn’t represent all
the curriculum said.”
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The other teacher (Teacher C) also replied similarly,

“They said that questions of the CSAT are based to assess students’
communicative competence. 1 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? Well, personally, I can’t tell.... In addition, they [students] realize
these communicative activities [the curriculum guidelines encourage] are not
necessary to prepare for the CSAT. Actually, [, myself, don’t even think these are
effective to prepare them for the CSAT.”
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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 person (16.7%) 4 persons (66.7%) 5 persons (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% of students and 83.3% of teachers strongly
disagree or disagree that the CSAT is valid to evaluate student communicative
competence. This refers to the fact that both groups have doubts concerning test validity.
Based on both teacher and student comments in the questionnaires, what is largely
addressed is the format of the test: multiple-choice items. One of the teachers (Teacher
E) states in the interviews,

“I 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?”
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The teacher furthers his argument by adding that:

“... even the listening test task is too short and simple to precisely judge the level
of students’ listening comprehension ability...”
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In addition, when asked whether the CSAT must change, the answers are shown

in Table 11.

Table 11, Change in the CSAT as Reported by Teachers and Students

Agree Strongly Agree Combined

Teacher (n = 6) 3 persons (50%) 3 persons (50%) 6 persons (100%)

Student (n = 120) | 55 persons (45.8%) | 46 persons (38.3%) | 101 persons (84.2%)
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Table 11 shows that 84.2% of students and 100% of teachers strongly agree or
agree that the CSAT must change in some ways. A common reason given by the
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. Roles 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 learn 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.
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Table 12. Roles of the CSAT: Motivates and Forces Students to Study as Perceived by

Teachers (n = 6)

[Motivates]

Disagree/Strongly D Agree/Strongly A

[Forces] Disagree/Strongly D 1 person

Agree/Strongly A 1 person 4 persons (66.7%)

Table 13. Roles of the CSAT: Motivates and Forces Students to Study as Perceived by

Students (n = 120)

[Motivates]

Disagree/Strongly D Agree/Strongly A

[Forces] Disagree/Strongly D 13 person 19 persons

Agree/Strongly A 17 person 71 persons (59.2%)

Table 14 derived from Table 12 and 13 shows that 66.7% of teachers and 59.2%
of students consider the CSAT as motivating and forcing students to study English.

Table 14. Roles of the CSAT: Motivates and Forces Students to Study as Perceived by

Teachers and Students

Strongly Agree or Agree
Teacher (n = 6) 4 persons (66.7%)
Student (n = 120) 71 persons (59.2%)

From the results of the third item, it is found that 66.7% of teachers agree that the

CSAT enriches knowledge of English language, and 55% of students strongly agree or
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agree with this. In terms of the 4™ item, the results show that 66.7% of teachers agree
that the CSAT improves student proficiency in English, and 65% of students strongly
agree or agree with it.

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 if they
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 person (16.7%) 5 persons (83.3%)

Student (n =120) | 66 persons (55%) 35 persons (29.2%) | 101 persons (84.2%)

Table 15 shows that 83.3% of teachers 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 well 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 learning, the 83.3% of teachers (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
learning a language for communication with foreigners who speak that language. In a
sense, students are compelled to learn English only for the CSAT, even though they
would prefer to learn it for communication based on interest.

The following two categories, ‘views concerning teaching’ and ‘views
concerning learning’ (see Table 4) are designed to discern where the washback effect of
the test specifically exists.

10. Views Concerning Teaching:
(1) What to 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 excluding the textbooks,
and skill areas taught.

Based on the questionnaires, all 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 of the 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, all general school teachers cover the whole listening and reading parts
whereas all vocational school teachers do not teach the whole listening and reading parts
in class. The interview responses explain the reason for the difference. The vocational
school teachers pointed out that they absolutely lack the time allotment 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.”
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However, both groups of teachers finished 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, all 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, all 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 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 of rank multiplied by the persons, and rank

is set according to 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. All 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 areas 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, specifically 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, all 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 learned 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 ...... I
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. I usually teach how to figure out

‘subject’, ‘verb’, ‘subject-verb agreement’, and ‘usage of participles’, and how to

correct errors in sentences.”
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The teacher added that she gives these grammatical lessons 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 provide “sufficient advice” on teaching
methods, it does not give “specific 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 all six
teachers concentrate mainly on listening and reading with an emphasis on English
structure across all 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, lesson 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 all 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.
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(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 all the six teachers are also
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
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“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 seen in the lesson plans, test-
taking strategy is taught at the end of every lesson, 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) How to Assess

The ‘how to assess’ category (see Table 4) examines three elements in terms of
‘internal’ 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 level of their students’ ability and they inform their
students of the criteria before the test.

In the case of multiple-choice test tasks, all six teachers focus on the content of
the textbooks, as well as supplementary materials covered in class, rather than the
content of the past CSAT when they write the ‘internal’ tests for their students. Five of
the teachers report modifying question types in their ‘internal’ tests to correspond to
those of the CSAT although they take all the passages straight from the textbooks and
supplementary materials. They create questions such as making inferences or identifying
a main idea from a reading passage or from utterances spoken, which have frequently
appeared on the CSAT. One of the five teachers (Teacher B) stated,

“T usually take reading passages from what I taught in class...some parts from the

textbook and others from the supplementary materials, but I change or make up
questions similar to the types of questions on the CSAT.”
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Most teachers comment that performance assessments are, theoretically, very
effective ways to evaluate student learning, but that they are not appropriate for
evaluating student learning especially for the last year students of high school.

Generally speaking, most of the teachers create ‘internal’ tests with much
attention to the reading and listening content that they covered in class. The types of
questions that the teachers design for the ‘internal’ tests greatly resemble those
historically 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 of their own learning strategies. In terms of their 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 learned’ and ‘skill areas learned’
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 learn 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 well 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 learn most in class, in general
students also give similar answers to the teachers: reading and listening in turn are
reported as the skill areas they learn most in class. The following rank is grammar and
vocabulary. Interestingly, not all of them rank speaking and writing: some students give
question marks ‘?” in the skills and some leave them blank. The teacher interviews
explain this: as revealed above, teachers barely teach the two skills.

Finally, 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.



86

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 ‘internal’ classroom testing, and skill areas they study most on their own.

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 ‘internal’ 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 Studving: n = 120 (Total)

| 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 of rank 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)

l 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 to the total points of the number of rank multiplied by the persons, and rank

is set according to converted points with less points indicating higher rankings.
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Table 19. Skill Areas that Vocational Students Spend Most of Their Time Studying: n=

40 (Type of school)
| 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 of the number of rank 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 seen 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 of their teachers’
teaching, and their own learning strategies quite resemble what is done 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 learning. 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 learning, teacher
personality, and student needs. In the interviews, however, teachers added the other
factors and commented on what concerns 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 persons (66.7%) | 2 persons (33.3%) | 6 persons (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% of teachers 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 learning, 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 successful language learning can be achieved only if the learners want to

learn 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 C has 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 of high 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 perceive 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
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some ways. Furthermore, the teachers perceive that the CSAT is not in alignment with
the goals and the objectives of the curriculum.

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 all that the
curriculum mentions.

Both teachers and students denounce the test quality in terms of validity, 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 learning. 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 ‘internal’ classroom tests with similar question types as on the
CSAT. Interms of learning, students are well 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
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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
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.

I 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, I 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. I 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 domains 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 I ask is how teachers behave in accordance with test quality.

The results provide evidence that teachers do not explicitly inform their students about
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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.

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 of the 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



research.
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CHAPTER 6. CONCLUSIONS

This chapter revisits the findings of the study, discusses implications and
limitations, and gives suggestions for further research.

The present study was designed to examine whether a washback effect from the
CSAT exists. As reported in Chapter 1, the presence of washback 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 learning 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
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washback. Some 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 of tests 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.

The first is that the CSAT should reflect the language learning 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 of using ‘direct testing’ such as
compositions and oral interviews. Through these kinds of tests, students are asked to
produce 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 several limitations to the present study. First of all, the instruments
used limited my data collection. I 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 of using 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).

I 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 I was in
Canada, so that I 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 ‘internal 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, I 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,

[ could not interview the students, since doing interviews before the CSAT could
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interrupt their learning. As a result, when I had questions raised concerning student
responses in the questionnaires, I 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 concerning 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 learning. 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 learning 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
different. 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 REMARKS

After examining the washback effect of the CSAT on EFL teaching and learning
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 can. If there are any questions you do not understand,
please ask for help. You can withdraw from this study at any time if you think you can not
continue.

[Personal information]

1. Name:

2. Age: [0320-29 030-39 040-49 0O 50-59 Oover 60
3. Sex : O Male O Female

4. School :

5. Educational Background : 0B.Ed 0OB.A OMEd 0O MA
OOther, Specify

6. How long have you been an English teacher?

7. How many years have you taught students in their last year of high 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?

11. Have you ever had an EFL teacher-training program, non-funded (i.e., with your own
payment) or funded by the Korean government? (Y) MN)

IF YES, tell me briefly about the course description.

12. Have you ever had an in-service teacher education program relevant to the curriculum?

(Y) (N)




hhhdhhhkhhhhthhhhhhs

Directions : There are a variety of response formats to the following questions.

- Some questions require that you read statements and then decide if you:
(1) strongly disagree, (2) disagree, (3) agree, (4) strongly agree.

- Some questions require simply a (Y) yes or (N) no response.

- Some questions require a check (v) mark.

- Some questions require a ranking.

- Some questions also require short written answers.

[Awareness of the curriculum and the CSAT]

1.

2.

Do you know what the overall philosophy of the curriculum is? (Y) ™)

Do you follow the curriculum guidelines when you teach? (Y) N)
Give reasons:

112

Do you know what the CSAT is like? (Y) N)

Do you know what skills are tested on the CSAT? (Y) ™)

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]

6.

The CSAT reflects the goals and objectives of the curriculum.

M _ @ 3 &

Give reasons:

7. The CSAT is valid to evaluate students’ communicative competence that the curriculum

8.

encourages. (1) 2) 3) (@)
Give reasons:

The CSAT enriches students’ knowledge of English language.
OD__@__06__®

Give reasons:




10.

11.

12.

13.

14.

15.

16.

113

The CSAT improves students’ proficiency in English.
O__@ A3) 4)

Give reasons:

The CSAT would motivate students to study English.
H__®?) (3) “4)

Give reasons:

My students should adjust their learning strategies to the CSAT.
H__@_0@C__®

How?

The CSAT forces my students to study English harder
H__@) 3) “4)

Give reasons:

I enjoy the teaching of the practice tests in preparation for the CSAT.
OD___@__0G__®

Give reasons:

I feel pressured about the CSAT when [ teach.
H__@ 3) “)

Give reasons:

[ think the CSAT is contrary to my teaching philosophy.
O_@Q@__0C__@®

Give reasons:

The CSAT must change in some ways.

MH___@__O__®

Give reasons:

|Attitude toward the textbook]

17.

18.

Which textbook do you use?

The textbook covers what the curriculum guideline said.



MH__@___G__®

Give reasons:

19. The textbook provides many practice tests for the CSAT.
__@ 3) C))

Give reasons:

20. If I teach the whole textbook, then my students can achieve high scores on the CSAT.

MH___@___6__ @&

Give reasons:
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> Do you have any comments to add concerning relations between the curriculum

and the CSAT?

[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 CSAT? (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?

Why?

24. Do you use other materials? (Y) N)

IF YES, what are they?

What skills do you intend to develop with the materials?




25.

26.

217.

115

Which areas did you teach most in class? (Rank the skills)
(1) reading
(2) writing
(3) listening
(4) speaking
(5) grammar
(6) vocabulary

Did you change them as the CSAT approached? (Y) M™N)

IF YES, how did you change them? (Rank the skills)
(1) reading

(2) writing

(3) listening

(4) speaking

(5) grammar

(6) vocabulary

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 lessons or
listening lessons?, etc)

What materials do you use?

[Methodology of teaching]: how to teach

28.

29.

30.

3L

Are you concerned about the methods you use to teach English? (Y) N
Give reasons:

What methods do you use?

Are the methods you use suggested by the Teacher’s guide from the curriculum?

Y)__(N)___

Do you feel the methods you use help students prepare for the CSAT?
Y)__ (N__
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Give reasons:

32. Did you change your teaching methods as the CSAT 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
SO on)

34. Did you change the activities as the CSAT approached? (Y) N)

IF 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 CSAT approached? (Y) N)

IF YES, how did you change it?

[Ways of assessing] : how to assess students

37. When you make up ‘internal’ 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 CSAT)

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 CSAT?)
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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, such 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 of ways of assessing? (e.g., if you 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 current teaching.

MH___ @___0__ @&

Give reasons:

45. My beliefs about language teaching and learning are reflected in my current teaching.

H__@__0G__®

Give reasons:

46. My personality is reflected in my current teaching.

H__@_06__®

Give reasons:

47. What my students need is reflected in my current teaching

MH_@_0__®

Give reasons:
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48. 1 think the CSAT has the most influence on my own teaching.
M ) 3) “4)

Give reasons:

49. 1 believe the CSAT has a great influence on EFL teaching and learning in secondary
schools and even on the whole education system. (1) 2) 3) 4
Give reasons:

» (1) If you think the CSAT affects your teaching, please comment on how the CSAT
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. 0
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Student Questionnaire (Original Korean Version)
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Student Questionnaire (Translation from Korean)
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Student Questionnaire (Translation from Korean)

In the study entitled “A 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 can. If there are any questions you do not understand,
please ask for help. You can withdraw from this study at any time if you think you can not
continue.

[Personal information]

1. Age:

2. Sex : [0 Male [ 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 CSAT? (Y) N)

dkdkkkhb bbb hd b bbhbhdds

Directions : There are a variety of response formats to the following questions.
- Some questions require that you read statements and then decide if you:
(1) strongly disagree, (2) disagree, (3) agree, (4) strongly agree.
- Some questions require simply a (Y) yes or (N) no response.
- Some questions require a check (v) mark.
- Some questions require a ranking.
- Some questions also require short written answers.
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[Awareness of the CSAT]
1. Do you know what the CSAT is like? (Y) N)
2. Do you know what skills are tested on the CSAT? (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 CSAT is valid to evaluate my communicative competence.

MH__O__06_®

Give reasons:

5. The CSAT enriches knowledge of English language.
D_@_B_®

Give reasons:

6. The CSAT improves my proficiency in English.
H_ @ _06__ @

Give reasons:

7. The CSAT motivates me to study English.
(D ) 3) 4

Give reasons:

8. Tlike being tested on my knowledge.
D__O_06_®

Give reasons:

9. Ifeel pressure and anxiety about the CSAT.
OD_@__6__®

Give reasons:

10. The CSAT forces me to learn more English.
H__©) 3) 4
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(Give reasons:

11. The CSAT must change in some ways.

H_@_6__ @&

Give reasons:

12. If you don’t have to take the CSAT, what would you do? (Check the following statement)
(1) I would like to continue studying English.
(2) I would not study English any more.

Why?

[Attitude toward the textbook]

13. Which textbook do you use?

14. The textbook provides many practice tests for the CSAT.
(1) 2 3) “

Give reasons:

15. If I study the whole textbook, then I can achieve high scores on the CSAT.
HD__@_06_@®

Give reasons:

> Do you have any comments to add regarding the CSAT, or the textbook?

[LEARNING]
16. Do you learn the whole textbook? (Y) (N)
17. Is the content of the textbook modified because of the CSAT? (Y) M™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?
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19. Which areas did you learn most in class? (Rank the skills)
(1) reading
(2) writing
(3) listening
(4) speaking
(5) grammar
(6) vocabulary

20. Did they change as the CSAT 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)

22. Did the activities you did in class change as the CSAT approached? (Y) MN)

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 of lessons do you expect more from him or her? (i.e., what kinds of lessons do
you need?)

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) ™)




26.

27.

28.

29.

30.

31.

32.
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IF YES, how did you change them? (Rank the skills)
(1) reading

(2) writing

(3) listening
(4) speaking
(5) grammar
(6) vocabulary

Do you often have self-study, relevant to the CSAT, not assigned by the teacher?

(Y) N)
Why or why not?

How much time do you usually spend on self-study to prepare for the CSAT in a week?
O00h O1h-7h  0O8h-14h O 15h-21h  Oover22h

The time and effort I invested in preparation for the CSAT increased as the CSAT
approached. (1) 2) 3) 4
Give reasons:

What do you study on your own to prepare for the CSAT? (Check the following
statement)

(1) I study the textbook my teacher taught in class.
(2) I study the past exam papers or the CSAT practice kit.
(3) I study both (1) and (2).

(4) Other, Specify

Why?

Did you adjust your learning strategies appropriate to the CSAT?
(Y) N)

IF YES, what are they?

What do you think the best way of preparing for the CSAT is?

What do you study to prepare for the ‘internal’ test that your teacher makes up? (Check
the following statement)

(1) I review what I learned in class, focusing on the textbook.

(2) I study the past exam papers like the practice kit of the past CSAT.
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(3) I study both (1) and (2).
(4) Other, Specify

Why?

33. I think my teacher’s teaching toward the CSAT has an influence on my learning.

HD___@O__0G__®

(Give reasons:

34. 1 think the CSAT has the most influence on my learning.
(D ) 3) C))

Give reasons:

» (1) If you think the CSAT affects your learning, please comment on how the CSAT
affects your learning (i.e., negatively/positively).

(2) What are other factors that affect your learning? (i.e., future job, parent concern,
peer competition, interest, and so on)

» If you don’t think so, please comment on why the CSAT doesn’t affect your learning,
and what are other factors that affect your learning?

Thank you very much for your participation. [
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APPENDIX B. ETHICAL CERTIFICATE
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experience lower-back pain at some time during their
lives, In faet, it is second only to the common cold
as 2 cause of lost workdays among those under age
45, The good news is that most cases are not serious
and can be easily treated with medicine. But for
some people, the condition lasts fonger, forcing them

to try, anything.
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1 feel a cold, light northern wind play upon my face.
This wind, which has traveled from the Noeth Pole
toward which | am going, gives me o taste of the icy
climate. I used to think that the North Pole was the seat
of frost and snow, But because the sun is always visible,
it presents itself to my imagination as a land of beauty
and wonder. Despite my carlier fear of danger and death
that 1 might face, this wind of promise delights me. And
it awakens my imagination that 1 may walk on land that
so fow have gver visited before,

& lonely
B pleased

2 fearful 2 indifferem

& nervous

2L ohg& deiiesl ipeled W (A)s} (B Bel? B
Sl Jeb Al 2l F P A A8 R4

¥ Dan: {A)

Kay: Well, after my parents passed away, 1 lived
with my grandparents, My grandfather was a

diving eoach and he encouraged me. Diving
was somothing 1 always wanted to do. Grandfather
was always there when I noeded him.

§ Dar 8

Kay: Hmm. 1'd say iU's staying modest. Evervbody is
always saving, “You're great,” and it's casy to
start believing them. Dut there are 2 lot of
great divers out there. So Pve got to keep
praciicing o improve my diving skills.

<X 70
a. Why did vour parents cncourage you 10 go into
diving? .
b. Tell us about how you got started with diving.
¢ b wonder if vou've ever regretled becoming
# diver.
4. What's the hardest part about being a famous
diver?
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Two violinists were playing a picce at Carncgic Hall
before a large audience. In the middle of the piece, one
of the two, ailowing his mind 10 wander for a moment,
fost his place. Desperately, he tried to listen to his
pariner while continuing to play. Finally, he had no
choice but to lean toward his partner and whisper out
of the comer of his mouth, "Where are we?" And his
pattner, continuing to play. ¢almly said, “In Camnegie
Halt.”

she Aj3lel Mg al % $ii7h olue =
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23. We simply do not have the technology to travel 10
the noarest star in a human lifetime. Will this change?
Yes and no. Humans are leaming how to travel faster
and farther. But like all beings in the universe, we face
a speed limit, the speed of light, which is about 300,000
kilometers per second, Today our spaceships are only
capable of less than one pereent the speed of light,
s s WE €Xplore the universe by observing it
with all kinds of telescopes.

4 Because of this
% In comparison 10 this
& At the beginning of this

2 For this purpose
% In this manner

24. People are accustomed to using biankets to make

themselves warm, So they are surprised to scc blankets
used (0 keep ice cold and 10 prevent it from melting.
Expecting that a blanket will always make something
warm, they think that i must warm ice, too. But
what @ blanket always does is to prevent heat from
passing through one side of it to the other. Thus, it
keeps the heat of the body (rom passing into the
colder . surrounding i, and it keeps the heat
of the air from passing into the colder we. [2%]

e 3 ground

T abr
@ blanket & stone

£

3

£
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", People all around the world spend an average of L1
avurs on the rosd cach dav, Thousands of people arc
killed, and hundreds of thousands injured each day in
car accidents. We are pumping huge quantities of CO;
into the atmosphere, almost one-third of which comes
from cars. We know that this gas causes a greenhouse
effect. Our roads are crowded no matter how many we
build, and buitding them destroys nature. Huge amounts
of space arc given over to parking lots rather than to
trees and birds. Thus, we know of many ways in which
car use is

) expensive but helpful

2 expensive but unavoidable
% limited but effective

4 cheap and convenient

% costly and harmful

26, It is a human wait © Iry to .. the things we
find in the world, But the world does not always secem
fo be made for this. As a result, we are often confused
by fuzzy edges. There are borderline cases that fit
partly into one category and pantly into another. This is
especially true when we attempt to define life. There

are things in the world that cannot clearly be called

¢ither living or non-living, One example is the virus—

a particle that can be stored like chemicals in a bottle

but, when inside a Hving coll, can reproduce more of

itself. Although viruses can reproduce, they do not

exhibit most of the other characteristics of life, [23]]
*particle: 42 ] B8 9 Y 8

@ define and classify
@ store and reproduce

P judge and name
@ question and explain
& arrange and exhibit

27. An cighteenth-century scholar said, “Water, which
is essential for life, costs nothing. On the other hand,
dismonds, which are essential for nothing. cost 2 lot.”
Unforunately, the world has chunged considerably
since that remark was made. What was true over two
hundred years ago is ceriainly no longer the case. What
is still true, however, is 2 writer's comment, ™ .
That is, we ignore it when we have it—-unless we have
100 much of i1, of course. Once there is a threat to its
supply, however, water can quickly become the only
thing that matiers. We koow only too well that, without
it, there can be no hife.

3 SUH waters run deeg.
& It never raing but & pours.
& 's the nature of water o run doswnhill.
@) Water is best but diamonds shine like stars.
® When the well's dry, we know the worth of water,

28, obf B¢ ¥ 2D b A A8 N3

As a result of the economy. there aren't many jobs
available right now. But don't be discouraged because
there arc some things you can try. Have you considered
taking night classes to train for another kind of job?
Many workers learn new skills while keeping their
reguiar jobs. Another possibility is looking for a different
type of job in your present company. Finally, even if
there are no other jobs around, be sure to relax. Take
time out w0 do things you enjoy after work in order 10
reduce the siress you experience during your workday.

O A%sein & M2l T Aosteln
G Feeein & xeidlein
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Last Friday afternoon my sisier and | were visiting a
muscum. We became so interested in the mummies that
we lost track of the time. Suddenly, the lights in the
room dimmed twice and then went outl, I couldn’t see
anything, Then [ had visions of mummies coming
toward us with cold, dead hands. Qut of the dark came
a vague voice, "Who's there?” | couldn't talk. Neither
could my sister. All ar once, the lights came on. An
attendant was hurrying toward us. He looked angry as
he led us out of the muscum, saying. "We closed fifteen
minutes ago!”

*mummy: vieji}
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When you attemp! to do semcthing and fail, you have

to ask (A) | you / yourself | why you have failed to

do what you intended. (8) | Answer / Answering ! this

AN

question in 3 new, unexpected way is the essential

creative act. (C) I/ 'ﬂ{eyf will improve vour chances

of succeeding next time.

(A) (8) Y
& you eeer Answer AERRINE {
D you soes Answering They
& yourself  ----  Answer =+ They
@ yoursell  -=-- Answering -0 I

% vourself -

Answering oo
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Former ULS. President Jimmy Carter. who promotes

o

Habitat for Humanity, has toured varlous countries

since 1994, In the summer of 2001, he has wisﬁed

o ®

S o
Asan, Kores, t¢ participate in & house-building

project. it was part of Habitat Tor Humanity
fnternational’s compaign to _build houses for homeless
people. He worked along with volunteers for the

program, which is named after  him—the Jimmy
&
Carter Work Project 2001,

32, it W Al obi 38 s} daishie e

Chopsticks were developed about 3,000 years ago in
China. People cooked their food in large pots, and hasty
eaters then broke tiny branches off trees fo pick out the
hot food, By 400 B.C., food was chopped into small
picces so it could be cooked quickly. The pieces of food
were small enough that knives were not needed at the
dinner table. People were advised to wuse chopsticks
instead of knives at the table because knives would
remind them of killing animals. By A.D. 300, chopstick
use had spread 1o other countries,
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[33~34] (B 29 HE22 718 JUL AR DENR.

33, Each of us has probably wanted to live another life,
even if only for a brief tme. It is not a matter of being
dissatisfied with our own Jives, but it is more a curiosity
about the road not traveied. Of course, one way of
satisfying this curosity is through travel. Just as we may
dream of being an actor on a stage, trave! allows us to
experience a different world, Whether we deeam of
sitting in a cafe in Paris or on the back of an elephant
in Sowtheast Asiz, travel gives us the chance to do things
we have only imagined.

& Life Afwr Death

2 What Is Travel For?

% Traveling Asian Counirics

% How Can We Travel Safely?
& Tourist Atracuons in Europe

34. Ethics begins with our heing conscious that we
¢choose how we behave. For instance, we can cither telt
the truth or tell a lie. These two possibilities are
presented to us as options. We are capable of doing
either one becsuse we can control our actions. A stone,
however, does not face these kinds of options because it
cannot distinguish between different courses of action.
A stone can behave only in the way an outside force
makes it behave, Unlike a stone, a person can start an
action by himself or herself. The difference, then, is that
a stone is not conscious of possibilities, whereas human
beings are conscious that they face genuine alternatives.

(2%}
I How to Present Alternatives
@ Influences of QOutside Forces
¢ Differences in Valuable Stones
& Being Human: Awareness of Choice
& Opposing Forces: iluman Beings and Nature

35. 88 AF2L Nok Feoint el Folrbel 2R Y
E i

Koreans tend 10 have onc job for their whole life.

A professor of business studied employment patterns
in Korea and the United Swates. (L) She described
in her book some important differences. (2 ) Among
them, she paid particular attention to the number of
years & person stays with a job. (D) When they are
young, they go to work for a company, and they stay
with that company, (@) In the United States, people
move from one company to another. ((3) They change
jobs very frequently.

36. Toial ¥% vhged ololn o 42 b HAY U

We Bave the good fortune to live in a democracy.

{A) Without this freedom, the decision-makers may make
our lives difficult because they wouldn’t know
what we think.

{B) We should, therefore, be ready to fight for the
right to tell the truth whenever it is threatencd.

(Cy But what does democracy mean to us if we don't
have the freedom 1o tell the truth?

LA{A) - (B) - (O)
3 (B) - (C) - (A)
@) - (B) - (A)

DAY - {C) - (B)
BACY - (A) - (B)
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37. Poetry moves us 1o sympathize with the emotions of
the poet himsell or with those of the persons whom his
imagination has created. We witness their suuggles,
wriumphs and failures, We feel their loves and losses,
their joys and sorcows, hopes and fears, somewhat as if
they were our own, Though we sometimes suffer along
with their anxieties and sorrows, we receive a pleasure
from the experience. Potiry provides us with what is
missing in our own lives—the experience ‘of imaginative
pleasure. That is why we appreciate poetry in everyday
life,
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38, Will eyber schools replace traditional schools some
day? In spitc of their problems, traditional classrooms
hold many advantages over online classes. First of all,
traditional classrooms are a place where students may
relate 10 one another face to face, That js, a keyboard
will never be able 16 replace the warmth of a handshake,
or a monitor the smile of another student. In traditionat
schools, students may alse take part in team sports,
club activities, and school festivals—choices not
available to students who learn through computers.

{D demand for online classes

D advantages of cyber schools

% benefits of traditional schools

& origins of computer use in schools
& Hmijtations of face-to-face interaction

39w @] v PR PP GuE Y

Chichikov was retuming home from the party on
horseback. In the dead silence of midnight, he could
even hear a watchdog barking from the opposite shore of
the river. No signs of life occurred pear him but the
sound of insccts. All the ghost stories that he had heard .
in the evening now retumed to his memory. Approaching
the tree in which many soldiers had been hanged, he
thought he saw something white floating in the middle
of the wee. The night grew darker and the mist began 1o
spread around him. ’

J sad 2 peaceful
4B scary @) festive
& rornantic

40. =3 ¥ o2 g4 & ¢ g s M ARG e

You can sce and feel exactly what this teenage girl
is going through. I can remember fecling very frustrated
and confused sometimes in my teens. 1 can also remember
my e¢motions swinging from one extreme to another.
8o, for example, I would get incredibly mad about
something, usually something silly. Then I would get
mad at myself about being so angry, and then get mad
again about what made me angry. | seemed to have
absolutely no control over these feclings.

O #Ae) A42

@ B2 x|

@ B8 Jlo 44
@ 209 B4 4y
& A 43¢

4], & $2f els] g padRn jalv) aslakg el
Holch, Hol W43 YANA g AE

Korea's Rice Production & Consumption

Rice Production Consumption per Person

12000/s3.6]

11995 Qos.s]

t

1990 | 1;9.5] |

{1985 128.1]

F—

25 {10 12% 140

(kg) :
b

] 4 2 g 80
{miltion ton}

& The amoumt of rice produced in 1990 maiched the
production in 1985,

& The vear 2000 recorded the lcast amount of rice
produced in Korea.

(3 The consumption of rice per person steadily decreased
-over the |5-year period.

@ The average Korcan consumed over 10kg less rice
in 1995 than in 1990,

(& Despite the increase in rice production between 1995
and 2000, the consumption per person dropped.
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The number of bunting accidents has increased sharply
this year. The victims were mostly hunters and hikers
who were mistaken for game. Questions have arisen
from victims and their families about who is responsible
for these avoidable accidents. They blame police for not
taking proper measures, In fact, police do issue permils
1o qualified hunters and advise hikers to wear bright,
colorful clothing during hunting season. Of course,
police should issue some additional warnings or take
other preventive actions. 1t is the victims themsclves,
however, who are responsible for guarantecing their own
safety. They should not risk their own lives in deep
forests when they are alone in plain ¢lothes.
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Research was done 10 cxamine the difference in
faste between bread with standard and reduced salt
content. Three types of bread swere prepared, the
same in all rospects except for salt content. One loaf
contained the usual amount, one lpal 10% less, and
one 20% less. Sixty people were asked if they could
tell any differences .in taste. They had (0 guess
which loal contained the usual amount of saly, 10%
less, or 20% less. The result showed that only 30%
of the guesses were correct, which is not different
from what would be expected by chance.

3

The (A)  of bread is not necessarily
(B) the salt content in the bread.

(A (B)
affecied by
price .-~ related to

0 price
o4 sales as important as
& taste --+-  dependent upon

Sitaste ---- more important than

4. O A4 Pl 2E% B R 2L (1)

In stores, every item is marked. Clothes have a price
tag on them. Shoes usually have a price tag on the
bottom. () Sometimes, products will be on sale, @ They
will el you where you should pay. (DIf they are, a
targe sign nearby will tell you. @The sign may say
something like “15% Off," or “Reduced 20%." or “Half

* Price.” B In that case, you must figure out what the sale
price is.

[45~46] CHE @9 RAI2 J1F AW AF DRAR.

45, Dabies experience anxiely when they see strangers.
Children aged 2 through 6 show anxiety about things
not based in reality such as ghosts, Kids aged 7 through
12 often fear real situations that may happen to them,
such as injuries or accidents. As a child grows, fears
may disappear. For cxample. a child who couldn’t sleep
with the light off at age 5 may enjoy a ghost story
vears later. And some fears may cxtend only to one
kind, as in the example of the child who wants to pet
a lion at the zoo but wouldn't drecam of petting the
neighbor's dog.
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46. The post-cold war world is a very different place.
Power is moving from Western countries to other
areas of the world. Global politics, as a result, has
become more complex, involving countries from many
civilizations. In this new world, both differences and
similarities in culture determine partners and enemies.
These factors have caused pofitical and economic
differences among countries. Moreover, these diffcrences
often causc local conflicts to grow into larger wars,
Thus, the most important issue facing these countrics is
undersianding the differences among cultures.
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Among the banners and signs, one would nermally
expect a lot of singing, chanting and cheering. Tonight,
however, people are unusually quiet and their flags
strangely still. There is 350 much to be won and Jost for
fans on both sides that onc can sense an enormous
tension. There is only a matter of four or five minutes
before the final whistle, Soon we will find out who is
going to bec named champion and who will have o

train harder next scason.

(B)

Delight hangs in the air tonight for what is a very
special occasion, Owvernight, fans slept outside the
stadium o make certain they could get tickets. Now, the
sounds of guitars and drums ar¢ pouring out of the
stadium, and the lines streich as far as the eye can see,
Expectations are high for what will be the group's first
Hive appearance in years. Their passion assures that these
fans remain loyal. When they finally walk onto the
stage, the crowd will go wild.

47. %% (A)s (B BASHe YaHE vhaA HAE 287
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(49~50] CHF &% #lD. 880 AR,

talent for painting. Tempted by fame, | wld my art

| professor that I wanted 10 Jeave university to go to

Paris, the home of many well-known artists.

“Jim,” Professor Tumer said, “[ believe you've
mastered the basic skills of painting, but there are
many more things you need to learn about art and life.
If you finish your studies at university, | will teach
you all that you need.”

I didn't listen to him, however, choosing the
possibility of fame instead. Professor Turner said,

: you'll regret your decision.”

I went to Paris anyway. | was sure I'd become a
famous artist quickly. Overconfident of my skills, |
didn't work hard and too frequently wem to the movies

and to parties with my friends. One of them, who
painted for art’s sake alone, told me that § should work
~harder and quit painting for money, Ignoring his
advice, I wasted my time and continucd to paint what
i 1 thought was popular. Gradually, however. people lost
interest in my paintings. [ became penniless and finally
stopped painting. Now I am working in an office but |
still think about my art. All my life, I'll regret not
taking my teacher's advice seriously.

I was an art swdent. Everybody told me 1 had a’

- *You'rc making a mistake, Jim. and perhaps some day |

49, Jimeof T A P, %28 A4 AR Yy 27 23]

0 He was once expected w0 be a good painter,

5 He went to Paris afier getting his university degree.
@ He was too sure of his ability in painting,

@ In Paris, he painted for money rather than for art's sake.
& Now he is making a living as an office worker.
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e 32 Would you mind if | touch them ?

evli The design is certainly superior to th
any national costume that | have se
far. ' 3

You look marvelous in those clothes
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LISTEN | |

A. FolZ ctolE &Tsl0d HIBIE & ED QXS WAL,

@D sic 73517
A : touch/ clothes
B : certainly

Climk=
A : design/ superior/
costume
B : elegant/ functional

&P st
A : marvelous/ red cap
B : thank/ try

superior [sju(:)pi(:Jaris»] elegant [élogant]
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Mary : beautiful/ clothes/ called
Yu-mi: hanbok/ clothes

Mary : graceful and elegant/ every day
Yu-mi: convenient/ work

1. 5 A& ol s oJoprista AFU7?
@ Traditional Korean clothes
® The beauty of Korea
© Winter clothing

® — ® — o ’*

graceful [gréisfol]
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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
deliberately torn, and a hairstyle that often makes tradition-valuing
conservatives grimace. Mahy western-style convenience stores are
open around the clock with goods from all over the world. Fast-

food restaurants are everywhere as more and more young people

i

2

irl.. Fast-food restaurants

indistinguishable [indistingwifobl]  jean [d3iin] deliberately [dilibaritli] grimace [grimas]

2, come across=happen to meet M(9d3]) mtFE|icl 6. convenience store M#o]d,
7. around the clock = all day and night 24 A|7F Wi,
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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 some cultural critics point out, a by-product
of industrial modernization since the modern form of industry
evolved in KEurope. America became more industrialized, so
modernization brought with it many American characteristics, both
good and undesirable. No wonder that some people equate
modernization with Americanization. In the course of this process,
traditional values and concepts clash with new ones. In countries
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
society to be modernized many changes are inevitable. These
changes include physical ones, such as new means 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

pizza [pi:tss] hamburger [h&mba:rgor] westernization [wéstornizéifan] . by-product
[baipradakt] modernization [mdadarnizéifsn] industrialize [indAstrisliiz] undesirable
[Andizdisrabl] equate [ikwéit] Americanization [omérikonizéifon] clash [klaf] hermit
[h3:7mit] frugality [fruigZlati] modernize [mddernaiz] mentality [ment&loti]

productivity [pridaktivati]

@1, favor 4 over B "BHr} AE Fojsit} 4, point out x)#3slt} 8. equate A with
TA9} BE SUAsL} 12, substitute 4 for B "BE A= uj#sit}, 13, respect for the
iold 2ol 74, #HZE, 15, contrasting concept "Atul=lE g 17. new means of
4 communication T2¢ 54 44 , '

(It is) No wonder that....=It is natural that....=... may well....

15

20
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considered to justify the means. What is left is harsh competitive-
ness and thoughtless commercialism, and the traditional values of
cooperation and responsibility seem to be declining. The Korean
economic miracle is often attributed to the hard work, creative
talents, and competitiveness of the diligent Koreans. Also the idea
of free trade has helped the competitive and hardworking Koreans
to surpass some other nations which once provided economic

assistance to Korea.

4

Modernization has brought many nice 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.

justify [dzAstafai] commercialism [kom3:7{olizam] attribute [otribju:t] diligent [dilidzant]
surpass [sorp&@s] assistance [osistans] violence [vdialons] unsuccessful [Ansoksésfsl]

1. harsh competitiveness X493 #AA, 2. thoughtless commercialism "S2:38% A9},
4, economic miracle "7)2 2 74 A%, 6, free trade Tzt & 29 11, together with
along with (~9 &7, 12, be plagued with '~o2 =29]5tt, on the increase=
increasing .
What is left=All that is left
@ The traditional values... seem to be declining.

= It seems that the traditional values... are declining.
For(=DBecause) the focus on.... *fors EYE 23 & o|E7 % &,
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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
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 wvalues to support it

spiritually.

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
the quality of his products, a person who
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 all areas, in social life as well
as in economic activities. America im-
ported from Europe not only a modern

economy but also the value of responsi-

‘bility  contained in the concept of

Craftsmanship in Europe

freedom and creative talents.

alienate [éiljonéit] hindrance [hindrons] mainstay [méinstdi] archaic [a:7kéiik] arise
[ordiz]  alternative [o:lt3:rnotiv]  craftsmanship [kr&ftsmonfip]  craftsman [kr&ftsmon]
import {imp5:7t]

84, come to... "~3A Hrl 5. regard A as B=consider A B 17. European sense
@ of freedom r$gYISo] 9udls 24, 24, be contained in "~o] Tgsc},

10

20

25
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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
what they said and did. Part of a man’s traditional 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 chronic traffic jams. Why don’t we learn from
our seonbi ancestors and still push on economic modernization ? This
reconciliation can actually be achieved very harmoniously, since it
was in our tradition as well as in the original form of the
modernization movement in Europe. Modernization in the sense of
westernization is not entirely wrong if only we can look beyond torn

jeans and hamburgers.

indication [indskéifan] inefficiency [inififonsi] literally [litarali] translate [traensléit]
egoism [i:gouizam]  motorist [mdutorist]  chronic [krdnik]  reconciliation {rékansiliéifsn]
harmoniously [ha:»m6éunissli]

5 6, lack of responsibility "#917v9] Aej; 7, result in = cause, lead to 8. traffic jam
i rme #%, o, push on T3z velrig 13. look beyond "~xrt} W2l (Ze]) Brl,

|
i

©® (if it is) literally translated
@ not entirely wrong "¢t33s &= A

rlo

ohdy (FEFR)
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COMPREHENSION

A, o282 o= ciztol] B8t SR LotEAL, .
1. Industrial modernization was based on the craftsman’s responsibility
in the Western society.
2. Modernization has brought many troubles as well.
3. There are signs of westernization in many areas of Korean society.
4. We should keep our traditional virtue to enjoy our modernization.

B. 229 W8H Yx|sts AS D2I, 1 2717} of So| YLK HeAL,

1. Freedom had its basis in the sense of responsibility in the Western

Mo

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. 228 oA g0 CIg AIEE AT 2,

. those(p. 206 - . 4)7} 7}E]7]= L& EE9Y Dol & 0|83l &AL,
. it(p. 209 - 1.9) o} 7lEl7]E DA E EEA FE 2AlL,

. what he does and says(p.209-1.16) & F Tol& 21|19,

. this reconciliation (p. 210 - [. 9) o] 2}u|d}=

A L.

= O N o

D, 229 o] UH ZHet (LHE AR,

(Zh ()
1. modernization ‘ @ responsibility
2. tradition of craftsmanship ® hard work and creative talents
3. westernization ‘ © competitiveness and commercialism

4. the Korean economic miracle (@ convenience stores and fast-food

restaurants
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1. fashion

fashionable

2. efficiency

inefficiency

3. produce
productivity

4, usual

unusual

5l '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 industri-
alization.

Westernization seems to be progressing too rapidly.

ZB» Do It Yourself

{Noun) {Verb) (Adjective)
assistance 1 2
violence 3 : 4
mentality 5
modernization - 6 modern

7 import

&A> 1. in recent years

At

Fz 2, 3. 4 lead to high productivity T4 2 Qls) 4J4t4o] Eo}

B A Sanleel
PECISTN. et oL
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o

1. 32t F317|
Would you mind if I observe your orphanage?

reveal your survey

treat you to an ice cream

2. oo Fdstr)

You look wonderful in your new casual jacket.

very smart with your silk hat on
so beautiful in your white skirt

3. "|m3}7|

The beauty of hanbok is superior to that of any other.

the scenery
the precious jewel

B Dialogue . . =2 olRof istsl EAICH

Today ts Chuseok, so Mi-na is wearing Korean traditional clothes.

Mary

Mi-na :

Mary

Mi-na :

: They feel light, soft and warm. Why don’t you wear them

Mary

Mi-na :

Mary

Mi-na :

You look so marvelous in those clothes. What are they
called ?
We call them hanbok, which mean traditional Korean

clothes.

: Would you mind if | touch them ?

No, not at all. I'm glad you like them.

every day ?
They're not convenient to wear when we work. So we wear

them on special days like Chuseok and New Year’s Day.

: They're graceful and attractive. The design is certainly

superior to that of any national costume that | have seen so
far. _ o '
Thank you for your compliment.
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e R N e e g ) = =| .=
unctional Communication | 2 0|23510 tHabs) =Alch,

@»® A: Would you mind if I touch this...?
B : No problem. Go ahead.

A ... is superior to....
B : That’s what I wanted to say.

@ ®

_ [EAGtEs 5]

MONKEYS ] |

A You look so marvelous in....
B : Thank you.
®

®

esssaces 0900000000000 0000000800000800 Sounds in Use 0000000000000 0000008000800000000000000

[st]+[p]=[sp] / [st]+ [b]=[sb]
‘Most_people hate something just because they don’t know it.
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@ 7] 20| 2HLS B0 MAIL,

presesen 6 T
Modernization needed its own values rather than traditional ones.
= Modernization substitutes its own values for traditional ones.

st < s B

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 instead of the star

player who was ill.

4. Many people began to throw away their bicycles and buy

automobiles.

H7|9t Zo| 28 B0 MA2,

Lack of responsibility results in many terrible problems.
= Many terrible problems result from lack of responsibility.

TP EIRIE S TR

1. The accident resulted in the injury of 20 passengers.

2. Modernization resulted in many nice and convenient things in
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 B 4l A& 2, Azt B galsit,
A result in B — B result from A
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@ o2 &1nste] RLUS Aoz SI|A2.

1. Capitalism is competition-oriented.
AR AFE Y Mg o)),

2. Freedom and equality can progress in harmony.

AERE Ass 23EA 2R U 5 Aok

3. Modern industry has replaced manual workers with machines.
AZEUse g JEAA A 1 A N2 dAs otk

4. Traditional societies did not seem to prize freedom.
AZEN A3e AR Mg 253 G7]7 gE 23

ct

—

D CollM oias 8oz ot

mjo

2L A4 -5-].)\] 2,

[

njo
Ha

It seems that modernization destroys many traditional values.
Or at least we can say that such as

economic success and competitiveness. : ,

creating a spiritual emptiness. Graceful living and inner

satisfaction seem to be far from the modern man’s goal.

Certainly . It is important, however, that

- (© 1. 444 X2 : production-oriented 3. 71 Xiz|Q| J}Al : one’s own values - 4. Hoh A
3| : modern society AZ3| i} : prize '
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M) cle CfslE S0 Mo YOZ TBlAL,

Su-mi: Which do you like better, @mamemminmma: ?
Peter : 1 don’t know zasizs ~

Su-mi: Many people hate things :
Peter : Every culture has &%

1. What does Peter think about Oriental art ?

2. According to Su-mi, why do many people hate certain things ?

0| @ g 7|58 st MHS| e

1 "hol MAIR,

1. Would you mind if I ?
[tAtS Sem]
[tAtfom]

uok
2
o
0%
0z
™
o
Jp
H
Hu
12}
Uk
s
i

®
1

an

2. Thank you compliment.
[for7 jusr]

[farjor]

CCO @mcige E1 2C2 AN 2,

Modernization has brought many unwelcome symptoms as well 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.

(G suffer from ~o02 mFur},
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(DD &l ztoll g

grimace hermit efficiency symptom  plague mainstay

MA 2, (ER6tH 0EHE HIFAIZ,)

rlo

£Hof

il

1. When the doctor touched the wound, she made a(n) of

pain.

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 all the of the terrible disease.

CED FOI7 X2 AJZtsts TS 2o WH| MA|2,

Among the philosophical thoughts that come from the West, there is
one that can be b 1 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’.
Unfortunately this ¢ 3 has been misunderstood. To many young
Koreans, its meaning is 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 considering their responsi-
bilities.

CED philosophical thought Mg AHAF, self-determination "z}7) ZA, me-first T27] %
A4,
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CA> BEciess =1 Z20 Yoz PN 2.

1. What is the 'meaning of culture in its common use ?
2. According to the speaker, what is the definition of culture ?

(B He [Hel B3e #8sof f31E & A

I think ... is superior to....
I think ... is better than....

[7}] Blxst7]

That’s what I wanted to say.
(L] MohE olZHof cst I couldn’t agree more.
Ztd, gic, 3> I don’t agree with that.

I’d better not say about it.

=D

A : I think traditional Korean clothing is superior to any other
national costume.

B : I couldn’t agree more.

(S HE)
mtraditional Korean food/ any other food
m the quality of this car/ any other car
m natural remedies/ western style medicine

CCO ttg 22 91 30K i2le REUUE 432,

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 "M F o E93r},
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remedies for their illnesses. Often they turn to the old wisdom of the
East. There are some doctors in Britain who offer their patients an
Oriental medical treatment. An Indian company which produces
natural medicine has recently sold some 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.

@ E'JA 7tof| traditional?} modern?e| CH=EE= O|E ZICHS] M EoA2
traditional modern
physical
spiritual

CE) D& #13t0f Modernization and TraditionZ MEZ22 YZtstA|2,

. (€ World Health Organization (WHO) 43 5 27]7, the time has come to "~% uj7}
St}
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LESSON 7

Romeo and Juliet: A Tragedy

LISTENING PRACTICE

,“

m e M3 HX| = :

of HelME ¥Fd dEs William
Shakespeare¢] Romeo and Juliets 743
vk, ol 7HE &4 F Fe duy9
Al s Wi, a2z 2 HFE 22g o
3, LEYY AFH, 7MEH, AMsAH vl
e 5F73E oloplE HAH.

A. Let's listen:
B. Let's listen again:

Shakespeare's plays
That many?
for all time

have an influence on
Quite the opposite!
That's surprising!

To be or not to be
I know a couple.

smell as sweet

No, not yet.
Definitely!
in the end

032 2y 9 58 mrnss

She was none other than Juliet.

Romeo, unable to hold back, shouted out.
By that silverly moon I swear....

..., making every excuse he can think of.
Now was the hour that....
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MINI DIALOG

mournful
[m3:rnfal]
stun [stan]
destruction
[distrikfen]
startle [std:rtl]

reluctant
[rilAktant}]

Romeo
[réumiodu]
Tybalt [tibslt]
challenge
[ti@landz]
duel [dja:al]
inclination
[inklinéifon]
vain [vein]
Juliet {d3G:list]

7. ROMEO AND JULIET: A TRAGEDY

A

Let's listen and repeat:

» [How did the citizens respond to the accidentﬂ

Mr. Lee was mournful over the people killed.
Han-su was stunned by 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 I am reluctant to study it.
I'm making every excuse I 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?

| I'll be studying
2| in college.

-,

Are you going to major in ~? - ¥ & ~& AF s duel "HE Zte| HE,
g3 gy RZgoe F A 29 AFE EF duelojz

He tried in vain to stop the fight. - 1= A&& ¢
g AAT A+ At
She was none other than Juliet. - 2\ & ©gobd

Zaodolurh

AT dAe Al HelE AFE dBAG. 194
ZAAANE F AF AHdAMe Fed7t A A7
AL o, o= & Fo| tt& FoA duelg VYA
A3 ZAE o 43 &M §E& 2L A
Ao -
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Let's listen and repeat:

s [What do the girl students think about John? j

Mary is impressed by his athletic skills.
Jenny is captivated by his good looks.
Having learned that he has bad grades,
they are disappointed.

What happened one night in Verona?
l}omeo, learning that Rosalinc_ would attend, decided to
go to the party.
All of a sudden, he noticed an enchanting girl.
o e Suclelean,
Was Romeo's attention caught by Juliet?
Yes. He could scércely believe his eyes.

The priest gave Juliet the drug, didn't he?
Yes, but he didn't mean to cause trouble.

[How did the students enjoy the lecture’j

To his disappointment, Tom was bored by it.
To her regret, Anne was not able to attend.

ETEE 27 A
TEE)

What do the girl students thmk about John’ - g o {to+2FH+HAD

135

s o MINI DIALOG

impress
[imprés]

captivate
[k&ptiveit]

disappoint
[disspiint]

enchanting
[intf@ntig]

scarcely
[skéarsli(z)]

priest [prist]
drug [dra(:)g]

lecture [léktfar]

fascinating
[f&sineitip]

BAEL & Ul %A AZerlr L to thgol AL Yehle FAE 29 -8
-“Mary is impressed by.... - W2l 22 &5 &4 i3te 3AF7 €
T ey, : to her surprise - @A x.
- all of @ sudden - 7+27]. : - to his disappointment - 4G 2FA =,
He could scarcely... - 2= A9 -8 4 31‘315} to her regret - S+ &Y AL,

He didn't mean to... - 2& & =7} olych to my embarrassment - E2YAE,
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William
Shakespeare

[wiljom {éikspisr]
comedy
[kdmadi()]

Verona [varéuns]

aristocratic
[aristokréetik]
Capulet [k&pjulat]

Montague
[mdntagju:]

quarrel
[kw3(:)ral]

Rosaline
{réuzslin]
anguish [@ggwif]

deject [didzékt]

7. ROMEO AND JULIET: 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 all time.

1
Long ago in the cityf’gf)Verona s
there
families, the Capulets and the

lived two aristocratic

Montagues. These two families

had detested each other for a long

time. Whenever members or

William Shakespeare .
servants of one family met those

of the other on the streets, they would_insult each .,
pxsyony anll N YA R YA
other, and their quarrels often ended in bloody
fights.
Romeo, the only son of Lord Montague, fell in s
love with a girl of the Capulets named Rosaline.
But to his great anguish, she did npt return his

I A T L L R o A 2!

love. This made Romeo feel dejected. His friends

|

Sfall in love with ~ - ~ 2} AtgsiA o},

dare still widely read - 125 48 9382 Ao

‘a writer not of one age but for all time - ¥ A1)
e #7z} ol GEE AL S

> Whenever... met those of the other - 3 7}Z 2] 2]

71&e] APy HUdEE v

ud Ay, those = members or servants.

1 selgel e

« William Shakespeare (1564-1616)

dFe T MY GFe] g dxgx wE
& gldz AFsd dgs. TEH, TAdE,, e
Az, rao] & F9 uFa, Twuze gy, T

Sended in bloody fights - 2% AN v AE  oif vl %, 5o AFL WEY W HIg 4

oz By

o0, gae) AYE MU
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A 1 B gh 4 \ R I ;
U o &g =N
‘;'/ _—,\; A\g\l(:%\\- K /3’
2 mﬂ\\‘ R
LIRPR
( 8 :'LL\ 7

felt pity and advised him to look for love
elsewhere, but it was impossible for him to love
anyone else.

It happened that one evening, 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
would wear masks so that the women could have

fun guessing with whom they were dancing.

mask [mask]

g |3

‘advised him to look for love elsewhere - t} & E ol
M AlGg oty oA AW

‘It happened that... - ---& Yo} dojtr

*none of... were invited - 2} I AIEL o}F
E 2o R

Yso that the women could have.... ~ 4 E0] 27|
7t et B3R UeA FEEHEM EAYET
A=E,

« Lord2| o2t 7tx| &

(% 22> the Lord Chamberlain (24 ##)

(7> Lord Kitchener (7134 7)

{33y Lord Bishop of ~ (~F &)

(A4 4 (pl)y the House of Lords (%)

(%2> Lord, have mercy upon us. (¥4, $2 &
243 o7144)

{£%> my Lord (%3}) -
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charming
[t§G:7mig]

appearance
[epi(:)rons]

passion [p&fon]

7. ROMEO AND JULIET: A TRAGEDY

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 all of a sudden his
attention was caught by a girl even more beau-
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

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.

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 won her‘h\_ea}rt.
She asked her nurse who he was. "Hisﬁr;r:fm/'; is

Romeo. He is a Montague," her nurse answered.

twithout being recognized - A1 ¥-0) g 2112 ¢ 3, « fall in love2} make love
‘his attention was caught by ~ - ~7} 19 F2& - lover FAIZ2: #0131 HAIZ: 2t F4
EAo lovee $2lge TAbgsch, 9 722 Xelth add

"looked as fair as a May rose - 549 vy o} HAL loved HA TFAlgsich gtz & o S4=F

99 2 make lovedte EHE 28 AHgo] ded, AL
‘walked up to.... - W EF] & SUAA gt T7ls, &, 42, 5 SAH AFL drjdznz F

=3 ' Coger @k Mwrsich, AbREA ol dEsle
Yfeel deep passion - 2.& A& =7}, FE#2 fallin loveo]t},

“he called away to ~ - ~AAZ B 7tch

20
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3

The party broke up at midnight. Romeo left = midnight
the house with his friends. But. he felt he could (midnai]
not depart without seeing Juliet once again. On  depart [dipd:rt]
the way home, he slipped away from his company  slip [slip]
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. shade [feid]

Meanwhile, Juliet was back in her room
upstairs. She was mournful over the irony of her  irony [4ireni(:)]
fate, that she had fallen in love with a Montague. fate [feit]
She came out onto the balcony which looked  balcony
down onto the garden. . The moon was shining (balionit:]
and everything was silent. Here, in the silvery  silvery [silvari()]
moonlight, stood Juliet, an angel of a girl.

"Ah!" she sighed, and began to say to herself:
"Oh, Romeo! Why are you Romeo? What is in a

name? A rose by any other name would smell as

sweet. Oh, my Romeo! Throw away your name,
and take me!" Romeo, unable to hold back any  unable [anéibl]
longer, shouted out: "Call me Love, not Romeo!"
Startled to hear a man's voice, Juliet shouted
back, "Who's there?" "Romeo," he replied,

'The party broke up.... - el AH o Eyic} » A rose by any other name would...
on the way home - 3o Eol7te Ao, fa+gAb,7h 7HA L Jebdle A $olch
*be mournful over ~—oj_cial_gestet A true friend would not do such a thing.
¥ What is in a name? - 0| gol %& 8u)7 e (RAe A7ad 28 AL A 2 Roloh)
A rose... would smell as sweet. - ©] &0|o} F o] A well-bred man would have acted differently.
24 Zuetd ang Ze2 e 717t e, (714 28 & 3 ¢ Agolatd & ez ¥
B Throw away your name... - ] &¢ #lo] 92z, FUE Aelth) :

Yunable to hold back... - ©} o|A #& 4+ glojA
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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, I am not. I would rather be killed

than live without your love. s

confession Juliet: You overheard my confession of love. I
[kanféfon]
love you. I love you from the bottom of my
heart.
swear [sweor] Romeo: By that silver moon I swear....
wax [waks] Juliet: Don't swear by the moon. It waxes and
wane [wein} wanes.
: It waxes and wanes. - 9& 39 7] &3}
‘would rather be killed than live without ~ - ~ o] .
glol Ak=y aheha FAo
‘overhear one's confession of love - A} 32l W& «lover} Ol== EHE
RET, : love story - o 24, love letter - <o) WX,
’love ~ from the bottom of one's heart - A3 & ©t love affair - Qo (AbA).  first love - RAM S,
3 ~E& Ao love game/set - (F ) 49 AY/HE
° By that silver moon I swear... - 2 &4 gl win/lose one's love - A} i/t

g AP, - be in love with one's work - Qo] %2 7}xt}
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Romeo: What shall I swear by?

Juliet: Do not swear at all. It is too rash, too
sudden to swear anything now. 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, I must. What do you want to have?

Romeo: The exchange of a vow of love with you.

Juliet: 1 gave it to you before you requested it.
Yet I wish to give it again. My love is as
deep and boundless as the sea. If your love
is true, and you mean to marry me, I will put
my future in your hands. Tomorrow, I will
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.

Juliet: 1 will not fail. It seems like many years
till then. Now it is almost morning. Parting
is such sweet sorrow. I must say goodnight
for the last time. Romeo! Good night!

Romeo: Sleep well. Good night, sweet lady!
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- rash [raf]

bud [ba()d]

exchange
[ikstiéindz]
vow [vau]

boundless
[baundles] 3¢
(= not limited).

sorrow [s5(:)rou]

3Let's say good night....- 4 & A}, « 29 HI WAMSHLYT?

. is as deep and boundless as the sea. - W A}3& e F24¢ 4F, A9 P Az, BAE
vtk g AR Bol e ' gl wtel, Mok AFRES A7) olde] g 2

Bput one's future in one's hands - ~9} ZY& - o)X & 4 9l& Heaven, God, the Bible, the sun, the
A Z7ich moon $¢ AT WHste 7ol Uk

® Parting is such sweet sorrow. - ol e RE& 3 swear by God/the sun (/3] A =8 A &te}),

2 Aol2 e €EYYo
Zfor the last time - ©}A 22 2

swear on the Bible (473l &€& 813 43q),
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gang [gzp]

stab [stz(:)b]

fury [fju()ri()]
sword [s3:rd]
dispute [dispja:t]

harshly [ha:#{li(:}]

defend [difénd]

consideration
[kansidaréifen]
banish [b&nif]
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5

The next day, Romeo and Juliet 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
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,
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
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 _d_ue\\
consideration, settled the case by banish‘irrligk

Romeo to the city of Mantua. -He was ordered to

*be willing to help ~ - 717 0] ~& Ft}, + {on+-ing)
“challenge one to a duel - 2% & 233t} * onolu} upon thgo] ~ing7t 9W M~slztuia}, e
“have no inclination to... - % A7} glrh o) ®ck. 2 ul¥W assoonas g 2t
Bin a sudden burst of fury - 7137 37} Yo} g} On hearing the news, Kate burst into tears.
“The news of ~ brought a crowd of people.... - ~ (2 248 Ex AJEE €32 H=EFHG)

9 ANE EF B AIEES A2 st "On arriving at the terminal, he called Mary.
usettled the case by banishing Romeo - 292 & (Bmde] £8 =A 2& veolA HE Ack)

Fygeozy AZE HEARS

15
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leave 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 Juliet and start for

Mantua.

6

In the morning, 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
her desperate pleas. Juliet was at a loss. 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
you are dead, and take your body to the church.
Romeo and I will be there by the time you wake
up." '

Things progressed as planned. On the
morning of the wedding day, Juliet was found
dead. The entire household wept, but they could
not wake her up. A joyous wedding had given
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inform [inf3:rm)

oppose [ap6uz]
ignore [ign3:r]

plea [pli(:)]

assume [osjizm]

progress [prdgres]

joyous [d3zdiss]

: _ o} 2tch
Sbe reluctant to... - ---3171& 7Ag o},
*making every excuse she could think of - 2147}
AR £ de BE FAE dEAM, « SEYX|E HEf= for
©he ataloss - YA 3 3k RN vl g pE} 242 Jell & start, leave, head, depart ¥ FAF
“They will assume you are dead - 258 W7} &2 tee fore A& vebdc,
Aoz B4¥ ZHelth My brother left for New York.
%by the time you wake up - |7} 7iol'd wFol e, (B 54 w8 o8 ducoh.

" Things progressed as planned. - 4& AYu= They headed for school. (282 22 FAh,
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funeral [fja:naral]

delay [diléi]

hasten [héison]

poison [p3izan]

awaken [owéikan]

7. ROMEO AND JULIET: A TRAGEDY

place to a black funeral, and, with everyone in
tears, Juliet was carried to the church.

Now 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.
Romeo's servant hastened to Mantua and told
him that Juliet was dead. Stunned by the news,
Romeo cried, "Then I will lie beside her tonight."

7

Romeo, half mad with sorrow, bought some
poison and hurried to the church where his wife
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 Juliet in his arms and kissed
her cold lips. Thinking she was dead, he drank
the poison and died beside his dear Juliet.

Now was the hour that Juliet should awaken.
Having learned that his letter had never reached
Romeo, the priest came alone to Juliet. He
was shocked to find the bodies of Romeo and

Paris. Just then Juliet was slowly waking up

e s , |
‘give place to ~ - ~ A AN E/ANE &8 Foh - M7Zio 2247
with everyone in tears - 2 Algo] ¥ &S &e Aol ot 7t Mge] F& 27 OdE 4 o

€ 7k,

A, B 7 Age Ao dFE £4V1E dedch

20

‘get to ~ in time - ~ o) A Aol T3}

"Stunned by the news - 1 22 o] R Alo] vt 17}

"hreak open the door - & o] dt},

“Now was the hour that Juliet should awaken. - &

glo] Mojitol st ATttt

a black funeral - ¢&3F a4,

a white Christmas - & Wal& Zg i,
greenold age - AR F xd,

rosy future - && .
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from her long sleep. She opened her eyes and
"Where is Romeo?" she asked.

The priest was about to answer when he heard

saw the priest.

the commotion of people coming. So 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, taking her for

dead. She kissed his still warm lips. Then she

o drew Romeo's sword, thrust it into her heart, and

15

breathed her last.

Over the dead bodies of their children, the
Capulets and the Montagues clasped hands,
vowing to put an end to their long feud, and to

have statues made in memory of the two young
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commotion -
[kaméufan]

thrust [Brast]

clasp [klesp]

feud [fjud]

-

lovers.
(Adapted)
(uE =3]

3be about to - 2+ ---38l 1 3t}

‘the commotion of people coming - At ¢E°] 7}t
LE A¥2H &4,

"with a poison cup in his hand - So] & &
€ Al .

‘taking her for dead - U7} £& 22 ¢

“breathe one’s last - £& ASth, &}

“yow to put an end to ~ - ~& B 712 A s,

h

ol

- TRCHE S5le UE

rsc, & Jeide 718 &3 22 dieAlw o3&
AT ¢3s EYUE ol BES breathe one's
lastolch. ol¢} Wik @ &F oo g,
return to one's creator (¥ ZFAE Eol7ich).,
come to nothing (5 (&) 7} =Ht}).

go to one's last home (F+9 22 7ich) Fol i
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Did you enjoy your stay
in Stratford, Su-mi?

J

Oh, yes. It's a beautiful
town. It's full of lovely
thatched houses.

L\ ¢

ION DRILL

CONVERSAT

Talkihg aboui‘A'S'hvukes.peare’s Hometown

7. ROMEO AND JULIET: A TRAGEDY

Did you go to the
theater there?

)

Yes. There was a
performance of Romeo
and Juliet..

It was wonderful. The
actors were so talented.
Their voices and move-
ments were perfect.

You're so lucky.
| do envy you.

J

Yes. It was a great
experience to see a
Shakespeare play in
Shakespeare's hometown.

NG
Stratford [str&tford] M o2njoje] z#
thatched house - %713, ’
envy [énvi()] v. 3¢ stc,

Did you enjoy your stay in ~? - ~oj] o]F- Fo

EARY?

There was a performance of... - "0} 29 &ad,
8 FAeol AUk

What was it like? - 7 & oJH?

Ido envy you. - W7} ¥ £3@do},

It was a great experience to... - -3 R AL ¥

gl

o

=
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READING COMPREHENSION

>

. E29| i8It M CtS WH-question(fl CHEHZIAICH

. How did Romeo manage to go to the Capulets' party?
. When and where did Romeo and Juliet get married?

. Why was Romeo banished from the city of Verona?
. Who gave Juliet a drug? How long would she sleep?

N A W N =

. What happened to their parents at the end of the play?

B. ==0 =1 wom To, 8218 Fol OF &AICH

1. At first, Juliet didn't know Romeo was a Montague. T/F

2. Romeo was afraid of Juliet's father. T/F
3. Juliet was given a drug which killed her. T/F
4. The priest's letter did not reach Romeo in time. T/F
5. Romeo killed himself with his sword. T/F

C. =2=0 gy 2= g = =4I,

1. Romeo and Juliet fell in love immediately.
(a) Juliet was the first girl Romeo ever loved.
(b) The couple waited a few days before getting married.
(c) A priest helped them to arrange their secret wedding.
(d) The young lovers never speht 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 poisoﬁ. |
(c) The priest helped the lovers ‘to kill themselves.
(d) Their families hated each other even more than
before. "

A.

1. 137% 63 ’S’Z&
2, 142% 13 #=zx,
3, 142% 8-228) =,
4, 143% 119 =,

5. 145% 123 =,

B.

1. 138% 213 =,
2. 140% 2-68 #=
3. 143% 113 =,
4. 144% 38 #Fx

5. 144% 158 =

C.

1. immediately - (B2}
shat) Al

a few days before
getting married - 2
E3l7] A oA F¢.

2. have tragic conse-
quences - H] 33l
2345 g

in one's sorrow - £&
o A4,

kill oneself - 2148} t},



148 v 7. ROMEO AND JULIET: A TRAGEDY

e

LISTENING COMPREHENSION

* HIOIZCl (HalE EXD 80l 22 88 =2t SAICL

HHH 1 . . 4 g,-u.u.ﬂW

R

1. (a) in the classroom (b) on the playground
(c) on the street (d) in the library

(e) in the department store

2. (a) visit the library (b) borrow some books
(¢) return a book (d) read Shakespeare's poems

(e) see Shakespeare's plays

3. (a) Shakespeare's poems (b) a story book
(c) a collection of poems (d) a library
(e) Shakespeare's plays

o 7| o7 ERELL

What are you doing here? - are7} o}% A2go] AN,

ok3lAl Ed ) Stories in poem form - A ¥ A 2] oloty]
return the book one borrowed - 13 # €.

2 uhgsio as good as his plays - 2.2) 8 3Z gl n}

a collection of Shakespeare's poems - A INAg £§
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L SPEAKING PI_!ACTICE e B

x Let's practice speaking:

1. It was impossible for Jane to spare time for the cinema. 1. spare time for - ~
« ppe S o 3
difficult solve the problem o AZE wehstk
quite uncommon be sleepy in class
2. I would rather exercise than watch television. 2. exercise 9} watchel

BAE T

have raw fish have raw meat
findajob  goto college

3. Aren't you afraid of my people?
wild animals
mice

4. Let's say good night for the present. 4, Let's call it a day -
252 ot 32k

stop the discussion
call it a day

5. T'll leave my future in your hands. 5. leave ~ in one's
.. hands ~ ~& 79
the decision .
this problem
- @ Let's talk our future plans @ B

A: What will you be doing in two years' time?

B: I'll be studying at college.
A: How about in ten years' time?
B: I'll be pursuing my dream career.

o3ty P
What will you be doing in...? - 1  study at college - o o] Tttt}
£ d Fo) 29 32 UL7?  pursue one's dream career - ©%

k in two year's time - 2'4 ¥, FHQ HYgg o /
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WRITING PRACTICE

ol 22 LHE8 Z: & MHOoIXIZ 2246 SAICL

I
Mo
FO
12
o
=

Your Summary of Romeo and Juliet:




7. ROMEO AND JULIET: A TRAGEDY 151

ROLE PLAY

x OleH2t 201 &t A=K AL 2t68 010E716H SAICEL

EEEE]

Which play is the drama club producing this semester?
A Midsummer Night's Dream by Shakespeare.
(Hamlet | Macbeth)

I don't know that one. s it a tragedy?

Oh, no. It's a romantic comedy.
(Yes. Itis 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! | love romantic comedies/ tragedies!

midsummer [midsimsr] Hamlet [h&mlst] It sounds amusing. - A7 Y& A FF
Macbeth [mokbéf] fairy [fEC)ri(:)] 8%, Is it a popular play? - 2. A 1710 d3Fo?
Scottish [skdtif] a. 22 EW=9] It sure is. - B&0]o},

this semester - o' & 7)o, - When does the play open? - 7. 43& A /28 A)?

the first night - (459]) e, A FAMA).
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> 2o o EH CONFERENCE EXPRESSIONS
What are our plans What are our plans
for~? -~ 4% Good morning, everyone. for this meeting,
°f 1% B4 I'd like to welcome you all Mr. Chairman?
to the last meeting of our class.
Let’s begin the meeting now. \(
1
agenda [The first item on the agenda is...J
[ad3énds] oAt 1 [
4%,

O. K. The motion is carried.
the first item on the

Chin-suk will be talking with us
agenda - 3] 2| 2

R A/ (forst. Gt )
b2/ <A, B 71 c\z:zl
The motion is s I - - ~ \ZIED Yong-Tee
) Do you have a question, Min-ho? 7
carried. - 52\ 7} H b Mi-suk? 3
A= ASU | How a out you] - 1-suk? y =
. b
take a ten-minute We are going to take a ten-minute)
break - &7 F break “ :
gz : 10 J ‘ \g
close the meeting - We will close the meeting. )
# 5 3}t Thank you, everyone. )
> AD EHE » Other Conference Expressions
I think it's about . - . _
time 10 ... - & (I think) it's about time to start. (7]3])
Alzkel & @ A I would like to open the meeting. (7§3))
ZEHch

We have gathered today to discuss the problem of...
(39 E37)

I would like to start with... (A 47H)

The first speech will be given by... (2F =z} &)




SRR

ETIA TR e B

7. ROMEO AND JULIET: A TRAGEDY

153

A PROVERB | Beauty is in the eye of the beholder.

A ol A elch,

LI'd like to make a motion. ]

Thank you, Mr. Chairman.
If you ask me...

As T see it...

I think we...

I second the motion! ]

Thank you, Chin-suk.
, I think the point is

well taken. But I have

a question, Chin-suk.

I agree with Chin-suk that...
I'd just like to say that...

When are we going to take
a break, Mr. Chairman?

I'd like to invite comments/questions on this subject.
(47 Fx)

Mi-suk, your time is almost over. (A 7+ &)

Since we are pressed for time, please make your comment
brief. ‘

That's very interesting, Min-ja, but I think we ought to
hear from other friends. (29 %8 f=)

I must bring this meeting to an end here. (% 3])

beholder
[bihéuldsr]

make a motion - %
o/} stet,
second the motion -
o A Hshch
As Iseeit - A7} &
VN2 e,

the point is well
taken - T &2 ¥
e @ 2AEY

=

I'd like to invite
comments on this
subject - o} &3
o & JAES
g FAA L.

Since we are
pressed for time -
A7) Butalmz.

bring ~ to an end -

~& BT
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FURTHER STUDY

A. 3 93 gao

fju]

Agelle ¥8 %%‘
°ﬂ T3 <A [i]&
& e AP sidst
42 2223 g 2
FAA [w]2 o7
Lia= ’
> (HEA+HEA+T
Abdd, BAE 2
A g
P (BAHFEAL+ A XA}
+H A M FALg
PALE 7EA T
» could haver} €&
ol € o [h]&& £

A ge

B.

1. 827 s BAE
(GRE+AAEIL

gve %"‘}'a\_

At € W BAE
A &

END

vi. By}

v.r. FULH.

n BigA, £3,

endin~- ~22 B
o}

end up... - vpx gt
g Ao o2

There is no end to ~ -
~de A7 2o

=

2
£
1

A. B pronunciation, Stress, Liaison, and Infonation

fu/ fury  funeral = excuse  human
fue/  due rescue  /eau/ beauty
op-pése de-tést  de-part  ex-chédnge
ig-nére  as-sime re-lic-tant en-chédn-ting

[ ] [} . L] ‘ [ ] .
the enchanting young lady  come out onto the balcony

the good-looking young mén 1ook déwn onto the gérden

could have {kud haev] =[ku-d&v]
putona [put an 8] =>[pu-dd-ns]

How did you |come |here, tell {me, andlwhy?

(-

B. Word Power

1. Watch Your Spelling
stabbed stunned regretted  slipped
swear  appearance  hasten sword

2. Words in Context
All is well that ends well.
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 sudden (= suddenly, unexpectedly)
All of a sudden, an idea flashed upon me.
All of a sudden, I dropped the plate and it broke.

2. catch one's attention (= attract/draw one's attention)
I'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 than the colonel.

He who helped the couple was none other than the priest.

4, make an excuse (= excuse/justify oneself, defend)
Stop making excuses! I 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 call me.
To her surprise, Jim buy her a bunch of flowers.

2. Romeo, unable to hold back any longer, shouted out.
Romeo, half mad with sorrow, hurry back to Verona.
Fred sick with the flu, go home early.
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C.

1. flashed upon me -
W el & H43H
H gead

3. none other than ~

- hgokd ~.

4, make an excuse -
BAE dic}, ¥yt
o},

5. be reluctant to..

SRisdk=s 771?4‘4

D.

1. to+A&HFH+9HAD
To his great anguish -
U3 detAE,

a bunch of flowers -
¥ @ o

2. half mad with
sorrow - &0 g
WE FAlo] Uyrta,

sick with the flu - €7+
22 Fo] opmA,
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EXERCISES
A. A. Answer the questions by using the given words.

hardly, scarcely, bare-
lye A .32 ¢
ety 23 o 2
?_]'C}_. . PRI i

C.
(to+ 24 H+273 &
vl 4D

Ex. Can you believe his story? / hardly
= I can hardly believe his story.

1. Can you see that bird in the tree? / scarcely

2. Can your little brother read and write? / hardly

3. Do you resemble your mother? / barely

4. Do you have time to eat lunch with me? / scarcely
5. Is there any water in the bottle? / 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?" I asked Jim.

3. "What do you call the powder of wheat?" he asked me.

4. "Did you receive a photo copy of it?" I asked him.

5. "Why do you want to be a potter?" they asked me.

C. Rewrite the following using the given words.

Ex. She didn't return his love. / to his great regret
=> To his great regret, she didn't return his love.

1. I can't accept your kind invitation. / to my great regret
2. Her son was against the marriage. / 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 my satisfaction

D. Make sentences using the given words. D. -
- {without being+p.p)>
Ex. He entered the ballroom. / not recognized - edx @m,

=> He entered the ballroom without being recognized.

1. He survived the car accident. / not injured

2. He hid himself 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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OVERALL CHECKUP IL  rorvaotroning i

A. Circle “True" or "False™

It has never been easy for parents and children to understand each other
completely. You can create harmony in your family if you explain your
opinions calmly and sensibly. At the same time, try to look at your problems
from your 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 - 2 QA.  point of view - B,

(a) The parent/child relationship is often difficult. T/F
(b) You can do nothing to improve the relationship. T/F
(c) The opinions of your parents have no value. T/F

(d) When children grow up, they share their parents' opinions. T/F
(e) Your parents are probably right, after all. T/F

B. Fill in the blank 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 all walks of
life, from kings and queens to beggars and fools. Shakespeare understood his
characters very well, presented them clearly, and wrote dialog that sounded

natural. , for many readers of Shakespeare's plays,
heroes and heroines like Romeo and Juliet seem as real as true historical
characters.

* api)eal -7, wW¥, character - &, walk of

life - A%, A,

(a) Asaresult (b) At that time
(c) In spite of this (d) Apart from that
(e) Nevertheless v ¢
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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 include 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 some 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.

* all-important - 70 8%, social science - A}3] &,
graduate - G 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, "I am very sorry, but I have a new boyfriend. You have a photograph
of me. Please send it back, so I 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. I can't remember which one you are." '

What did John want in this story?

(a) happiness (b) revenge (c) contentment
(d) separation  (e) freedom "



