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ABSTRACT 

The purpose of the present study is to find out the effects of Computer-Based 

Grammar Practice on the grammatical development of 6th grade elementary school EFL 

students.  

This study was conducted on the sixth grade students of Sıraç Aydıntaşbaş 

Primary School in the second term and two groups - computer based and paper-based –

which consisted of 25 students each were formed for the implementation of the study. 

These students still attend Sıraç Aydıntaşbaş Primary School. The two groups both were 

at the same level prior to the learning process and they were taught within the same 

syllabus. One of the groups did the grammar exercises on the computer and the other 

group carried out the same exercises and practices on the papers handed out them in the 

classroom.      

 Students’ first-term grades were taken into account in order to categorize the 

groups as computer-based and paper-based and accordingly, groups were formed with 

the students who were equal in terms of their success level in English.       

It was also shown via pre-tests that the students formerly did not have any 

information about the subjects to be learned. These subjects were taught to the students 

in groups through traditional teaching, that is, in the classroom environment. After that, 

the students in paper-based group were asked to do the exercises on papers in the 

classroom while those in computer-based group were asked to do the same exercises on 

the computers in the technology class. In addition, the students in computer-based group 

tried to find the meanings of unknown words using a pre-downloaded digital dictionary 

on computers instead of using traditional paper dictionaries or asking teachers, and the 

purpose of exposing students to using digital dictionary was to enable them to study 

independently on computers. Later, the success of the students was compared through 

the post-test and their performances on the grammar section of the exams were assessed 

relatively.              

All the measurements in the study were indicated as graphics in addition to the 

statistical calculations and the obtained data was presented at the end of the study. And 

as a consequence of the practices carried out with students, students were given an 
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attitude scale for English and it was compared whether there was a change in the 

attitudes of both groups towards English.    

Consequently, the data obtained at the end of the study, as it was found in many 

similar studies, showed that there was no significant difference between paper-based 

and computer-based groups in terms of doing the grammar exercises correctly. 

However, it was also found that studying on a computer led to a positive attitude 

towards English and made students be more interested in English since it could clear 

away the boring atmosphere of classrooms.  
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ÖZET 

Bu çalışmanın amacı Türkiye’de yabancı dil olarak İngilizce öğrenen 

öğrencilerin dilbilgisi açısından ilerlemelerine yardımcı olmak için Bilgisayar Destekli 

Dilbilgisi Uygulamalarını kullanmanın etkilerini ortaya çıkarmaktır. 

Çalışma Sıraç Aydıntaşbaş İlköğretim Okulu’nda 6. sınıfa devam öğrencilerden 

bilgisayara dayalı ve kağıda dayalı grup olarak her biri 25 kişiden oluşan 2 grup öğrenci 

üzerinde yapılmıştır. Öğrenciler halen Sıraç Aydıntaşbaş İlköğretim Okulu devam 

etmektedir. Her iki grup da aynı düzeyde öğrenim sürecine başlamış ve aynı müfredat 

dahilinde öğrenim görmektedir. Gruplardan biri öğretim yılının ikinci döneminde 

dilbilgisi alıştırmalarını bilgisayar ortamında diğeri ise aynı uygulama ve alıştırmaları 

sınıf ortamında kendilerine dağıtılan kâğıtlar üzerinde yapmıştır. 

 Uygulamaya başlamadan önce bilgisayara dayalı ve kağıda dayalı grupları 

belirlemek amacıyla öğrencilerin birinci dönem notları göz önünde bulundurularak 

gruplar İngilizce dersindeki başarıları açısından eşit seviyede öğrenciler seçilerek 

belirlenmiştir. 

Daha sonra yapılan pre-test ile öğrencilerin çalışmaya başlamadan önce 

öğrenilen konular hakkında daha önceden bilgi sahibi olmadıkları ortaya konmuş, 

çalışma boyunca oluşturulan bilgisayara ve kağıda dayalı gruplarda konular sınıf içi 

öğretim yoluyla gösterildikten sonra kağıda dayalı gruptaki öğrencilerden sınıfta 

kendilerine dağıtılan dilbilgisi alıştırmalarını kağıt üzerinde; bilgisayara dayalı gruptaki 

öğrencilerden de bilgisayar odasında bilgisayar üzerinde öğrenilen konuları pekiştirmek 

amacıyla yapmaları istenmiştir. Ayrıca bilgisayara dayalı gruptaki öğrenciler 

bilmedikleri kelimelerin anlamlarını klasik sözlükler kullanmak veya öğretmenden 

yardım almak yerine bilgisayarlara daha önceden yüklenmiş olan dijital bir sözlük 

kullanarak bulmaya çalışmışlar böylece öğrencilerin bilgisayar karşısında bağımsız 

olarak çalışmaları hedeflenmiştir. Daha sonra yapılan post-test ile öğrencilerin çalışma 

sonundaki başarıları genel olarak karşılaştırılmış ve ayrıca sınavlarda yer alan dilbilgisi 

bölümlerindeki performansları karşılaştırmalı olarak değerlendirilmiştir.   

Çalışmada bütün ölçümler, yapılan istatistikî hesaplamalara ilave olarak 

grafikler halinde de gösterilmiştir ve çalışma sonucunda bunlar sunulmuştur. Ayrıca 

öğrencilerle yapılan uygulamalar sonucunda öğrencilere İngilizce dersine yönelik bir 
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tutum ölçeği verilmiş ve her iki grubun da İngilizce dersine yönelik tutumlarında bir 

değişme olup olmadığı karşılaştırılmıştır. 

Sonuç olarak, çalışma sonunda elde edilen veriler konuyla ilgili birçok benzer 

çalışmalarda da ortaya çıktığı gibi dilbilgisi alıştırmalarını doğru olarak yapabilme 

açısından bilgisayara dayalı ve kâğıda dayalı gruplarda anlamlı bir farkın olmadığını 

ancak bilgisayarla çalışmanın öğrencilerde İngilizce dersine karşı pozitif bir yaklaşım 

doğurduğunu, klasik sınıf ortamının öğrenciler üzerinde oluşturduğu sıradanlığı ortadan 

kaldırdığı için öğrencilerin bu derse karşı ilgilerini artırdığını ortaya koymuştur. 
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CHAPTER I 

INTRODUCTION 

 1.1. Introduction 

Literally, language is the system of communication which consists of the 

structured arrangement of sounds (or their written representation) into larger units such 

as morphemes, words, sentences, utterances. It is simply a vehicle used for 

communicating between human-beings.  

Since we live on a planet where a lot of different cultures, nations, races exist, 

there are a lot of languages in the world which are used basically for communicating. It 

is estimated that there are more than 3000 languages in the world. But the foreign 

languages learned for various kinds of goals are so few in number when compared to 

languages that exist in the world.  

In the late times of the Ottoman Empire, the lingua franca - international 

language - was French throughout the Europe. Then German became more dominant 

until 1950’s. Turkey’s foreign language policy has been determined by the conjuncture 

of Europe and the whole world. So, the rise of the USA as a super power in the world 

and its foreign policy to have authority after The World War II made English to be 

considered and taught as a foreign language both in Turkey and in most of the countries 

in the world.  

Today, our country is a member of many unions primarily United Nations and 

some others such as The Council of Europe, NATO and OECD and several foreign 

languages -among which English is the most common one not only in our country but 

also all around the world- are used to communicate with the nations which are member 

to these unions. Needless to say, English has become a universal language nowadays. 

International communication is not only necessary for development, but also to play 

political and economic roles in the international arena. That the world is becoming 

smaller and more unified does not need elaboration. (Bartu, 2002) 
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In short, we can say that English is the lingua franca of our age not only because 

it is the mother language of big countries such as the USA and Great Britain but also it 

is the language of the World Wide Web and the language which many international 

foundations or organizations use for their relations and it is also the language of 

technology throughout the world. So, English Language Teaching is of a great 

importance in Turkey, as in many other countries in the world. 

According to Bartu (2002), teaching in a foreign language, of some or all of the 

courses, is seen in the following types of institutions in Turkey; 

1. Most private, or foundation-owned, secondary schools and universities, 

2. The two English-medium and one French-medium state universities, 

3. Other state universities where some departments have chosen to teach in a 

foreign language (mostly English), 

4. The Lausanne-based foreign secondary schools. (The 1997 decision to extend 

compulsory primary education to eight years has caused the closing down of the middle 

school sections of these schools.) 

Some of these institutions have one preparatory year courses and all of the 

departments of the universities in Turkey have compulsory foreign language courses 

consisting of at least 2 hours a week for freshman students. In addition to what Bartu 

mentioned state primary schools in Turkey have foreign language lessons 3 hours a 

week, at fourth and fifth grade, and private primary schools have more courses than 

state schools. 

Therefore, in each stage of education one encounters ELT in Turkish Education 

System. Foreign Language Teaching today aims to teach four main skills; to be able to 

comprehend what is spoken or written as receptive skills, to be able to speak intelligibly 

and to be able to understand and express thoughts in writing as productive skills.  It is a 

longstanding discussion subject whether ELT curriculum in Turkish Education System 

covers these four major language skills satisfactorily. 

Although a classroom chiefly has walls, desks and a board and it may be 

sometimes boring for students; it can turn into an exciting place with the help of a good 

teacher. In the same way, it is also true for computer assisted language classrooms.   
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One of the disadvantages of traditional classrooms is the time which is 

consumed by the teacher of the class to implement the feedback process. Since our 

study is on grammar practice, we should mention the duration of the feedback process 

and its effects on students. In Turkey, most of the classrooms include a large number of 

students, sometimes more than fifty.  In such classes the teacher spends much more time 

in applying the activities and then he/she collects the activity sheets to check. This 

process may have students forget what they have done or lose the interest in the target 

subject. The mentioned process may even hinder the learning of the language items to 

be taught. Personal classroom experience of the author also shows that when it comes to 

grammar practice immediate feedback is quite helpful. 

In recent years, technological advances have had a tremendous influence on 

everyday life. These changes have subsequent effects on learning in general, and on 

second language learning in particular. Technological resources have been incorporated 

as valid tools in the learning/teaching methodology. The continuous and very rapid 

expansion of technological capabilities have led to the adoption of various technological 

tools in the second language classroom without an appropriate assessment of the 

pedagogical value of such tools. 

Brown (2001) summaries that Warschauer and Healey offered the following 

benefits of including a computer component in language instruction: 

1- multimodal practice with feedback 

2- individualization in a large class 

3- pair and small group work on projects, either collaboratively or 

competitively  

4- the fun factor 

5- variety in the resources available and learning styles used 

6- exploratory learning with large amounts of language data  

7- real-life skill-building in computer use (p. 145) 

The resources that computers supply for their users differ in several ways. As 

Kenning & Kenning (1984) note, what distinguishes computers from other 

technological devices like tape recorders, videos and film projectors is the fact that they 

provide interaction. Kenning & Kenning support this idea by stating that the unique 

particularity of computers as an assisted material for education is their interactive 



 4 

capability. On the other hand course books, tape recordings or videos cannot correct 

students’ mistakes or errors and cannot provide information on correct forms. Despite 

the variety of teaching and training opportunities available via technology, it is 

important to remember that technology does not teach or train people by itself; people 

teach and train people using technology as an educational delivery tool. 

As for computer assisted grammar practice, students get the feedback in shorter 

time and check their mistakes while they are still interested in the topic. And this 

enables the teacher to provide suitable activities for better learning instead of wasting 

time in the evaluation period of the practice process. Then students who have problems 

are helped immediately on their needs. Also the Computer Adaptive Testing (CAT) 

method, which proves to be beneficial by reducing testing time, the need for high 

numbers of tests, the boredom and frustration of testing, etc. is another useful aspect of 

the capacity for immediate response from computers.  

Computers have also been used in assessment and testing. Dunkel (1990) states 

that some of the benefits that CAT provide are a shorter testing time, less boredom and 

frustration, immediate feedback, and self-pacing. 

The computer provides a number of facilities. It offers privacy, which 

encourages students against the fear of being ridiculed for their mistakes by their 

classmates. It allows students to work on their own, in their own time and most 

importantly, at their own pace. The computer is patient and will tirelessly repeat the 

same points for as long as is necessary. Finally, the computer is consistent, unbiased, 

and if there is not a hardware or software problem it is the most hardworking teacher 

who never gives up and is never tired of work.  

Computers offer the teachers the opportunity to make better use of their time and 

expertise. By taking over boring mechanical tasks like the correcting and marking of 

simple exercises, it allows them to spend more time on preparation and on activities. 

Another important aspect of a computer is that through its record-keeping facilities, it 

gives teachers access to detailed information of their students' strengths, weaknesses, 

and progress, which helps them to evaluate the materials and methods they have been 

using. 
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However, computers have some limitations. First, they are not equally suitable 

for all types of activities that can take part in the classroom. They not only principally 

operate within the medium of the written language, but they work in a way decided 

beforehand and cannot cope with unexpected situations. The quality of the program and 

the teachers' contribution to the program are also of great importance in the educational 

process. It is more tiring to read from a screen than from a printed material, and, for 

teachers who develop their own material, the time spent on programming and typing in 

the lessons can be quite difficult. One cannot roll back or move on through a 

computerized lesson as easily as one turns the pages of a book Another disadvantage of 

computer assisted instruction is the financial dimension as computer technology with its 

hardware and software requires a good deal of money to establish and maintain 

computerization.  

Some of the disadvantages of CAI mentioned by Salaberry (2001) are the high 

cost of computers and computer programs, the need for technical support personnel, and 

the negative attitudes of some teachers towards the integration of CAI in the curriculum. 

In the present study, we worked with a computer programmer to improve a layout and a 

small program for the computer-based groups to do exercises on the computer. This 

program enables the instructor to gain the students’ answers in an organized form and it 

instantly calculates test scores and shows students their mistakes as soon as they finish 

the test. 

Although this study is not on web-based learning we built a website and the 

students in the computer-based groups used that website to do the exercises on the 

computer since the computer technology classroom we used during the implementation 

period has internet connection and since it would also be better for the instructor to get 

feedback using the net.  
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1.2. Background to the Study 

 Due to the growing importance of technology in our life everybody is aware of 

computers and we can see computers in every aspect of life. Although some educators 

have decried the use of computers as electronic workbooks for drill and - practice 

exercises (Chun & Brandl, 1992; Underwood, 1993), others have advocated their use 

for tutorials and drills to free up more classroom time for real communication (Gilby, 

1996; Hoffman, 1996). 

There is an increasing interest in the use of computer-assisted language 

instruction because it has several advantages as indicated by a number of researchers 

(e.g. Hall, 1998; Nagata, 1996, 1998; Nutta, 1998, Taraban, 2004; Torlakovic and 

Deugo, 2004; Meskil and Mosoop, 2003; Bikowski and Kissler, 2002; Gruba, 2006; 

Vilmi, 2003; Toyoda and Harrision, 2002; Wang and Beasley 2002 in 

AbuSeileek&Rabab’ah, 2007) These can be summarized as:  

-The computer adds variety to the language learning experience. 

-The computer individualizes learning. The learner is not dependent on other 

members of a class, but can choose the pace at which he or she progresses, 

control the degree of difficulty (e.g., by leaving out elements which are too easy 

or too difficult), decide whether and how often to repeat an exercise, and so 

forth. 

-In CALL exercises, the computer can give immediate feedback for each 

answer. 

-Many aspects of work with the computer have an interactive element which is 

missing in books, tapes, television, and so on. 

-Using the computer can save teachers time and work, with routine marking, for 

example, that can then be used for more creative aspects of language teaching 

(thus benefiting the learner). 

-CALL is a helpful environment for student-computer interaction. 

-Interaction via computer facilitates language acquisition. 
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-CALL provides interactive computer activities for language learning which 

helps learners to interact in a communicative way 

-Students are motivated to use the computer for all types of activity. 

-By using the computer for the presentation, explanation, and application of 

grammatical structures, more classroom time could be dedicated to real 

communication that focuses on expressing meaning and using appropriate 

grammatical structures to express that meaning. 

Although computer-based grammar instruction offers many potential benefits, 

the use of computers to teach grammar has not received the same amount of attention as 

communicative CALL. Nutta (1998) suggests that: 

Although it is currently impossible for the computer to engage learners in 
authentic two-way communication, it is, in fact, possible for CALL to provide 
rich input in the form of integrated multimedia programs and to provide explicit 
grammar explanations that can be viewed and reviewed at the learner’s own 
pace.”  (p. 50).  

Ewing (2000) also believes that students find chances for improvement in a 

CALL environment which are unavailable in traditional L2 classrooms. Learners can 

receive immediate feedback about their answers and correct their errors from the 

system. CALL also allows each student to work at his own pace. 

 Although there are several studies on CALL and the effects of CALL on English 

Language Teaching and several studies showed that using computers in English 

Language Teaching Classrooms has some advantages over traditional classrooms and it 

has come out that using computers in education motivates students, there are only a few 

studies on the effects of computer-based grammar practice. Previous studies have 

focused on teaching English through computers in general and  they mainly 

underestimate the advantages of traditional classroom teaching which offers students 

mutual and group interaction and which provides teachers with the ability of observing 

students’ reactions and so a quick possibility to direct the flow of the lesson. Therefore 

it emerged that there is a gap in using computers on grammar practice in English 

Teaching. For the reasons mentioned above the present study aimed to investigate the 

effectiveness of computer based grammar practice on the grammar skills of EFL 

students. 



 8 

1.3. Statement of the Problem 

Since the technology has rapidly developed in the last decade, computers have 

become a part of our lives and they have also become parts of education. Therefore 

educationalists have tried to develop new approaches and techniques using computers in 

ELT. The task of practicing grammar points occupies teachers’ valuable time in 

elementary level in primary schools in Turkey. So using computer-based grammar 

practice makes it easy for the teacher to implement grammar practice and shortens 

evaluation time of the conducted practice activity. Though many studies showed that 

CALL has some advantages over traditional classrooms, the results of these studies 

have shown that there are not significant differences between computer-based and 

traditional classroom teaching based groups when students’ success levels are taken into 

consideration. Therefore, the present study aims to investigate the use of computers in 

grammar practice.  

For that reason the following research questions were investigated in the present 

study: 

1. Does computer-based grammar practice have an effect on the students’ 

grammar skills?  

2. Does computer-based grammar practice have an effect on the students’ 

attitudes towards grammar practice activities? 

1.4. Limitations of the Study 

Delimitations that may influence the findings of this study are as follows: 

The experiment was implemented in 2007 on the 6th grade students in Sıraç 

Aydıntaşbaş Primary School in Konya. The study was carried out with two groups, each 

of which consisted of 25 attendants. 

Previous studies on CALL used a certain computer program like “English Plus” 

which is already available on the market and therefore they only evaluated the 

efficiency of the mentioned program on English language teaching.  
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Unlike for paper-based language learning materials, however, most teachers are 

not in a position to write such software and this “has left the field open to commercial 

developers, who often fail to base their programs on sound pedagogical principles” 

(Warschauer 1996). 

Since this study was conducted to investigate the effects of using computer-

based grammar activities, a computer software for implementing this study was needed. 

Some of the language learning programs which were currently on the market were 

examined and a new program for this study was developed with the assistance and 

guidance of a computer expert. The process of improving this program took weeks 

because it had to meet the demand for producing not only multiple choice test items but 

also sentence completion exercises and the measurement and evaluation of the tests as a 

whole. A website for this program has also been built and students used that website to 

practice grammar topics. 
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CHAPTER 2 

REVIEW OF LITERATURE 

2.1. What is CALL? 

In recent times, there have been a great number of changes and developments in 

education as in every field of life, and these changes have resulted in the emergence of a 

number of needs. As the time passed, new methods have been found and previous ones 

have been rejected by new ones. Each new method has been thought to be insufficient and 

a new method has been improved. Then, as technology has developed, computers have 

become parts of our lives and they have become parts of education, too. Forcier(1999) 

mentions this technological shift in education as follows: 

In order for schools to change, there will have to be philosophical shift in the 
public's perception of education. Technology provides a turning point for that 
shift, as its influence pervades so much of our daily lives. Any lasting changes 
will need to be preceded by a vision of what future learning environments will be 
like (p. 19) 

There are plenty of reasons why computers should be used in classrooms. For 

example, the working group of the International Federation for Information Processing 

(IFIP) who studied computer assisted teaching in 1988 have stated five reasons, "to 

individualize instruction, to contribute to learning mastery, to make higher quality material 

available more widely, to emphasize analysis and logical thinking, a major weakness of 

many learners, and to stimulate educational reform" (Dordick and Wayne, 1993: 111-112). 

Heinecke, Blasi, Milman and Washington (1999) pointed out that; 

Technology can be used to improve basic skills through automated practice of 
drill and skill. Technology can also be used to facilitate changes in teacher 
practices that promote critical, analytic, higher order thinking skills and real-
world problem solving abilities by students. (p. 3) 

In a broad sense, Computer-Assisted Language Learning (CALL) is an approach 

to teaching and learning in which the computer and computer-based resources such as 

the Internet are used to present, support and assess the language material to be learned. 
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Computer-Assisted Language Learning (CALL) is a multidisciplinary area of 

research that surrounds the study of computer applications in language teaching and 

learning. The discipline is generally viewed as a subfield of Computer-Assisted 

Instruction (CAI). While CAI is a broad term used to define teaching and learning 

through computer interaction for all disciplines, CALL focuses particularly on language 

instruction. Holliman and Scanlon (2004) defined computer-assisted instruction as 

interactive media (CD and Internet), word processing and desktop publishing, databases 

and spreadsheets, graphics, drill and practice, tutorial, simulation, and modeling 

activities.  

Levy (1997) defines CALL as ‘the search for and study of applications of the 

computer in language learning and teaching’. For Levy and Hubbard (2005), CALL 

includes activities such as technology enhanced language learning, network-based 

language learning, Web-enhanced language learning, and information and 

communication technology for language learning. 

Uşun (2000) explains computer assisted teaching as: 

In computer assisted teaching, computer technology does not joins to education 
method, but joins to traditional teaching methods as an alternative and plays a 
significant role in increasing the productivity in education (p. 52-53). 

Egbert (2005:4) states that CALL means learners learning language in any context 

with, through, and around computer technologies. 

“Computer assisted teaching means not using the computers as one of the 

alternatives in education process; but using them as complementary, strengthener the 

system” (Uşun, 2000: 50). Learning points are taught to the students by the computers and 

the students are always active and ready to participate. "The method of computer assisted 

teaching is also approved as a teaching method in which there is the combination of the 

principle of learning by oneself and the computer technology" (Bayraktar, 1988: 22). 

Computers are used for administration, investigation, evaluation, and 

teaching in education. In summary, if we think over CALL in its broader sense, we 

could say that any time people use a computer to learn, practice, or interact in a 

foreign language, they are doing CALL activities. 
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2.2. A Brief History of CALL 

CALL had its start in the 1950s and 1960s and has since gone through a 

number of transformations. The shifts in CALL reflect the prevailing educational 

theories and the available computer technology of the time. Warschauer and 

Healey (1998) divide the history of CALL into three distinct phases: behaviouristic 

CALL, communicative CALL and integrative CALL. These three stages coincide 

with specific levels of technology and certain pedagogical theories (Warschauer & 

Healey, 1998).  

Behaviouristic CALL 

In the 50s and 60s behaviourism was the most influential theory guiding 

educational practice. With his book Verbal Behavior (1957), B.F. Skinner outlined 

the central elements of behaviourism as stimulus, response and reinforcement 

(Levy, 1997a). According to the theory, students learn by being exposed to 

repeated drill and practice sequences and are positively reinforced for successful 

responses. This theory had a profound effect on language teaching practice and on 

the development of early CALL (Levy, 1997a). The audiolingual approach, which 

was the guiding force behind the development and extensive use of the language 

lab in the 1960s, was the direct result of the behaviouristic approach to language 

teaching and learning (Levy, 1997a; Scinicariello, 1997; Warschauer, 1996 & 

2004, Warschauer and Healy, 1998).   The development of CALL programs during 

this time immitated the behaviouristic approach and most of the activities were 

repetitive language drills, also known as drill-and-practice, (Lee, 2001; Levy, 

1997a; Warschauer & Healey, 1998). The most predominant CALL programs 

during this time were CALL tutoring systems devised and implemented for 

mainframe computers. The Program Logic for Automated Teaching Operations 

(PLATO) project was among the first large scale computerized foreign language 

teaching systems (Lee, 2001, Levy, 1997a). PLATO featured grammar and 

vocabulary drills and translation tests (Lee, 2001). In its role, the computer was 

regarded as a "mechanical tutor which never grew tired or judgmental and allowed 

students to work at an individual pace" (Warschauer & Healey, 1998, p. 57). 

Educators began to interpret the computer's potential for classroom use. Cameron 

(1996) recognized the potential role by stating that the computer never gets tired 
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and that it can provide a variety of responses to different language situations. Even 

though behaviourism and behaviouristic CALL lost their popularity by the late 

1970s, its contributing influence on the language learning process can still be seen 

today in the availability of a wide range of drill and practice programs (Higgins, 

1993; Warschauer, 1996). Warschauer (1996) summarizes the ongoing benefits of 

behaviouristic CALL by pointing out that: 1) repeated exposure to the same data is 

advantageous or even vital to learning; 2) a computer is optimal for performing 

repeated drills because it cannot get bored with providing the same material and 

because it is able to give immediate non-judgmental feedback; 3) a computer can 

present material on an individualized basis which allows students to continue at 

their own speed and frees up class time for other projects. 

Communicative CALL 
 

By the late 1970s behaviouristic approaches to CALL were being 

questionned for two reasons. First, behaviouristic approaches to language learning 

had been criticised at both the theoretical and the pedagogical levels. Second, 

affordable and powerful personal computers (PCs) were opening doors to a wide 

range of educational opportunities with technology. In response to the criticism of 

the behaviourist approach not providing enough authentic communication, 

communicative language teaching (CLT), and subsequently communicative CALL, 

began to gain importance in language learning and teaching. Richards and Rogers 

(2001) characterize CLT as a language teaching method that "a) make(s) 

communicative competence the goal of language teaching and b) develop(s) 

procedures for teaching of the four language skills that acknowledge the 

interdependence of language and communication" (pg. 66). In line with the 

principles of CLT and in recognition of the limitations of behaviouristic CALL, 

Underwood (1984) proposed a series of communicative CALL premises. 

Communicative CALL: 

• focuses more on using forms rather than on the forms themselves; 
• teaches grammar implicitly rather than explicitly; 
• allows and encourages students to generate original utterances rather than just 

manipulate prefabricated language; 
• does not judge and evaluate everything the students do nor reward them with 

congratulatory messages, lights, or bells; 
• avoids telling students they are wrong and is flexible to a variety of 
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student responses; 
• uses the target language exclusively and creates an environment in which 

using the target language feels natural, both on and off the screen; and 

• will never try to do anything that a book can do just as well. (p. 52) 

The communicative approach focused on making the language learning 

process more meaningful and authentic for students (Levy, 1997a; Richards & 

Rodgers, 2001; Warschauer, 2004). Stevens (1989 cited by Warschauer, 1996) 

states "that all CALL courseware and activities should build on intrinsic 

motivation and should foster interactivity - both learner-computer and learner-

learner" (p.4). Communicative CALL was in agreement with cognitive theories 

which emphasized that learning was a resourceful process of discovery, expression 

and development (Lee, 2001). 

Communicative CALL also opened the door to different roles of the 

computer in language learning. Warschauer (1996) proposes three models of 

computer use in communicative CALL: computer as tutor, computer as stimulus 

and computer as tool. The computer as tutor continued to be 'all knowing' like in 

the drill and practice programs of behaviourist CALL, except that the process of 

discovering the correct answer involved more student choice, control and 

interaction (Warschauer, 1996). The software programs include courseware for 

paced reading, text reconstruction, cloze tests, puzzles and language games which 

supply skill practice in a non-drill format (Fotos & Browne, 2004; Warschauer, 

1996, Warschauer & Healey, 1998). These types of programs permit students to 

work alone, or in groups to sort words and texts to find language and meaning 

patterns (Warschauer, 1996). 

In the early 1990s, communicative CALL was being criticized because of 

the inability of current computer programs to "give learners essential feedback" 

(Fotos & Browne, 2004, p. 5). Based on a cognitive model of language learning, 

the objective of a CALL activity involving the computer as stimulus is to 

encourage student motivation, creativity, analytical skills, discussion, writing 

and/or critical thinking rather than have students just find the right answer or 

achieve a passive comprehension of meaning (Fotos & Browne, 2004). Warschauer 

(1996) mentions several software programs such as “Where in the World Is 

Carmen San Diego?” and “SimCity” which were not specifically designed for 
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language learners but can be used for the above student purposes or, as Higgins 

(1993) states, the programs “provide an entertaining environment for students to 

learn culture and the target language through problem-solving and competition” 

(p.l). Simulation programs can stimulate discussion and discovery while 

reinforcing grammar points, as the programs provide real-life circumstances in 

which students can learn about the culture of a country and the standard for various 

situations (Higgins, 1993). Students can work in pairs or in groups in order to 

generate discussion. 

When programs for the computer are used as a tool they do not necessarily 

provide any language-specific material at all but rather enable the learner to use or 

understand language and become active learners (Fotos & Browne, 2004; 

Warschauer, 1996). For example, word processors, spelling and grammar checkers, 

desk-top publishing programs and concordances do not provide specific language 

learning activities. However, they can be used to promote an "understanding and 

manipulation of the target language" (Fotos & Browne, 2004, p. 6). 

Warschauer, (1996) by demonstrating that the differentiation between the 

three roles is not definite, suggests that these three models have something in 

common. For example, "A skill practice program can be used as a conversational 

stimulus, as can a paragraph written by a student on a word processor" 

(Warschauer 1996, p. 5). Students working in pairs or groups could compare and 

discuss answers on a number of drill and practice programs, thus incorporating a 

communicative approach. The focus of communicative CALL is then not only on 

the computer application, but also on how the application is used (Jones, 1986; 

Levy, 1997a; Moeller, 1997; Warschauer, 1996; Warschauer & Healey, 1998 ). A 

CALL activity that traditionally fits into one of the models (i.e. Communicative 

CALL) can, with alternate teacher instructions, fall into another model (i.e. 

Behaviouristic CALL). For example, the same drill and practice activity that would 

traditionally fall under the behaviouristic approach, when used in a different way 

could be a classified as a communicative CALL activity.  
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Integrative CALL 

The evolution of CALL continued in the late 1980s and early 1990s when 

"critics pointed out that the computer was being used in an ad hoc and 

disconnected fashion" and because of this it contributed to the marginal elements, 

rather than to the central elements of the language teaching process (Warschauer, 

1996). These assessments of CALL coincided with a re-evaluation of 

communicative language teaching theory and practice. Educators were searching 

for methods to teach in a more integrative way, such as task-based, project-based 

and content-based approaches in authentic environments (Warschauer & Healey, 

1998). Thus integrative CALL emerged as a way "to integrate various skills (e.g. 

listening, speaking, reading, and writing) and also integrate technology more fully 

into the language learning process" (Warschauer & Healey, 1998, p.5). Warschauer 

and Healey (1998) state that students will learn to use many kinds of technological 

tools as a continuous process of language learning, rather than going to the 

computer lab once a week for isolated behaviouristic or communicative exercises. 

"If the mainframe was the technology of behaviouristic CALL, and the PC 

the technology of communicative CALL, the multimedia networked computer is 

the technology of integrative CALL" (Warschauer & Healey, 1998, p. 5). 

Multimedia combines a wide range of communication elements, such as text, 

sound, graphics, pictures, photographs, animation and moving video and is 

powerful because informational, communicative and publishing tools are easily 

accessible via one source, the computer (Brett, 1997). Multimedia technology 

today is represented by the CD-ROM. According to Higgins (1993), compact disk 

technology has many functions in foreign language education such as information 

retrieval, interactive audio and interactive multimedia programs. A CD can store 

large amounts of information on one disk with fast access to the information. 

Digitized sound is another dimension which allows for digitized speech on disk 

(Higgins, 1993). Students can hear the pronunciation of a phrase, a word, or even a 

syllable or sound and then record their own voice following an example. These 

recordings allow students to compare their own voices to that of the original, and 

repeatedly record their own voice until they feel their pronunciation has improved 

(Higgins, 1993). Higgins (1993) also mentions CD-I (compact disk-interactive) 

which is an advanced technology that incorporates "digitized sound, compressed 



 17 

video, animation and possibly text to create a multimedia platform for interactive 

programs" (p.3). CD-I is an example of hypermedia which Warschauer (1996) 

defines as multimedia resources all linked together that enables learners to direct 

their own path by simply pointing and clicking a mouse. Warschauer (1996) 

asserts that hypermedia makes multimedia even more powerful and has several 

advantages for language learning. These advantages are: a more genuine learning 

environment is created because listening is combined with watching; skills are 

easily combined because the variety of media make it natural to mix reading, 

writing, speaking and listening into a single activity; students have more control 

over their own learning while learning at their own pace; and a primary focus on 

content is facilitated without refraining from a secondary focus on language form 

or learning strategies (Warschauer, 1996). 

The Internet and electronic communication have also contributed to 

integrative CALL. As Warschauer (1996) expresses, multimedia rarely integrates 

meaningful and genuine communication into all aspects of the language learning 

curriculum. The Internet and electronic communication however help to make that 

possible. Warschauer (1996) states that computer-mediated communication (CmC) 

is most likely the single computer application to date with the greatest influence on 

language teaching. "For the first time, language learners can communicate directly, 

inexpensively, and conveniently with other learners or speakers of the target 

language 24 hours a day, from school, work, or home" (Warschauer, 1996, p. 7). 

The World Wide Web supplies millions of files that students can search through 

and within minutes find and access authentic materials (e.g. newspaper and 

magazine articles, radio broadcasts, music, short videos, movie reviews, book 

excerpts) suitable to their own interests (Warschauer, 1996). 

As can be realized through this brief history of CALL, the computer can 

provide various approaches in supporting language learning and acquisition. "It 

can be a tutor which offers language drills or skill practice; a stimulus for 

discussion and interaction; or a tool for writing and research. With the advent of 

the Internet, it can also be a medium of global communication and a source of 

limitless authentic materials" (Warschauer, 1996, p.8).  
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2.3. Strong Sides of CALL 

The fact that computers can theoretically bring a potential to language 

learning and teaching has caused much of the excitement surrounding CALL. The 

research studies conducted on CALL strongly support the idea that computer 

technology has the potential to play a major role in foreign language learning and 

instruction (Diamond, 1997; Dunkel, 1987; Garrett, 1991; Gillespie & McKee, 

1999; Levy 1997a; Pennington, 1991; Willetts, 1993 cited in Braul, 2006). The 

following section will outline the most common potential benefits of CALL as 

discussed in the literature.  

Individualized Instruction 

Students bring different learning strategies and styles, different levels of 

motivation, and different language competencies to the learning environment. As 

Pennington (1991) points out, "all users are not alike, and an application that is 

appropriate for one type of user may be grossly inappropriate for a different type" 

(p.5). One of the greatest potentials of a well-designed language learning program 

is its ability to individualize instruction (Bickel & Truscello, 1996; Chapelle, 

1990; Jamieson & Chapelle, 1988). Student-centred, customized software that 

allows individuals to decide how to proceed is consistent with the idea that people 

learn best through their own initiative and self-motivation while fulfilling their 

own purposes (Pennington, 1991). "CALL, at last, provides language teachers with 

the capability for individualizing instruction - a need that has been recognized for 

decades" (Jamieson & Chapelle, 1988, p. 160). Chapelle (1990) states that CALL 

has more potential for individualizing instruction when compared to any other 

resource, and Lee (2001) says that CALL provides more opportunities for 

individualized learning of targeted language items. For example, a CALL program 

can be designed to direct a student to different language levels or a specific 

language focus depending on his/her computer responses. If students make 

repetetive language errors while engaged in a CALL activity, the computer 

software can be programmed to direct the learner to explanations and activities to 

address their individual weaknesses. It is possible for students to be challenged by 

different sets of questions according to their proficiency levels (Lee, 2001). In 

addition, Lee (2000) states that shy students can benefit from individualized 
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learning, while Jamieson and Chapelle (1988) add that "CALL designed 

specifically for learners with special problems may be an effective way of 

individualizing instruction on good strategies" (p. 155). Brett (1997) supports the 

idea that language learners can utilize the flexibility of CALL by focusing on 

language areas in need of improvement while avoiding areas where language 

competence has been achieved. The ability to focus on the individualized needs, 

interests, strengths and weaknesses, motivation, and learning styles of the L2 

student gives CALL the potential of being a pedagogically valuable medium in L2 

learning. A well designed CALL program should have a tutorial, adequate help and 

a management system that will both guide the learner and be responsive to the 

particular needs and the level of the learner (Levy, 1997a, p. 199). However, "we 

must deepen our understanding of learning strategies and learning styles so that we 

can maximize the potential of computer assisted individualized instruction" 

(Bickel & Truscello, 1996, pg. 19). 

Exposure to more authentic materials and communicative opportunities 

Chapelle (2001) defines authenticity as the degree of correspondence 

between an L2 learning task and tasks that the learner is likely to encounter outside 

the classroom (p.56). In accordance with current theoretical and pedagogical views 

on second language learning, there is a growing trend to make language activities 

more authentic and relevant to real-life experiences (Debski & Gruba, 1999; 

Singhal, 1997). It is considered that the potential of CALL software programs and 

the Internet to provide samples of meaningful, authentic and realistic 

communication is especially beneficial to language learners. When the target 

language is in a foreign environment (e.g. learning English in Turkey), CALL 

programs may be the only source of authentic speech models available to learners. 

Audio and video clips accessed through a CALL program allow students to listen 

and watch native speakers in realistic, meaningful, natural and culturally 

appropriate situations (Chapelle, 2001a; Debski & Gruba, 1999; Higgins, 1993; 

Lee, 2001; Schwartz, 1995). As Lee (2001) states, software programs can show 

scenes based on contextualized situations that contain verbal and non-verbal 

cultural nuances. An example of such a program is ELLIS in which a group of 

American university students get into a series of discussions related to campus life 
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(Lee, 2001). Schwartz (1995) also outlines various video disc and CD-Rom 

technologies that are designed to provide realistic, natural and culturally 

appropriate activities. He claims that such CALL programs will improve cultural 

understanding and let students reach higher levels of proficiency. Willetts (1993) 

also states that speaking skills can be developed by effectively using dialogues 

from an interactive audio program that allows students to create and practise 

dialogues with other students. 

While CALL software can be a valuable provider of authentic materials, the 

Internet, when used as a language learning resource, is far superior in its ability to 

provide authentic materials and contexts. As Levy (1997a) writes, "the Internet is 

an extraordinarily dynamic entity that is evolving continually,..." (p.95).    In fact, 

with over one billion websites, the World Wide Web has become an immense 

source of authentic materials. The use of text, audio and visual materials provide 

an unlimited range of authentic information to the language learner and instructor.  

One of the most common uses of the Internet is for computer-mediated 

communication (CmC). Language teachers are increasingly utilizing e-mail, bulletin 

boards, chat boards, discussion boards and computer conferencing systems as ways to 

engage learners in authentic communication. With these tools the circle of potential 

communication is no longer limited to the instructor and students in the immediate 

classroom, but is extended to the global community of computer users (Kern & 

Warschauer, 2000; Warschauer, 1996). Of these, e-mail has been the most widely used 

Internet application in second language learning (Levy, 1997a). 

Self-paced instruction 

CALL software can be designed to have students work at their own pace, 

providing the learner with more autonomy. The important decisions of what to study, 

when to study, how to study and how long to study can be passed to the student 

depending upon the learning situation (Brett, 1997). Learners who need more time to 

comprehend the target language information are permitted to do so, while those students 

who progress at a faster rate are free to explore new information or move ahead 

(Jamieson & Chapelle, 1988). High achievers can realize their full potential without 

preventing their peers from working at their own speed (Lee, 2000). Siskin (1999) 
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agrees that slower learners can use the computer for remediation by going at a more 

comfortable pace, while students who are ahead of the class can use CALL to accelerate 

learning and for enrichment. As CALL software programs are introduced into the 

classroom, students have more freedom to choose what, how much, and how fast they 

want to learn (Lee, 2001). "Good autonomous learners are thought to be among the 

better language learners and the development of autonomy in the learning process 

should benefit learners" (Brett, 1997, p.5). 

Although CALL has the ability to provide self-paced instruction, this may not be 

beneficial for all students. It is a worthy goal to have students become more responsible, 

active learners, but students who are used to traditional classroom teaching where the 

environment is very structured and the teacher maintains the authority, may be unable to 

handle these kinds of responsibilities (Jamieson & Chapelle, 1988). It can be argued that 

certain kinds of students become accustomed to passively accepting authority and not 

taking responsibility for their own learning (Jamieson & Chapelle, 1988). Students who 

are not used to taking control of their own language learning or who have not developed 

the appropriate metacognitive strategies (Oxford, 1990), may have difficulties deciding 

how best to direct their own learning. Jamieson & Chapelle (1988) acknowledge that: 

These students, who take no responsibility for their own learning, regularly 
frustrate ESL teachers who know that learners need to take an active part. 
Because of the importance of learner initiative in L2 acquisition, it is 
reasonable to want ESL students to be active participants in setting and 
carrying out objectives (p. 154). 
 

Jamieson and Chapelle (1988) note that the strict program control and one-on-

one interaction with the computer probably make the students feel comfortable, but 

comfort should not be equated to positive effects. Programs that gradually advocate 

more student-controlled strategies may be the solution to develop student autonomy. It 

is also suggested that teachers need to be involved in decisions to move students from a 

dependant learning environment to a more independent one  

CALL Feedback 

CALL programs have the ability to provide students with immediate feedback 

following the completion of a task. Students working with a well-designed CALL 

program do not have to wait for their teacher to mark their homework or tests to find out 
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if they are following a course likely to result in success (Siskin, 1999). A CALL 

program can immediately correct student responses, display results, and provide 

additional information for questions answered incorrectly (Davis & Lyman-Hager, 

1997). Brett (1997) states that instant feedback makes CALL suitable for autonomous 

learning. Pennington (1991) claims that the immediacy of response in CALL is an 

attractive quality for the success of educational applications of computers. Warschauer 

and Healey (1998) also point out that error-checking programs can provide real help to 

students in the feedback they receive by leading them to further practice or moving 

them to the next stage of language development. 

According to Murray and Barnes (1998), "feedback should be provided as to 

how the learner has progressed, with pointers given as to whether they should try again, 

or move on, setting specific targets for the learner if appropriate" (p. 256). Hubbard 

(1988) offers a list of five guidelines for CALL evaluation criteria. A well designed 

CALL program: 

 
• gives meaningful rather than mechanical practice, contextualized in a 

coherent discourse larger than a single sentence; 
• provides hints of various types to lead students to correct answers; 
• accepts appropriate alternative correct answers within a given context; 
• offers the option of explanations for why correct answers are correct; 
• anticipates incorrect answers and offers explanations for why they are 

incorrect. 

(p.63) 
 

The ability of a CALL program to offer intelligent feedback is a pedagogically 

valuable component that computers can bring to language learning situations. It is 

equally important that students are guided by the CALL feedback to "notice" their 

errors and are then provided with help to find the correct answer (Chapelle, 1998).   A 

CALL program that offers this feature will contribute to autonomous learning and 

motivation by giving direction to the language acquisition process (Lee, 2001; Murray 

& Barnes, 1998). In addition, students must also possess the learning strategies and the 

motivation to direct their own learning (Robinson, 1991). 

It is also important to recognize the limitations of current and even potential 

CALL feedback. It is highly unlikely that computer programs will ever be able to offer 

the same degree of flexible and individualized feedback that a qualified language 
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instructor can provide.   This is because CALL feedback is always pre-stored, 

predetermined and pre-structured based on anticipated student responses (Bickes and 

Scott, 1989). "Consequently, the possibilities for the computer to customize its replies to 

the student's input are very limited when compared with the teacher's performance" 

(Bickes & Scott, 1989, p. 25). However, it can also be stated that a teacher's feedback is 

limited by the number of students in a typical classroom and by a lack of time to 

individually address all language errors. 

Lower Anxiety Levels 

Research studies show that affective variables are strongly related to the success 

of second language learning (Berg, 1993; Cheng, Horwitz & Schallert, 1999; Horwitz, 

Horwitz & Cope, 1986; Ely, 1988; Krashen, 1982; Oxford, 1990; Phillips, 1992; 

Samimy & Tabuse, 1992; Samimy, 1994; Schinke-Llano & Vicars, 1993; Shumin, 1997; 

Vogely, 1998; Young, 1986; Young, 1990; Young, 1991 cited in Braul 2006). Krashen 

(1982) proposed the Affective Filter hypothesis which describes "how affective factors 

relate to the second language acquisition process" (Krashen, 1982, p. 30). His 

hypothesis holds that anxiety, motivation, and self-confidence play an integral part in 

L2 learning. Briefly stated: 

• performers with high motivation generally do better in second language 
acquisition; 

• performers with self confidence and a good self-image tend to do better in 
second language acquisition and; 

• low anxiety appears to be conducive to second language learning, whether 
measured as personal or classroom anxiety. 

(p. 31) 
 

Research has shown that CALL programs can have beneficial effects on the 

affective variables students experience when learning another language. For example, 

several studies have shown that CALL can reduce language-learning anxiety (Chapelle, 

2001a; Levy, 1997a; Schwartz, 1995; Siskin, 1999). Computers have the capacity to 

replay segments as many times as needed; this allows students to review material as 

often as they wish which in turn has an anxiety-reducing effect (Schwartz, 1995). "The 

computer is a tireless workhorse unlike many of us teachers and software of all 

descriptions can be run endlessly" (Brett, 1997, p.5). As Siskin (1999) reminds us, 

"Repetition plays an important role in any theory of language learning" (p. 1). Students 
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using a well designed CALL program that allows for repeated oral practice, for 

example, may be able to gain confidence with respect to speaking and listening. In turn, 

this may assist students to overcome classroom language-learning anxiety which is 

common in some L2 learners who are asked for oral production in a classroom setting. 

The computer gives students an environment of privacy where errors can be made 

without being heard and seen by teachers or peers (Brett, 1997). The computer provides 

a safe environment and does not lose patience, get angry or play favourites (Siskin, 

1999). Learners are free to explore areas that they may not have understood before but 

are too embarrassed to admit, and this can lessen pressure. "Skills and language work 

can be repeated endlessly until the person who matters - the learner - is satisfied with 

[his/her] own performance or degree of understanding" (Brett, 1997, p.4). Diamond's 

(1997) study of the CALL courseware EXITO found that many students felt that the 

privacy of the computer helped them to build confidence. "Since the computer is not 

time sensitive, students are free to practice, practice and practice some more, until they 

feel ready to perform for a live instructor" (Diamond, 1997, p. 12). A CALL program, 

therefore, has the potential to provide students with more practice using the target 

language, thus developing more confidence and lowering anxiety. 

Student Motivation and CALL 

Schwartz (1995) states that students are more likely to continue to use CALL 

materials and spend more time using the language if they feel that the materials and 

activities are useful and helpful (p. 533). Several studies on CALL have found that 

students generally have a positive attitude toward computer technology in the language 

classroom and such technology has a positive effect on language learning achievement 

(Ayres, 2002; Chen, 1996; Kulik & Kulik, 1987; Schwartz, 1995; Siskin, 1999; Yang, 

2001). For example, a study conducted by Yang (2001) investigated students' attitudes 

and perceptions toward computer-mediated language learning tools and found that most 

students had a positive attitude and were empowered by their learning experience. The 

learners found the materials and interactive learning experiences to be intrinsically 

motivating and more worthwhile and meaningful than traditional forms of instruction, 

such as textbooks (Yang, 2001).  

One language skill where there is strong evidence that CALL creates positive 

student attitudes and motivation is in writing (Dunkel, 1991; Neu & Scarcella, 1991; 
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Phinney, 1989, 1991, 1996). Word processing on a computer often produces better 

writing because there is the perception that the task is useful and modern. This idea 

motivates students to engage more fully in the writing process (Dunkel, 1991). 

According to Neu and Scarcella (1991), compared to handwriting or using a typewriter, 

word processing is motivating for language students because it allows the student to 

write and revise more freely, resulting in the learner taking more risks and involving 

her/himself more fully in the writing process. 

Computers supply a wide variety of activities and this can also increase student 

motivation (Lee, 2000). Jamieson and Chapelle (1988) suggest that students who do not 

like to study in class may be amused by the variety of learning activities the computer 

offers: "In this case, activities might be considered effective if they encourage students 

to practice the target language when otherwise they would not study" (p. 157). CALL 

increases the opportunities for revising items in a variety of ways by using visual, audio, 

musical, speaking, individual or cooperative exercises, which not only provide attractive 

alternatives but also support various learning styles (Robinson, 1991). Brett (1997) 

proposes that "the attraction of moving, interactive, full colour input may be more of a 

motivating proposition than the language laboratory. Video may add interest and 

increase comprehension; on-line tasks may provide motivational goals for attention" 

(p.6). 

Associating the computer with "fun and games" may be regarded as another 

source of student motivation in CALL (Lee, 2000). Warschauer and Healey (1998) 

name this role the "fun factor" which uses the computer for competition and/or 

collaboration toward a goal - to motivate language learning. Games can be designed to 

provide an environment for collaborative work, where the language interaction that 

takes place between students while working in pairs or small groups is as important as 

the language presented on the computer screen (Warschauer & Healey, 1998). 

However, it is important to keep in mind that computers, by themselves, should 

not be considered to be motivating or able to develop positive attitudes. The value of 

CALL comes from how the computer is used to facilitate learning. Computers are 

simply the tool that developers and language instructors manipulate to encourage 

student learning. The research points out that motivation and positive attitudes 

associated with computerized language learning activities and programs are dependant 
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on a well-designed and pedagogically sound structure (Levy, 1997a; Warschauer & 

Healey, 1998). 

It may be the case that CALL, in whatever form, is limited in its ability to 

sustain positive attitudes and provide high levels of motivation. In a study by Robinson 

(1991) investigating student attitudes of a CALL program, it was found that "even 

students who were most enthusiastic about CALL at the beginning of the study looked 

forward to returning to the classroom by the end of the study. Students saw the 

computer as impersonal, inflexible and mechanical" (Robinson, 1991). Verano's (1987) 

research on student attitudes towards CALL found similar results. By the end of the 

study it was observed that students removed from a classroom setting to work 

exclusively with a CALL program began to feel isolated from the traditional classroom 

environment and missed the more traditional setting. Both studies highlight the 

"importance of integrating individual CALL work with the total program of language 

instruction, including the classroom, rather than configuring it as an independent 

supplementary activity" (Robinson, 1991, p. 160) 

Experiential Learning and Interaction 

Lee (2000) states that computers present information in a non-linear way which 

assists learners in developing thinking skills and becoming "the creators not just the 

receivers of knowledge" (p. 2). Siskin (1999) explains that words are linked together in a 

book in a linear fashion while text on a computer can be linked to explanatory text, to 

sound, to images and to video in a non-linear fashion. This power can enhance the 

learner's understanding of the target language by allowing the learner to create his/her 

own meaning and organization through the choices made available by a CALL program. 

The computer opens many lines of communication through e-mail, chat rooms, or 

newsgroups and EFL students can interact with people they have never met (Lee, 

2000). Students have the opportunity to practise communication on a global level (Lee, 

2000). 

Conclusion 

The strong sides of CALL that are previously mentioned constitute the most 

widely recognized ideas. It is a generally agreed that computers have many capabilities 
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to enhance language learning (Willets, 1993). However, it is necessary to observe 

learners taking advantage of the programs and activities (Chapelle, Jamieson & Park, 

1996; Jamieson & Chapelle, 1988). In order to develop a deeper understanding of 

CALL, its potential and how best to realize the full capabilities of computers in 

language learning, much more research is needed (Chapelle, 2001a; Levy 1997a; Yang, 

2001). Understanding the potential of CALL will require the joint effort of CALL 

developers, language teachers and researchers. 

 2.4. Weak Sides of CALL 

Although there is great potential for CALL to enhance language learning, there 

are also economic, educational, and technical obstacles that prevent the successful 

integration of computers into language teaching. Some of these obstacles include the 

high costs of computer equipments, lack of quality CALL programs, skepticism 

concerning the effectiveness of computer-assisted instruction, the need to adapt to the 

changing roles of teachers and computers, and inadequate professional development for 

teachers using CALL. 

Financial Obstacles 

The high amount of money needed for CALL hardware is often a significant 

obstacle for language learning programs. Expenses to be considered include the 

purchase and maintenance of hardware and software, setup costs of a CALL 

environment (computer labs), teacher training and the upgrading of computer systems 

and software. Even though the price of computer hardware and software has dropped 

significantly over the last twenty years, the required financial investment to set up and 

maintain a CALL lab is still out of reach for many smaller language programs and 

educational institutions. For example, Ryan (2003) reports that at a Japanese university, 

the budget for setting up a sixty-station CALL lab environment and providing five years 

of maintenance between 1992 and 1997 was $1.9 million U.S. dollars Nozawa (1994) 

presents similar dollar amounts for setting up a CALL lab for another Japanese 

university language program. 

Another element that contributes to the cost barrier is low usage. As Lee (2000) 

states, most teachers have very limited access to computer labs for language instruction 
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and therefore, "either the number of learners or the amount of time learners apply the 

technology must be increased substantially to approach the concept of cost-

effectiveness" ( p.5). 

Lack of Quality Programs 

CALL research strongly suggests that there is a lack of pedagogically sound 

CALL software available for language instruction (Schwartz, 1995; Lee 2000 & 2001). 

Lee (2000) agrees that one of the most significant barriers when integrating computers 

into language instruction is the lack of high quality software. This is supported by 

Dunkel (1991) who states that much of the CALL software available is produced in an 

amateur manner. Schwartz's (1995) review of CALL software concludes that most 

CALL programs are unsophisticated and lack sound pedagogical foundations. Lee 

(2001) agrees by stating, "how content is presented speaks of the pedagogical approach 

underlying a software program" ( p. 5); and the many CALL programs that are not 

successful can often be attributed to designs that are not developed along accepted 

educational principles (Lee, 2001). 

CALL software is not always based on educational theory because the software 

companies developing many of the programs often do not consult those involved in the 

educational process - teachers, curriculum developers, administrators and students. On 

the other hand, as Cameron (1996) points out, language teachers are sometimes attracted 

to CALL with little knowledge of computers and consequently their activities may be 

limited by their lack of computer skills. Hunter (1996) agrees that current software is 

limited and often disappointing because "most items are either slick programmer 

productions which miss much of the wisdom that educators have to offer, or are 

educator produced and lack the stimulating interface that a programmer could provide" 

(p. 1). Pennington (1991) and Levy (1997a) suggest a team approach is needed where 

CALL researchers, front line practitioners, curriculum designers, computer 

programmers and computer engineers join together to combine their perspectives to 

create pedagogically sound CALL software programs. 
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Questions Concerning the Effectiveness of CALL 

According to Dunkel (1991), Schwartz (1995) and Singhal (1997), certain 

educators expect that computers will be just another tool that will neither revolutionize 

learning nor live up to initial promises because technology did not meet the expectations 

of educators. Teachers have seen radios, televisions, film projectors and cassette 

recorders enter the classroom and then leave again without noticing the wonderful gains 

expected (Dunkel, 1991).  

Schwartz (1995) summarizes what is happening today in the area of CALL. The 

two main points he mentions are: that "many studies focus on what students can do with 

the computer rather than what students actually do", and that "materials are again being 

developed without research into their pedagogical efficacy, and results are often 

disappointing" (p. 527). Many researchers who had doubts about CALL have focused 

on the research comparing CALL with traditional methods of instruction where non-

significant differences are found. This has caused reluctance among many educators to 

see the value of using computers in teaching foreign languages (Schwartz, 1995). In 

order for CALL to survive, Dunkel (1987) proposes that regulated and valid research 

efforts need to be advanced and proper research designs formed and carried out. 

The Changing Role of Teachers and Computers 

According to Dunkel (1991), administrators often fail to recognize that CALL is 

a worthy or feasible technological tool, and this leads to a lack of teacher training in 

computer use. As Lee (2001) explains, teachers who are ill-prepared both technically 

and mentally may leave students with a negative feeling of CALL. Another problem 

that faces the further progress of CALL is the difficulty of moving teachers toward 

innovative methods of instruction (Pennington, 1991). Teachers often find it 

challenging to change the organization of their instruction to a radically different 

approach from what they learned during their own educational preparation (Pennington, 

1991). Part of the resistance to change lies in the fact that teachers often experience 

difficulty in putting their traditional roles aside. Many feel the need to 'perform' or have 

some amount of control over the learning situation (Dunkel, 1987). Some teachers are 

also afraid that computers will actually replace them (Tanguay, 1997). Lee (2000) also 

mentions that the use of new technology can make teachers feel threatened and feel that 
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they have less job security. As well, Lee (2000) implies that teachers tend not to use 

technology that requires a lot of extra preparation time. As technology becomes more 

pervasive in educational settings, it will become more important for teachers to adapt to 

the changes that computers bring and work towards successful integration of technology 

into their classrooms. 

A major barrier to CALL is the lack of professional development for teachers 

who have access to computers for language instruction. The majority of CALL research 

focuses on either foreign/second language students or CALL applications, with very 

little research or consideration being given to the perspectives of the language teacher 

(Egbert, Paulus & Nakamichi, 2002; Levy 1997b). In general, language instructors' lack 

of CALL knowledge and training opportunities is proving to be a fundamental barrier to 

the successful implementation, integration and development of CALL. 

Teachers are more likely to alter their practices when they are presented with 

evidence of positive outcomes that can be attributed to computer use. According to 

McKenzie (2001), "the challenge of professional development is to inspire and prepare 

classroom teachers to launch these curriculum rich activities with tools that make sense" 

(p.3). Even when teachers believe that technology has an "empowering potential", 

teachers often do not know how to make this happen (Debski, 2000). As Egbert, Paulus 

& Nakamichi (2002) states, "...for CALL coursework to have an impact, it should focus 

on the needs of the individual teachers and their contexts" (p. 110). The rapid 

innovations in computer technology requires that teachers stay informed about the 

changes and keep an open mind to new and better applications (Dunkel, 1987). 

The rapid change of computer technology makes it necessary for teachers to 

learn how to adapt and change. If teachers can use a CALL program effectively, at some 

point the program will become old and the teacher will have to learn to use another 

program. If teachers are to successfully integrate new CALL programs and activities, 

they should be familiar with the theories and language learning principles of CALL. 
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2.5. Pevious Studies on CALL 

On this subject many studies have been done and very different results have 

been found out. Let’s try to mention some of these studies: 

 CAI was used in a study by Tozcu (1998) with 56 intermediate level students 

studying English for the first time. Tozcu utilized the New Lexis program, which was 

vocabulary software prepared by John McVicker to teach second language learners high 

frequency words in English. The 56 subjects came from different language 

backgrounds. "The data were analyzed using repeated measures ANOVAs using group 

(treatment vs. control) and time (pretest vs. posttest) using group as the independent 

variable with repeated measures on time" (p. 113). Although both groups increased in 

vocabulary knowledge, the gains made by the treatment group were significantly greater 

that the gains made by the control group. 

Perez (1998) studied a population of 790 elementary students in first through 

sixth grade. The purpose was to determine the impact of several variables on 

achievement in math and reading of ESOL and Non-ESOL students who used a 

computer-based integrated learning system (ILS). The subjects in the study used the 

ILS for 10 minutes a day in math and 10 minutes a day in reading, "The amount of time 

students used the ILS for reading and math was the best single predictor of gains in 

math and reading for both ESOL and Non-ESOL students" (p. 38). A study by Jarrell 

(2000) produced confusing results. Females scored significantly better with unlimited 

computer access, and significantly poorer with limited access. Males were the opposite.  

CAI can also help to improve student test scores and impact their academic 

standing. A study done by Brown (2000) gave strong support that the use of CAI 

software in elementary education benefited students when it was used as a supplement 

to traditional instruction in basic mathematics. It helped students acquire and retain 

math skills.  

Research conducted in 2000 found that CAI was effective in helping young 

students to improve in reading and spelling. The study evaluated the effects of an 

interactive reading software, called Leescircus (translated Reading Circus), on 

Kindergarten students. This study included subjects classified as "ready to read and 
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write" (Van Daal, 2000, p. 186) and special education students deemed "de-motivated" 

(p. 188).   It was found that the kindergarten students that participated in the Computer-

Assisted Instruction, demonstrated higher gains in the ability to name letters, read 

words, and non-words than the students that did not interact with software (p. 191). The 

"de-motivated" special needs children also made positive gains in learning to spell more 

words correctly. The students were also observed to demonstrate more positive behavior 

while working with the software (p. 191). 

A study in 2000 evaluated the effects of a CAI game called Lightspan on 

Kindergarten students. The software consists of various reading-related activities that 

focus on letter recognition, spelling, and word identification. In the study, one 

Kindergarten class was selected and only half of the students were allowed to use the 

software. The results indicated that the Kindergarten children who played the Lightspan 

game made significantly more gains in reading and spelling than the control group that 

did not interact with the game (Din, 2000, p. 11). Even though the experimental group 

showed higher gains than the control group, the study concluded that further research 

was needed to establish a stronger connection between playing video games and 

academic achievement. 

Nauss (2002), Campbell (2000), and Ritchie (1999) all conducted studies that 

did not find computer-assisted instruction to improve reading achievement. Ritchie's 

case study used 6 students, who were all from the same sixth grade classroom, to 

investigate a CAI program called Reading Investigations (Computer Curriculum 

Corporation, 1993). The students in Ritchie's case study worked for 15 minutes in the 

CAI program for 6 weeks. The students were assessed for growth in reading 

achievement. The small sample size prohibited the use of statistical analysis. Ritchie 

states, "…this CAI program was not as effective overall since not all of the students 

made gains in reading comprehension using this program" (p. 108). 

Campbell (2002) studied whether CAI in reading using Computer Curriculum 

Corporation's SuccessMaker software program would affect critical thinking skills. 

Campbell's study included 525 fourth grade students and 537 fifth grade students from 

13 different schools in the same school district. The students at 7 of the schools received 

the CAI treatment for 10 to 20 minutes daily throughout the school year. The students 

at the 6 other schools did not receive the CAI treatment using the SuccessMaker 
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curriculum software program. All students throughout the district in grades 3 through 

11 were assessed with the Stanford Achievement Test, 9th edition (SAT9). Campbell 

states, "The Reading Comprehension subtest was used to measure reading critical 

thinking skills" (p. 45). Campbell found "In the comparison of fifth grade pairs, there 

were no significant differences for 3 of the 4 matched groups" (p. 60). In fact, Campbell 

found that there was a negative significant difference between School 2 and School 6 in 

the study. Campbell found "the non-CAI school showing a gain and the CAI school 

showing a decrease in the mean critical thinking score" (p. 61). In the same study, 

Campbell assessed whether reading achievement was affected by the CAI treatment. "A 

comparison of means for students in both fourth and fifth grade school pairs showed no 

significant differences in reading achievement" (p. 61). 

Campbell (2002) did determine that there were some significant differences in the 

change in critical thinking skills as assessed by the SAT9 for some ability groups. The 

ability groups were assigned according to the students' scores on the 1998 OLSAT 

School Ability Index (SAI). Campbell grouped students together by high, mid-range, 

and low scores on the SAI. Students in the high ability groups in both the fourth and 

fifth grades did not show more improvement using CAI than the students in the control 

group. However, "Students in the fourth grade with mid-range and low SAI scores that 

received CAI did show more improvement over students in the control group" (p. 61). 

The findings were somewhat different for the fifth grade students. Only the mid-range 

ability groups showed more improvement for the CAI treatment group than the control 

group, which did not receive the CAI treatment. 

Nauss' study on the Waterford Early Reading Program (WERP) had different 

findings than the other studies on WERP. All the subjects in Nauss' study were first 

grade students in 25 classrooms in Hendry County, Florida. Nauss found that first grade 

students in the 10 classrooms that used the WERP showed no significant difference in 

comprehension on the Stanford 9 compared to first grade students in the 15 classrooms 

who did not use-WERP. "Additionally, WERP students showed no significant 

difference in reading performance on the STAR" (p.40). One difference in the study by 

Nauss from those done by Gingold (2000) and Camacho (2002) is that Nauss used an 

assessment that was independent from the instructional program to determine reading 

achievement. When the Stanford 9 was used as the post-assessment, as opposed to the 
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Waterford Computer Adaptive Reading Test, no significant increase in reading 

achievement was found for the treatment group. 

In a related study, Wiksten, Spanier, and LaMaster (2002) examined the 

effectiveness of using a CD-ROM in an athletic training laboratory class as a 

supplement to traditional lecture instruction. They used Sports Injuries 3-D by Cramer 

Products. One group was given a traditional lecture, while the other group was given a 

traditional lecture and the CD-ROM. Participants included 26 undergraduate 

kinesiology students in San Diego, California. Wiksten et al. concluded that, although 

no significant difference was found between the two groups, given the correct 

application, CAI could be a viable means of athletic training education. 

Another study by Nuno (2005) was also somewhat narrow in scope. Nuno 

evaluated several software programs, including his own software program entitled Zoo 

Phonics. Nuno tested his software in 2 kindergarten classes, which each had 30 

students. Nuno states, "Zoo Phonics (Nuno, 1999)… was created to help limited 

English speakers master the curriculum as they learn English" (p.1). The students in 

classroom A received the treatment with Zoo Phonics over a 3 month period while the 

students in classroom B received phonics instruction in the classroom. Nuno states, 

"The results suggest that students who were exposed to Zoo Phonics gained more 

knowledge of the sound and name of the letters than students that were given the 

conventional phonics approach" (p. 16). Nuno used a T-test to determine a significant 

difference between the treatment and control group. Since the study did not control for 

teacher effects, it is difficult to know if the greater gains for the students in the treatment 

classroom were due to a more effective teacher or the software program. 

  In another study, which compared improvement in reading rate and reading 

comprehension between a group using CAI in reading and a group using independent, 

silent reading, found no significant difference in the composite means of the 

comprehension and reading rate scores (Sorrell, 2003). Although Sorrell had a smaller 

sample size of only 12 students, she also used a counterbalanced treatment design. The 

students read for 4 weeks under 1 condition and then switched to the other treatment. 

The 12 students ranged in grade level from second to fifth grade and were all from the 

same elementary school in a rural area. Sorrell had the students read Accelerated 

Reader material using the Kurzweil 3000 program. Sorrell found that computerized 
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presentation proved no more effective than traditional remedial reading instruction for 

students who are identified as weak readers by their teachers. The small sample size in 

this study may result in the unreliable statistical findings. 

Sorrell (2003) cited several studies that found text written on a computer screen, 

without speech synthesis, has no more or less impact on improving reading 

comprehension than reading text written on paper. Teachers may perceive that text 

printed on paper is superior to text alone on a computer screen because the paper copy is 

more portable and easier to take home. Conversely, as technology has advanced, 

computer screen text may be just as portable and easy to access at home as text printed 

on paper. Sorrell's study evaluated the difference in presentation of reading materials in 

print versus presentation of reading materials on the computer screen. In the study, 

neither the computer program for accessing the reading materials or the independent 

reading of print materials provided sequenced instructional strategies designed to 

increase reading achievement. The difference in the presentation of the reading 

material pertained to only how the print was displayed. The computer program offered 

the additional modality of pronouncing words for the reader, which the independent 

reading of the printed materials did not provide. However, there was no real difference 

in instructional strategy or sequence between the 2 treatments. 

Rehmann (2005) conducted research on the effect of Earobics Step 1 on the 

phonological awareness skills of 66 kindergarten and first grade students from a Title I 

elementary school. The students were randomly assigned to either an experimental or 

control group. Pre-test measures determined that there were not significant differences 

in phonological awareness in the experimental and control groups. The experimental 

group received the intervention with Earobics Step 1 for 10 weeks in a computer lab 

while the control group remained in the classroom fortraditional instruction. After the 

10 week period, the students were assessed for gains in phonological awareness. After 

the first 10 week period, the students switched treatments and the experimental group 

remained in the classroom, while the control group received intervention with Earobics 

Step 1. Following the second, 10 week period, the students were once again assessed. 

Rehmann (2005) found that there were no statistically significant differences 

between the experimental and control groups during either intervention period in their 

gain scores for phonological awareness. Although both groups made progress in their 
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phonological awareness skills, the Earobics Step 1 software did not produce a 

statistically significant difference in the improvement of phonological awareness skills. 

Rehmann (2005) also conducted teacher interviews to gain a qualitative analysis 

of the intervention. Teachers reported difficulty in monitoring and utilizing the program. 

The teachers in Rehmann's study also reported that some students had to be supervised 

quite closely in the computer lab because they found it rewarding to give incorrect 

responses due to the interesting graphic displays that were generated by the program as 

feedback to the students. One teacher stated that the reports that could be downloaded 

from the program on student progress were difficult to use and so she only downloaded 

the reports once, instead of monthly as requested. Another teacher reported that the data 

on the reports did not have any meaning. 

In a study conducted by Salsbury (2006) on teaching geographic place name 

vocabulary, CAI was found to be beneficial with fourth grade students. Salsbury used a 

pre-test, treatment, and post-test research design, with a control group who received no 

treatment between the pre- and post-tests, with 68 students. The results indicated that 

instruction provided via computers appears to be a more effective method than does 

traditional direct instruction when learning the names and locations of 50 places on a 

world map. According to Salsbury, technology-based and content-based standards will 

be an important combination for learning in the twenty-first century. 

A meta-analysis conducted by Timmerman and Kruepke (2006), seeking to 

update previous out-dated research from the past 20 years, found that college student 

performance gains are larger for CAI than for traditional instruction. CAI had a 

significant effect on the five areas of course content, comparison group type, publication 

year, student level, and CAI duration. The greatest benefits when using CAI were found 

to be in the social science disciplines, for which n the traditional instruction format is 

lecture/discussion. The results indicated that college students who use CAI fare better 

than their traditional instruction counterparts. 

Li and Edmonds (2006) explored the effects of CAI on levels of achievement of 

at-risk adults in basic mathematics education in a Canadian Adult Basic Education 

(ABE) program. The researchers compared adult learners with learning disabilities, who 

used CAI, with a control group of at-risk adults, who received traditional instruction, in 
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a pre¬test, treatment, and post-test design. The researchers sought to answer a number 

of questions concerning the effects of CAI with at-risk adult learners. Similar to Anger 

et al.'s (2004) study on CAI in an occupational setting with migrant workers, this study 

also dealt with a challenging population, at-risk learners. Both migrant workers and at-

risk learners are struggling with low literacy skills. The results demonstrated that at-risk 

adult learners benefit academically in some areas with the use of CAI and that, in other 

areas, these adult learners learned as well with CAI as those who did not receive CAI. 

Li and Edmonds concluded that at-risk learners perform just as well with CAI as with 

conventional instruction, showing that educational technology (CAI) does not 

negatively affect learning. Overall, their research indicated that CAI could be an 

effective method for at-risk learners, positively affecting their mathematical learning (Li 

& Edmonds, 2006). 

Aivazidis, Lazaridou, and Hellden's (2006) study, which took place in Greece, 

involved a comparison between a traditional and an online environmental educational 

program. Participants include 297 junior high students. The results indicated that the 

students who received CAI significantly outscored their peers, who were taught by 

traditional methods, as well as significantly increased their favorable attitudes toward the 

environment. 

Taking middle school and CAI one step further, Kim et al. (2006) point to the 

benefits of CAI in reading comprehension with students who have learning disabilities 

(LD). "CAI has the potential to offer students with LD self-paced, individualized 

instruction that includes immediate feedback and multiple opportunities for practice" (p. 

236). Traynor (2003) also studied the effect of CAI on various types of students, such as 

special education, non-English proficient, limited English proficient, and regular 

education. The results of Traynor's research indicated that the CAI program, 

CornerStone, increased overall student learning, as measured by post-test gains for all 

types of students in the study. The results also showed that there was a significant 

difference in the post-test gains in special education and regular education students 

(Traynor, 2003). The results of Traynor's (2003) study indicate that CAI lessons 

increased overall student learning. Because there is a lack of empirical research showing 

the impact of CAI on various types of student populations, Traynor's (2003) and Kim et 

al.'s (2006) studies are important. 
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When it comes to the studies conducted in Turkey we can site the following 

ones: 

In Durak’s study on “Computer Assisted Literature Teaching with Emphasis on 

The Short Story” the participants were 32 attending to an Anatolian High School in 

Turkey. In the study the main result was "there was not a significant difference between 

the computer assisted literature teaching and the traditional teaching methods as far as a 

short story teaching had been considered in the language classrooms. That is to say, the 

success of the learners who had studied with computer assisted literature teaching, and 

the success of the learners who had studied with the traditional methods were very 

similar to each other". Durak (2006) 

A study that aimed to explore the effect of computer-assisted language learning 

(CALL) on the sophomore undergraduate students’ success on the TOEFL exam was 

implemented on 34 students in EFL department in Middle East Technical University the 

results showed that there was no statistically significant difference between the control 

and experimental group in overall scores and on the structure section (Kılıçkaya, 2005). 

Anyway statistically significant differences were found in the scores on the reading and 

listening sections. Additionally Kılıçkaya highlighted that the interviews showed the 

participants in the experimental group valued computer-assisted language learning. 

The objective of another study by Yarar was to search the effect of computer-

assisted language learning (CALL) on the students’ achievement in learning English 

grammar. The study was conducted with the participation of 58 students from a primary 

school. During the practice phase of the study English Plus (New Generation) course 

software was used. Results showed that in teaching English grammar computer-assisted 

language learning (CALL) is effective (Yarar, 2005). 

A research by Kocaman (2005) was carried out to determine the impact of 

computer-assisted teaching on English. . In the first phase, the research was designed in 

an experimental mode and traditional teaching methods and computer assisted 

teaching were conducted in parallel. In the second phase effects of variables such as 

gender, age, private tutoring, types of high schools of the students who attended the 

implementation were analyzed. At the end of the research the results revealed that 

traditional teaching methods caused the students grouped according to the variables 
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such as gender, age, private tutoring, types of high schools to develop a negative 

attitude towards English lessons whereas computer assisted teaching method caused 

the students to develop a positive attitude. It was also observed that traditional teaching 

methods made a positive impact on the success of the students in English classes but 

this impact was weaker than the one in computer assisted teaching classes. The 

students who studied English in computer assisted teaching classes showed a more 

positive attitude than the ones who studied English with traditional teaching methods. 

The aim of another research that was conducted by Ateş (2005) was to discern 

the effectiveness of computer assisted English instruction on the English language 

preparatory students' attitudes towards computer and English in a Turkish-medium high 

school with an intensive English program. At the end of the study the correlations 

between the increases of the students' attitude scores, their gender and their 

socioeconomic level were found to be insignificant. The difference between the students' 

behaviors of raising hands for the teacher's questions in CAE lessons and in traditional 

English lessons was insignificant. However, the number of the students' correct answers 

to the teacher's questions significantly increased. The students agreed that computers 

helped students to understand English faster and better than traditional methods did. The 

computerized English lessons were found by the students to be attractive and motivating. 

It was also emphasized that computers supported individualized learning, and that, 

however, the teacher's role was indispensable for learning. 

Tokaç (2005) compared the effectiveness of computer-assisted vocabulary 

instruction with teacher-led vocabulary instruction and the effectiveness of spaced 

repetition in both teacher-led vocabulary instruction and computer-assisted vocabulary 

instruction. Additionally, her study explored how the computer group students 

perceived the computer-assisted vocabulary instruction classes, what the students felt 

about the effectiveness of these classes, and the strengths and weaknesses of the classes. 

Results of her study revealed that neither computer group nor the teacher group showed 

significantly more vocabulary gains. Thus, computer assisted vocabulary instruction was 

found to be as effective as teacher-led vocabulary instruction. Tokaç emphasizes that if 

time-on task was taken into account, the computer group had studied the vocabulary 

presentation material in half the time of the teacher-led vocabulary instruction group, 

and yet the computer-assisted vocabulary instruction group gained a similar number of 
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words as the teacher group. On the other hand, if time-on task was disregarded, the 

computer assisted vocabulary instruction did not yield significantly better results in 

vocabulary acquisition. Regarding the strengths and the weaknesses of computer 

assisted vocabulary instruction (CAVI), inclusion of visual elements in multimedia 

annotations was perceived as the most effective feature of computer assisted vocabulary 

instruction (CAVI). Weaknesses of computer assisted vocabulary instruction (CAVI) 

included the inefficacy of computer-provided feedback and the students' ineffective use 

of time.(Tokaç, 2005) 

In his experimental study Yılmaz (2004) aimed to observe the effect of computer 

assisted language learning on students’ success; for that reason he applied a pre-test and 

post-test to model groups and the research was done in a classroom and laboratory 

situation. The sample was taken from the seventh grade students in private primary 

school in Turkey. There were 13 students in the experimental group and 13 students in 

the control group. As a result of the research it was found out that the experiment group 

having computer assisted language learning was considerably more successful than the 

control group taught using the traditional methods in terms of academic success. 

Makaracı (2004) studied whether there is a difference between the Computer 

Assisted Language Instruction (CALI) method and traditional method as far as grammar 

revision was considered. Her study was executed to put the efficiency of the exercises 

of English grammar instruction on the success of the student when it was applied on 

computer assisted language learning. The subjects involved in the study were sixth 

grade primary school students during the educational year of 2003-2004. There were 34 

students in control group and 38 students in experimental group. At the end of the study 

the results of the variant and covariant analysis showed that;1) There was no meaningful 

difference between CALI and traditional method in the study of English teaching in 

term of academic achievement. 2) Comparing to CALI and traditional method, there 

was meaningful difference in favor of CALI method. 
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CHAPTER 3 

METHOD 

  3.1. Introduction 

The present study investigates the effects of computer-based grammar practıce 

on the grammatıcal development of 6th grade elementary school EFL students. This 

chapter explains the methods and the procedures in this study. The chapter will first list 

the research questions and then it will describe the population and the instruments used 

to collect data. Finally, it will present detailed information on the procedures followed 

for data collection and data analysis. 

 3.2. Research Questions 

The research questions related to the study are as follows; 

1. Does computer-based grammar practice have an effect on the students’ 

grammar skills?  

2. Does computer-based grammar practice have an effect on the students’ 

attitudes towards grammar practice activities? 

 3.3. Participants 

This study was conducted on the sixth grade students of Sıraç Aydıntaşbaş 

Primary School in the second term and two groups each with 25 students - computer 

based and paper based - were formed. These students still attend Sıraç Aydıntaşbaş 

Primary School. Both groups were at the same level prior to the learning process and 

they were taught within the same syllabus. One of the groups did the grammar exercises 

on the computer and the other group carried out the same exercises and practices on the 

papers handed out them in the classroom. 

Until 2007 fourth and fifth grade students in state primary schools had 2 English 

classes a week. (now 3 classes a week). Therefore all students participated in the study 

had 2 English classes in the fourth and fifth grade classrooms and they had 4 English 

classes at the sixth grade during the study. 
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Although there was a technology laboratory in the school, students unfortunately 

did not have any computer classes as optional. Nevertheless, they were aware of the 

computer laboratory because some of the teachers had occasionally taken students to the 

lab to motivate them. So students had the basic skills to operate a computer and they 

were able to accomplish simple tasks on their own. 

3.4. Materials  

The materials used in this study can be classified into four groups: the exercise 

sheets that were given to the students in the paper based group during the 

implementation period, the computer software that the students in the computer based 

group used during the implementation period, pre-test and post-test that was applied 

before and after the study respectively and questionnaires that were applied to both 

computer-based and paper-based groups at the end of the study. 

3.4.1. Exercise Sheets  

In our 6 week-study three main specific grammar subjects were supposed to be 

practiced. These grammar subjects were Simple Present Tense, Present Continuous 

Tense and Comparison of these two tenses. At the beginning of each subject, a brief 

explanation about the usage of each tense and time expressions used in these tenses in 

written form were distributed. There were also some sample sentences with illustrations 

following the explanations. All these intended to make students remember the subjects 

before they began to practice grammar points. 

 The exercises on Simple Present Tense consisted of seven multiple-choice tests 

and nine fill-in-the-blanks and answer-the-questions sections. Exercise Sheets of Simple 

Present Tense can be seen in Appendix A. The exercises on Present Continuous Tense 

consisted of three multiple-choice tests and five fill-in-the-blanks and sentence 

formation exercises. Exercise Sheets of Present Continuous Tense can be seen in 

Appendix B. The exercises on Comparison of Simple Present and Present Continuous 

Tense consisted of four fill-in-the-blanks exercises. Exercise Sheets of Comparison of 

Simple Present and Present Continuous Tense can be seen in Appendix C. 

Students were asked to carry out the tests and the exercises on their own and 

they were allowed to use their own paper dictionaries. Throughout six-week 
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implementation period, students studied on these tests and grammar exercises in two 

class time per week. The analyses of the results of the mentioned exercises can be seen 

in Chapter 4. 

3.4.2. Computer Software 

Since this study was conducted to investigate the effects of using computer-

based grammar activities, a computer software for implementing this study was 

essential. Some of the language learning programs which were currently on the market 

were examined and a new program for this study was developed with the assistance and 

guidance of a computer programmer. The process of improving this program took 

weeks because it had to meet the demand for producing not only multiple choice test 

items but also sentence completion exercises and the measurement and evaluation of the 

tests as a whole. 

As mentioned in Chapter 1, although this study has nothing to do with web-

based learning, we built a website and the computer software developed by us ran on 

that website and students in the computer-based groups used it to do exercises on 

computer since the computer technology classroom we used during the implementation 

period had internet connection and since it would be better to get feedback using the net 

for the instructor. The website was so easy for the students to use and reach the 

exercises. The homepage of the website is shown in Figure 3.1 

Figure 3.1 

The homepage of the website 
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As it can be seen in Figure 3.1, three grammar subjects were easy to reach.  

When students clicked on the grammar subject that they wanted to practice, 

another easy-to-use web page welcomed them. On that page they saw links to a brief 

grammar explanation of the subject, sample sentences about the grammar subject, tests, 

Moonstar Dictionary and some other links to access to exercises about the subject. This 

web page is shown in Figure 3.2 

 

Figure 3.2 

The first page of the grammar subject (Simple Present Tense) 

 

 

A brief explanation of the subject was prepared for students because students did 

not get any help during the implementation period. So it was aimed that it would be 

very helpful for the students while they were getting prepared for grammar practice and 

when they had difficulty in remembering the subjects. 
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 Figure 3.3 

A brief explanation for Simple Present Tense 

 

After students glanced at the brief explanation of the subject, they were asked to 

examine the sample sentences that they could reach by clicking on the example 

sentences icon on the brief explanation page or on the first page of the grammar 

explanation page. 
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Figure 3.4 

Sample sentences page 

 

 

 



 47 
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Then students were thought to be ready to take tests. So they were asked to click 

on the Tests icon where an easy-to-fill registration page was available for them and 
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which was on the first page of the each grammar subject. They wrote their names and 

their school numbers in the blanks to login the Tests.   

Figure 3.5 

Tests login page 

 

Then students began to do tests on the grammar subjects. All of the tests had 5 

choices to select from and what students needed to do was only to click on the choice 

they thought to be true. A screenshot of the tests can be seen in Appendix D.  

When students finished answering the tests, the software immediately evaluated 

their answers and a result page opened and then students could easily check their 

answers and see their level of success.  

The next step after tests was fill-in-the-blanks, answer-the-questions and 

sentence formation exercises. Students went back to the first page of the each grammar 

subject again and that time they were asked to click on the exercises buttons in turn.  
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Figure 3.6 

Exercise page 

 

Students did not need to login anywhere to do these kinds of exercises. They 

only wrote their names and surnames on the top of the page like a regular exam paper 

and they wrote their answers in the blanks. Having completed each blank, they were 

asked to click on the Send button and they saw the right answers at once and had an 

immediate chance of checking them. 

Throughout the study which lasted six weeks students applied the above 

mentioned process for the exercises on Simple Present Tense, Present Continuous Tense 

and the Comparison of these two tenses on personal computers in the technology 

classroom of their school. 
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3.4.3 Pre-test and Post-test  

Prior to study, the end-of-term scores that were the averages of the three mid-

term exam grades given during the first term of the year were used to examine the 

potential influence of former knowledge of English on group equivalency. However, 

since the study aimed at investigating the effects of two treatments, it was necessary to 

implement a grammar pre-test to determine whether the two treatment groups were 

equivalent at the beginning of the study and to determine the variation between the 

groups. So a grammar pre-test consisting of 5 sections and 50 questions was given to 

the both groups on the same day prior to study. 

Following the study a post-test was given to the same groups after the treatment 

process in order to compare the groups’ improvement in their knowledge of grammar 

topics included in the study. The pre-test and post-test results were compared within 

both groups to observe the effectiveness of the process by using the Wilcoxon Test. The 

pre-test and the post-test sheets can be seen in Appendix E. 

3.4.4 Questionnaires 

The students were given a questionnaire after the implementation of the study. 

The answers of the students to the first seven items of the questionnaire were compared 

by the implementation of chi-square analysis, which is one of the most common and 

useful ways to look at information about the social world.  

The questionnaire which was implemented to gather the qualitative data needed 

for the study included items specific to the students who were assigned to the computer-

based group and to the students who were assigned to the paper-based group and to both 

of the students. So there were two kinds of questionnaire sheets; one for computer-

based group and one for paper-based group although some items were same.  

The common questionnaire items which were prepared for both computer-based 

and paper-based groups aimed to explore students’ attitudes towards grammar practice 

in general. The items which were included in the first part of the questionnaire, which 

was only implemented to Computer-Based Group, aimed to investigate the students’ 

relationship with computers. The items which were included in the second part of the 

questionnaire, which was only implemented to Computer-Based Group, concentrated on 
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the attitudes of students towards using computers during the implementation process 

and computer-based grammar practice which the present study focused on. The 

questionnaire sheets for computer-based group can be seen in Appendix F and for 

paper-based group in Appendix G. 
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CHAPTER 4 

RESULTS 

4.1. Introduction 

As stated in Chapter One, the present study aimed to find out the effectiveness of 

computer-based grammar practice. With this purpose, the following research questions 

were investigated in the present study: 

1. Does computer-based grammar practice have an effect on the students’ 

grammar skills?  

2. Does computer-based grammar practice have an effect on the students’ 

attitudes towards grammar practice activities? 

The quantitative data processed in order to explore the effectiveness of 

computer-based grammar practice was gathered through the pre-test, which was 

implemented before the study, the grammar practice activities, which were administered 

during the study and the post-test, which was implemented after the study. The 

qualitative data used in the study was gathered through the questionnaire which was 

administered after the study. 

4.2. Data Analysis Procedure 

First, the average end-of-term scores (average scores of the three mid-term 

exams given throughout the semester) which were given to the students as part of the 

school program were evaluated in order to examine the potential influence of prior 

knowledge of English on group equivalency. 

Then, the number of the correct answers for the grammar pre-test was 

calculated. Since the grammar pre-test consisted of fifty questions, each correct answer 

was given ‘1’ point. Therefore, the maximum score on the researcher-developed pre-test 

would be 50 points. The post-test was also graded in the same way since it included the 

same test items. After getting raw scores, the means and standard deviations for both 

groups on the pre-test and the post-test were calculated.  
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The average end-of-term scores, the scores of the grammar pre-test and the 

grammar post-test of the two groups were compared by the implementation of two non-

parametric tests; Mann- Whitney U Test, which is appropriate to the case of two 

independent samples of observations measured at least at an ordinal level, and 

Wilcoxon Signed-rank Test, which is a non-parametric test for the case of two related 

samples or repeated measurements on a single sample.  

The answers of the students to the first seven items of the questionnaire were 

compared by the implementation of chi-square analysis, which is one of the most 

common and useful ways to look at information about the social world. Items specific to 

the computer-based application were qualitatively evaluated according to the responses 

of the students. 

 All the results were compared at the ‘0, 05’ level of significance, as is common 

in language studies of this type and proportion. It should be noted that two different 

types of software were used for the data analysis; SPSS (Statistical Package for Social 

Sciences), version 16.0 and Selcuk Stat 1.09, and the results were compared in order to 

eliminate possible errors. 

4.3. Results of the Study 

4.3.1. Analyses of Group Equivalencies 

To examine the potential influence of prior knowledge of English on group 

equivalency, the two groups who took part in the study were first compared according 

to their language levels. The participants were selected from the four classes of a 

primary school in Konya. They all had started studying English in September 2006 and 

shared similar backgrounds regarding their levels of English. 

At the time of the research study, the end-of-term scores of the students had just 

been announced. As it can be seen in Table 4.1, the mean end-of-term scores of the two 

groups were 54.57 and 50.23 respectively.  

A  Mann-Whitney U test analysis (Table 4.1) of the end-of-term scores of the 

participants was computed, and the z value was found to be 0.4756 and the p value was 

found to be 0.634 at the 0.05 level of significance. (The alpha level has been set at 0.05, 
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as is common in language studies of this type and proportion). The results of the Mann-

Whitney U test showed that there was no significant difference between the two groups 

(P > 0.05) regarding their language levels prior to the study. The end-of-term scores of 

the students can be seen in Appendices H and I. 

Table 4.1  

Mann Whitney U Analysis for the End-of-Term Scores 

GROUPS N Mean 
Std.  

Deviation 

Mann 
Whitney U 

-Z- 

-p- 

Computer 25 54.57 15.820 -0.4756 0.634 

Paper 25 50.23 11.742   

 

It is worth noting here that the end-of-term scores were the averages of the three 

mid-term exam grades given during the first term of the year. However, since the study 

aimed at investigating the effects of two treatments, it was necessary to implement a 

grammar pre-test to determine whether the two treatment groups were equivalent at the 

beginning of the study and to determine the variation between the groups. 

4.3.2 Pre-test Results 

The grammar pre-test, which consisted of 5 sections and 50 questions, was 

administered to the both groups on the same day. The raw pre-test scores of the 

computer and the paper group were used to calculate the means and the standard 

deviations of the groups. Table 4.2 displays the results of the Mann Whitney U analysis 

for the pre-test scores. 

Table 4.2  

Mann Whitney U Analysis for the Pre-test Scores 

GROUPS N Mean 
Std.  

Deviation 

Mann 
Whitney U 

-Z- 

-p- 

Computer 25 15.60 7.155 -0.2737 0.784 

Paper 25 15.44 7.787   
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According to Table 4.2, the average scores of the computer group were calculated as 

15.60± 7.155, the paper group as 15.44± 7.787. A  Mann-Whitney U test analysis of the 

pretest scores for the computer and paper group was computed, the z value being -0.2737 and 

the p value was found to be 0.784 at the 0.05 level of significance. This shows that there 

was no significant difference between the computer and the paper group (P > 0.05). Figure 

4.1 also illustrates the equivalence of the two groups in terms of their knowledge of the 

grammar topics included in the study. The standard deviations of the two groups for the 

pre- test (7.155 and 7.787) also show the close equivalence of the members of the two 

groups regarding their grammar skills. 

 

Figure 4.1.  

Comparison of the Computer and the Paper Group for the Pre-test Results 
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4.3.3 Post-test Results 

The post-test was administered to the same groups after the treatment process in 

order to compare the groups’ improvement in their knowledge of grammar topics 

included in the study. The pre-test and post-test results were compared within both 

groups in order to observe the effectiveness of the process by using the Wilcoxon Test. 
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Table 4.3  

Comparison of the Pre-test Results with the Post-test Results within the Paper Group 

  

PAPER 

GROUP 
N Mean 

Std.  

Deviation 

Wilcoxon 

-Z- 
-p- 

PRE-TEST 25 15.44 7.787 -4.169 0.001 

POST-TEST 25 34.80 15.798   
 

The results of the Wilcoxon Test, according to Table 4.3, revealed a significant 

difference within the paper group, as the z value was found to be -4.169 and the p value 

was found to be 0.001. In other words, the subjects in the paper group improved in 

terms of knowledge of grammar.  

Table 4.4  

Comparison of the Pre-test Results with the Post-test Results within the Computer 

Group 

  

COMPUTER 
GROUP 

N Mean 
Std.  

Deviation 

Wilcoxon 

-Z- 
-p- 

PRE-TEST 25 15.60 7.155 -4.381 0.001 

POST-TEST 25 37.20 12.496   

The results of the Wilcoxon test implemented on the pre-test scores and the post-

test scores of the computer group also showed a significant difference between the 

results of the tests, as the z value was found to be -3.415 and the p value was found to 

be 0.001. In other words, also the subjects in the computer group improved in terms of 

knowledge of grammar.  

As the Wilcoxon tests implemented on the pre-test and the post-test scores of the 

two groups revealed a significant improvement for both of the groups, a Mann-Whitney 

U test was implemented in order to compare both groups’ improvement on the post-test 

in order to explore the differences between them. The pre-test and post-test scores of the 

students can be seen in Appendices J and K. 
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Table 4.5 

Comparison of the Computer Group and the Paper Group for the Post-Test Results 

GROUPS N Mean 
Std.  

Deviation 

Mann 
Whitney U 

-Z- 

-p- 

Computer 25 37.2 12.496 -0.6417 0.521 

Paper 25 34.8 15.798   

As it can be seen in Table 4.5, the average post-test scores of the computer 

group was calculated as 37.2±12.496 and the average post-test scores of the paper group 

was calculated as 34.8±15.798. A Mann-Whitney U test implemented on the post-test 

scores of the computer and the paper groups did not show a significant difference 

between the groups, as the z value was found to be -0.6417 and the p value was found to 

be 0.521.  Figure 4.2 displays the mean post-test scores of both groups.   

Figure 4.2.  

Comparison of the Computer Group and the Paper Group for the Post-Test Results  
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4.3.4. Analysis of Practice Exercises 

The students’ initial answers to the grammar practice exercise questions were 

compared in order to check the effects of the type of practice on the students’ success 

during the study. By this way, it would be possible to see if computer-based practice 

had a negative effect in terms of difficulty in producing the answers. 
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The grammar practice exercises were given in five sections. The first two of the 

exercises provided practice on the Present Simple Tense, the third and the fourth 

exercises were on the Present Continuous Tense and the last exercises focused on both 

structures. The sections will be named as A,B,C,D and E. The scores of the grammar 

practice exercises can be seen in Appendices L and M.  

Table 4.6  

Mann Whitney U Analysis for Section A Exercise Scores 

GROUPS N Mean 
Std.  

Deviation 

Mann 
Whitney U 

-Z- 

-p- 

Computer 25 61.08 14.450 0.611 0.541 

Paper 25 63.24 12.396   
 

According to Table 4.6, the average scores of the computer group were calculated as 

61.08± 14.450, the paper group as 63.24± 12.396. A Mann-Whitney U test analysis of the 

Section A Exercise scores for the computer and paper group was computed, the z value being 

0.611 and the p value was found to be 0.541 at the 0.05 level of significance. This shows 

that there was no significant difference between the computer and the paper group (P > 0.05). 

Table 4.7  

Mann Whitney U Analysis for Section B Exercise Scores 

GROUPS N Mean 
Std.  

Deviation 

Mann 
Whitney U 

-Z- 

-p- 

Computer 25 42.16 14.135 1.593 0.112 

Paper 25 47 13.919   
 

According to Table 4.7, the average scores of the computer group were calculated as 

42.16± 14.135, the paper group as 47± 13.919. A  Mann-Whitney U test analysis of the 

Section B Exercise scores for the computer and paper group was computed, the z value being 

1.593 and the p value was found to be 0.112 at the 0.05 level of significance. This shows 

that there was no significant difference between the computer and the paper group (P > 0.05).  
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Table 4.8  

Mann Whitney U Analysis for Section C Exercise Scores 

GROUPS N Mean 
Std.  

Deviation 

Mann 
Whitney U 

-Z- 

-p- 

Computer 25 20.76 7.918 0.757 0.449 

Paper 25 22.84 6.649   

 
 

According to Table 4.8, the average scores of the computer group were calculated as 

20.76± 7.918, the paper group as 22.84± 6.649. A  Mann-Whitney U test analysis of the 

Section C Exercise scores for the computer and paper group was computed, the z value being 

0.757 and the p value was found to be 0.449 at the 0.05 level of significance. This shows 

that there was no significant difference between the computer and the paper group (P > 0.05). 

Table 4.9  

Mann Whitney U Analysis for Section D Exercise Scores 

GROUPS N Mean 
Std.  

Deviation 

Mann 
Whitney U 

-Z- 

-p- 

Computer 25 41.6 14.675 0.796 0.426 

Paper 25 45.24 17.321   

 
 

According to Table 4.9, the average scores of the computer group were calculated as 

41.6± 14.675, the paper group as 45.24± 17.321. A  Mann-Whitney U test analysis of the 

Section D Exercise scores for the computer and paper group was computed, the z value being 

0.796 and the p value was found to be 0.426 at the 0.05 level of significance. This shows 

that there was no significant difference between the computer and the paper group (P > 0.05). 
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Table 4.10  

Mann Whitney U Analysis for Section E Exercise Scores 

GROUPS N Mean 
Std.  

Deviation 

Mann 
Whitney U 

-Z- 

-p- 

Computer 25 23.16 8.578 -0.048 0.961 

Paper 25 24.40 11.849   

 
 

According to Table 4.10, the average scores of the computer group were calculated as 

23.16± 8.578, the paper group as 24.40± 11.849. A  Mann-Whitney U test analysis of the 

Section E Exercise scores for the computer and paper group was computed, the z value being 

-0.048 and the p value was found to be 0.961 at the 0.05 level of significance. This shows 

that there was no significant difference between the computer and the paper group (P > 0.05). 

4.3.5. Questionnaire Results 

 4.3.5.1. Common Questionnaire Items 

The students were given a questionnaire after the implementation of the study. 

As stated before, the answers of the students to the first seven items of the questionnaire 

were compared by the implementation of chi-square analysis, which is one of the most 

common and useful ways to look at information about the social world. The results were 

compared at the ‘0.05’ level of significance, as is common in language studies of this 

type and proportion. All the tests were conducted at a degree of freedom (Df=2). The 

students’ responses to the first seven items of the questionnaire can be seen in 

Appendices N and O. 

Students’ responses to the statements given in the questionnaire are evaluated as 

follows: 
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Statement 1: Grammar rules are very important in learning English.  

Table 4.11 

Contingency Tables for Statement 1 

Data 

 (3)I agree (2) Neither Agree nor Disagree  (1) I disagree Total 

Paper 20 5 0 25 

Computer 17 6 2 25 

Total 37 11 2 50 

Expected 

 (3) I agree (2) Neither Agree nor Disagree  (1) I disagree 

Paper 18.5 5.50 1.00 

Computer 18.5 5.50 1.00 

chi-square = 2.33 Df = 2 probability = 0.311 

 As it can be seen in Table 4.11 above, a chi-square analysis of the data showed 

no significant difference between the two groups in terms of their responses to 

Statement 1. In the paper group, 80% of the subjects agreed with the statement, 20% of 

the subjects neither agreed nor disagreed with the statement and 0% of the subjects 

disagreed with the statement. In the computer group, 68% of the subjects agreed with 

the statement, 24% of the subjects neither agreed nor disagreed with the statement and 

8% of the subjects disagreed with the statement. Thus, it can be said that students in 

both groups mostly agreed with the statement.     
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Statement 2: My lack of knowledge of grammar rules affects my success in 

English. 

Table 4.12 

Contingency Tables for Statement 2 

Data 

 (3)I agree (2) Neither Agree nor Disagree  (1) I disagree Total 

Paper 14 9 2 25 

Computer 17 4 4 25 

Total 31 13 6 50 

Expected 

 (3) I agree (2) Neither Agree nor Disagree  (1) I disagree 

Paper 15.5 6.50 3.00 

Computer 15.5 6.50 3.00 

chi-square = 2.88 Df = 2 probability = 0.237  

Table 4.12 shows the frequencies and a chi-square analysis of the data. The 

statistical analysis showed no significant difference between the two groups in terms of 

their responses to Statement 2. In the paper group, 56% of the subjects agreed with the 

statement, 36% of the subjects neither agreed nor disagreed with the statement and 8% 

of the subjects disagreed with the statement. In the computer group, 68% of the subjects 

agreed with the statement, 16% of the subjects neither agreed nor disagreed with the 

statement and 16% of the subjects disagreed with the statement. Thus, it can be said that 

students in both groups mostly stated the importance of grammar rules in learning 

English.     
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Statement 3: It is very hard for me to learn English grammar rules. 

Table 4.13 

Contingency Tables for Statement 3 

Data 

 (3)I agree (2) Neither Agree nor Disagree  (1) I disagree Total 

Paper 4 13 8 25 

Computer 8 11 6 25 

Total 12 24 14 50 

Expected 

 (3) I agree (2) Neither Agree nor Disagree  (1) I disagree 

Paper 6.00 12.0 7.00 

Computer 6.00 12.0 7.00 

chi-square = 1.79 Df = 2 probability = 0.409  

As it can be seen in Table 4.13 above, a chi-square analysis of the data showed 

no significant difference between the two groups in terms of their responses to 

Statement 3. In the paper group, 16% of the subjects agreed with the statement, 52% of 

the subjects neither agreed nor disagreed with the statement and 32% of the subjects 

disagreed with the statement. In the computer group, 32% of the subjects agreed with 

the statement, 44% of the subjects neither agreed nor disagreed with the statement and 

24% of the subjects disagreed with the statement. Thus, it can be said that students did 

not show a positive or negative attitude towards the statement.     
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Statement 4: I often forget the grammar rules that I have learnt recently. 

Table 4.14 

Contingency Tables for Statement 4 

Data 

 (3) I agree (2) Neither Agree nor Disagree  (1) I disagree Total 

Paper 6 13 6 25 

Computer 8 9 8 25 

Total 14 22 14 50 

Expected 

 (3) I agree (2) Neither Agree nor Disagree  (1) I disagree 

Paper 7.00 11.0 7.00 

Computer 7.00 11.0 7.00 

chi-square = 1.30 Df = 2 probability = 0.522  

As it can be seen in Table 4.14 above, a chi-square analysis of the data showed 

no significant difference between the two groups in terms of their responses to 

Statement 4. In the paper group, 24% of the subjects agreed with the statement, 52% of 

the subjects neither agreed nor disagreed with the statement and 24% of the subjects 

disagreed with the statement. In the computer group, 32% of the subjects agreed with 

the statement, 36% of the subjects neither agreed nor disagreed with the statement and 

32% of the subjects disagreed with the statement.     
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Statement 5: The exercises were appropriate to my English level. 

Table 4.15 

Contingency Tables for Statement 5 

Data 

 (3) I agree (2) Neither Agree nor Disagree  (1) I disagree Total 

Paper 16 7 2 25 

Computer 15 9 1 25 

Total 31 16 3 50 

Expected 

 (3) I agree (2) Neither Agree nor Disagree  (1) I disagree 

Paper 15.5 8.00 1.50 

Computer 15.5 8.00 1.50 

chi-square = 0.616 Df = 2 probability = 0.735  

Table 4.15 shows the frequencies and a chi-square analysis of the students’ 

responses to statement 5. The statistical analysis showed no significant relationship 

between the two types of practice and the students’ responses to Statement 5. In the 

paper group, 64% of the subjects agreed with the statement, 28% of the subjects neither 

agreed nor disagreed with the statement and 8% of the subjects disagreed with the 

statement. In the computer group, 60% of the subjects agreed with the statement, 36% 

of the subjects neither agreed nor disagreed with the statement and 4% of the subjects 

disagreed with the statement. Thus, it can be said that students in both groups mostly 

agreed with the statement.     
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Statement 6: The exercises helped me learn grammar topics. 

Table 4.16 

Contingency Tables for Statement 6 

Data 

 (3) I agree (2) Neither Agree nor Disagree  (1) I disagree Total 

Paper 20 3 2 25 

Computer 19 4 2 25 

Total 39 7 4 50 

Expected 

 (3) I agree (2) Neither Agree nor Disagree  (1) I disagree 

Paper 19.5 3.50 2.00 

Computer 19.5 3.50 2.00 

chi-square = 0.168 Df = 2 probability = 0.919  

As it can be seen in Table 4.16 above, a chi-square analysis of the data showed 

no significant relationship between the two types of practice and the students’ responses 

to Statement 6. In the paper group, 80% of the subjects agreed with the statement, 12% 

of the subjects neither agreed nor disagreed with the statement and 8% of the subjects 

disagreed with the statement. In the computer group, 76% of the subjects agreed with 

the statement, 16% of the subjects neither agreed nor disagreed with the statement and 

8% of the subjects disagreed with the statement. Thus, it can be said that students in 

both groups mostly found the exercises useful.      
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Statement 7: I would like to do more exercises like these. 

Table 4.17 

Contingency Tables for Statement 7 

Data 

 (3) I agree (2) Neither Agree nor Disagree  (1) I disagree Total 

Paper 16 8 1 25 

Computer 16 5 4 25 

Total 32 13 5 50 

Expected 

 (3) I agree (2) Neither Agree nor Disagree  (1) I disagree 

Paper 16.0 6.50 2.50 

Computer 16.0 6.50 2.50 

chi-square = 2.49 Df = 2 probability = 0.288  

As it can be seen in Table 4.17 above, a chi-square analysis of the data showed 

no significant relationship between the two types of practice and the students’ responses 

to Statement 7. In the paper group, 64% of the subjects agreed with the statement, 32% 

of the subjects neither agreed nor disagreed with the statement and 4% of the subjects 

disagreed with the statement. In the computer group, 64% of the subjects agreed with 

the statement, 20% of the subjects neither agreed nor disagreed with the statement and 

16% of the subjects disagreed with the statement. Thus, it can be said that students in 

both groups liked the exercises.      

 4.3.5.2. First Part of Specific Questionnaire Items for Computer-Based 

Group 

The questionnaire which was implemented to gather the qualitative data needed 

for the study included items specific to the students who took part in the study and who 

were assigned to the computer-based group. The items which were included in the first 

part of the questionnaire that was only implemented to Computer-Based Group aimed to 
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investigate the students’ relationship with computers. The students’ responses to the 

first part of specific questionnaire items for Computer-Based Group can be seen in 

Appendices P. 

Students’ responses to the statements given in the questionnaire are evaluated as 

follows. 

Statement 1: How do you assess your computer skills in general? (1=weak 

2=moderate 3=strong) 

Table 4.18 

Contingency Tables for Statement 1 

TOTAL (1) weak (2) moderate (3) strong 

25 0 10 15 

% 100 0 40 60 

As it can be seen in Table 4.18 above, analyses of the data showed that none of 

the students thought that their computer skills were weak, 40% of the students thought 

that their computer skills were moderate and %60 of the students thought that their 

computer skills were strong. Thus, it can be concluded that all of the students had an 

idea of having a moderate or strong computer skills. 

Statement 2: Do you like working with computers? (1=The least 5=The most) 

Table 4.19 

Contingency Tables for Statement 2 

TOTAL (1) (2) (3) (4) (5) 

25 0 1 2 8 14 

% 100 0 4 8 32 56 

As it can be seen in Table 4.19 above, analyses of the data showed that %56 of 

the students liked working with computers with a great enthusiasm, %32 of the students 

liked working with computers a lot, %8 of the students liked working with computers, 

%4 of the students didn’t like working with the computers a lot and %0 of the students 
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didn’t like working with the computers. Thus, it can be said that students liked working 

with the computers in general. 

Statement 3: Do you have a computer in your home right now? (1=Yes 2=No) 

Table 4.20 

Contingency Tables for Statement 3 

TOTAL (1) Yes (2) No 

25 10 15 

% 100 40 60 

As it can be seen in Table 4.20 above, analyses of the data showed that %40 of 

the students had computers in their homes and %60 of the students of the students didn’t 

have. Thus, it can be said that nearly half of the students had computers in their homes. 

Statement 4: If you have a computer in your home, do you have internet 

connection? (1=Yes 2=No) 

Table 4.21 

Contingency Tables for Statement 4 

TOTAL (1) Yes (2) No 

10 4  6 

% 100 40 60 

As it can be seen in Table 4.21 above, analyses of the data showed that %40 of 

10 students who had computers in their houses had internet connection in their houses 

and %60 of the students did not. Thus, it can be said that nearly half of the students that 

had computers in their homes have internet connection. 

Statement 5: How many hours a week do you use computer on average? 

(1=None 2=Less than one hour 3=One to three hours 4=Four to six hours 5=More than 

six hours) 
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Table 4.22 

Contingency Tables for Statement 5 

TOTAL (1) (2) (3) (4) (5) 

25 10 4 4 4 3 

% 100 40 16 16 16 12 

 As it can be seen in Table 4.22 above, analyses of the data showed that %40 of 

the students did not use computers out of school environment, %16 of the students used 

computers less than one hour a week, %16 of the students used computers one to three 

hours a week, %16 of the students used computers four to six hours a week and %12 of 

the students used computers more than six hours a week. Thus, it can be said that nearly 

half of the students did not have a chance to use computers or had only a limited time to 

use computers.  

Statement 6: How many hours a week do you use the Internet on average? 

(1=None 2=Less than one hour 3=One to three hours 4=Four to six hours 5=More than 

six hours) 

Table 4.23 

Contingency Tables for Statement 6 

TOTAL (1) (2) (3) (4) (5) 

25 15 6 2 0 2 

% 100 60 24 8 0 8 

As it can be seen in Table 4.23 above, analyses of the data showed that %60 of 

the students did not use the Internet at all, %24 of the students used the Internet less 

than one hour a week, %8 of the students used the Internet one to three hours a week 

and %8 of the students used the Internet more than six hours. Thus, it can be said that 

nearly half of the students did not use the Internet or had only a limited time to use the 

Internet. 

Students’ responses to the statements given in the questionnaire are evaluated as 

follows: 
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Statement 7: Have you ever used any computer software to learn English? 

(1=Yes 2=No) 

Table 4.24 

Contingency Tables for Statement 7 

TOTAL (1) Yes (2) No 

25 5 20 

% 100 20 80 

 As it can be seen in Table 4.24 above, analyses of the data showed that %20 of 

the students used any computer software to learn English and %80 of the students never 

used any computer software to learn English. The computer software that 2 students 

used was Moonstar (a dictionary program which was also used in our study), the other 

computer software that was used by one student was Pro Çeviri (a kind of translation 

program), the last computer software that was used by one student was Tell Me More 

Kids (a language learning software for children) and one student said he/she did not 

remember the name of the computer software he/she used to learn English. 

Statement 8: Have you ever used the Internet to learn English? If yes, which 

sites did you visit? (1=Yes 2=No) 

Table 4.25 

Contingency Tables for Statement 8 

TOTAL (1) Yes (2) No 

25 1 24 

% 100 4 96 

As it can be seen in Table 4.25 above, analyses of the data showed that only %4 

of the students used the Internet to learn English and %96 of the students never used the 

Internet to learn English. Thus, it can be said that using the Internet to learn English was 

not common among the students. 
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4.3.5.3. Second Part of Specific Questionnaire Items for Computer-Based 

Group 

The items which were included in the second part of the questionnaire that was 

only implemented to Computer-Based Group concentrated on the attitudes of students 

towards using computers during the implementation process and computer-based 

grammar practice which the present study focused on. The students’ responses to the 

second part of specific questionnaire items for Computer-Based Group can be seen in 

Appendices R. 

Statement 1: Doing exercises on computers is enjoyable. 

Table 4.26 

Contingency Tables for Statement 1 

TOTAL (3) I agree (2) Neither Agree nor Disagree (1) I disagree 

25 20 3 2 

%100 80 12 8 

As it can be seen in Table 4.26 above, analyses of the data showed that %80 of 

the students agreed with the statement, %12 of the students neither agreed nor disagreed 

and %8 of the students disagreed with the statement. Thus, it can be said that almost all 

of the students find doing exercises on computers enjoyable. 

Statement 2: Doing exercises on computers facilitates learning the subject. 

Table 4.27 

Contingency Tables for Statement 2 

TOTAL (3) I agree (2) Neither Agree nor Disagree (1) I disagree 

25 17 7 1 

%100 68 28 4 

As it can be seen in Table 4.27 above, analyses of the data showed that %68 of 

the students agreed with the statement, %28 of the students neither agreed nor disagreed 

and %4 of the students disagreed with the statement. Thus, it can be said that a 
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significant number of the students stated that computer-based exercises helped them 

learn grammar topics better. 

Statement 3: If I did the exercises on papers rather than on a computer, I would 

understand better. 

Table 4.28 

Contingency Tables for Statement 3 

TOTAL (3) I agree (2) Neither Agree nor Disagree (1) I disagree 

25 1 11 13 

%100 4 44 52 

As it can be seen in Table 4.28 above, analyses of the data showed that %4 of 

the students agreed with the statement, %44 of the students neither agreed nor disagreed 

and %52 of the students disagreed with the statement. Thus, it can be said that most of 

the students thought that doing exercises on computers will provide them to be more 

successful. 

Statement 4: It is hard for me to try to learn a subject on computers. 

Table 4.29 

Contingency Tables for Statement 4 

TOTAL (3) I agree (2) Neither Agree nor Disagree (1) I disagree 

25 2 6 17 

%100 8 24 68 

As it can be seen in Table 4.29 above, analyses of the data showed that %8 of 

the students agreed with the statement, %24 of the students neither agreed nor disagreed 

and %68 of the students disagreed with the statement. Thus, it can be said that computer 

assisted language learning was easy for students in terms of trying to cope with using 

computers. 
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Statement 5: Doing exercises on computers has allowed me to save time. 

Table 4.30 

Contingency Tables for Statement 5 

TOTAL (3) I agree (2) Neither Agree nor Disagree (1) I disagree 

25 15 8 2 

%100 60 32 8 

As it can be seen in Table 4.30 above, analyses of the data showed that %60 of 

the students agreed with the statement, %32 of the students neither agreed nor disagreed 

and %8 of the students disagreed with the statement. Thus, it can be said that most of 

the students thought that they uses their time more efficiently using computers for 

grammar exercises rather than being in a traditional classroom situation. 

Statement 6: If I had an access to the Internet at home, I would be able to do the 

exercises alone. 

Table 4.31 

Contingency Tables for Statement 6 

TOTAL (3) I agree (2) Neither Agree nor Disagree (1) I disagree 

25 23 2 0 

%100 92 8 0 

As it can be seen in Table 4.31 above, analyses of the data showed that %92 of 

the students agreed with the statement, %8 of the students neither agreed nor disagreed 

and none of the students disagreed with the statement. Thus, it can be said that almost 

all of the students thought that they were capable of doing exercises on their own. 

Therefore we can say that the computer program that was used in the implementation 

period was so easy to use and it was appropriate to the computer skills of the students 

who took part in the study. 

Statement 7: I have found both using a computer and doing exercises on a 

computer difficult. 
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Table 4.32 

Contingency Tables for Statement 7 

TOTAL (3) I agree (2) Neither Agree nor Disagree (1) I disagree 

25 2 5 18 

%100 8 20 72 

As it can be seen in Table 4.32 above, analyses of the data showed that %8 of 

the students agreed with the statement, %20 of the students neither agreed nor disagreed 

and %72 of the students disagreed with the statement. Thus, it can be said as mentioned 

for statement 8 that the computer program that was used in the implementation period 

was so easy to use and students were very relaxed while they were working with 

computers. 

Statement 8: It is easier to use a dictionary program on computer than using 

traditional paper dictionaries. 

Table 4.33 

Contingency Tables for Statement 8 

TOTAL (3) I agree (2) Neither Agree nor Disagree (1) I disagree 

25 23 2 0 

%100 92 8 0 

As it can be seen in Table 4.33 above, analyses of the data showed that %92 of 

the students agreed with the statement, %8 of the students neither agreed nor disagreed 

and none of the students disagreed with the statement. Thus, it can be said that since 

almost all of the students thought that it was easier to use a dictionary program on 

computer, a dictionary software support should be provided to students in order to assist 

the computer assisted language learning process.   
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Statement 9: It takes me more time to do exercises on a computer. 

Table 4.34 

Contingency Tables for Statement 9 

TOTAL (3) I agree (2) Neither Agree nor Disagree (1) I disagree 

25 5 4 16 

%100 20 16 64 

As it can be seen in Table 4.34 above, analyses of the data showed that %20 of 

the students agreed with the statement, %16 of the students neither agreed nor disagreed 

and %64 of the students disagreed with the statement. Thus, it can be said that 

computers helped students save time while doing online activities. 

Statement 10: I want to use computers on other subjects (e.g. history, maths, 

geography etc), too. 

Table 4.35 

Contingency Tables for Statement 10 

TOTAL (3) I agree (2) Neither Agree nor Disagree (1) I disagree 

25 15 5 5 

%100 60 20 20 

As it can be seen in Table 4.35 above, analyses of the data showed that %60 of 

the students agreed with the statement, %20 of the students neither agreed nor disagreed 

and %20 of the students disagreed with the statement. Thus, it can be seen that the 

majority of students (%60) were eager to use computer-based activities in other school 

subjects. This showed the positive attitude of students towards computers. 
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Statement 11: Being in the technology laboratory is boring. 

Table 4.36 

Contingency Tables for Statement 11 

TOTAL (3) I agree (2) Neither Agree nor Disagree (1) I disagree 

25 1 4 20 

%100 4 16 80 

As it can be seen in Table 4.36 above, analyses of the data showed that %4 of 

the students agreed with the statement, %16 of the students neither agreed nor disagreed 

and %80 of the students disagreed with the statement. Thus, the responses of students to 

statement 11 also supported the idea that students showed a positive attitude towards 

computer-classes, technology laboratories and the use of computers as part of the school 

curriculum. 

Statement 12: If I take my exams on a computer, I will be more successful. 

Table 4.37 

Contingency Tables for Statement 12 

TOTAL (3) I agree (2) Neither Agree nor Disagree (1) I disagree 

25 10 10 5 

%100 40 40 20 

As it can be seen in Table 4.37 above, analyses of the data showed that %40 of 

the students agreed with the statement, %40 of the students neither agreed nor disagreed 

and %20 of the students disagreed with the statement. Therefore more research should 

be conducted on computer-based testing and assessment. 
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Statement 13: I would like to spend more time in the technology laboratory. 

Table 4.38 

Contingency Tables for Statement 13 

TOTAL (3) I agree (2) Neither Agree nor Disagree (1) I disagree 

25 16 7 2 

%100 64 28 8 

As it can be seen in Table 4.38 above, analyses of the data showed that %64 of 

the students agreed with the statement, %28 of the students neither agreed nor disagreed 

and %8 of the students disagreed with the statement. As it was said for the statement 10 

and 11, students showed a positive attitude towards computer-classes, technology 

laboratories and the use of computers as part of the school curriculum. 

Statement 14: Using a computer is very complicated and difficult for me. 

Table 4.39 

Contingency Tables for Statement 14 

TOTAL (3) I agree (2) Neither Agree nor Disagree (1) I disagree 

25 1 4 20 

%100 4 16 80 

As it can be seen in Table 4.39 above, analyses of the data showed that %4 of 

the students agreed with the statement, %16 of the students neither agreed nor disagreed 

and %80 of the students disagreed with the statement. The high percentage of the 

students who did not agree with the statement showed that the students who took part in 

the study and who were assigned to the computer-based group did not have any 

significant problems in using a computer.  
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CHAPTER 5 

DISCUSSION AND CONCLUSION 

5.1 Introduction  

 The purpose of this study was to find out the effectiveness of computer-based 

grammar practice. Therefore two groups each including 25 participants were determined 

by taking into consideration the students’ end-of-term scores that were the averages of 

the three mid-term exam grades given during the first term of the year and a grammar 

pre-test was applied to both groups to determine whether the two treatment groups were 

equivalent at the beginning of the study and to determine the variation between the 

groups. This study was conducted on the sixth grade students of Sıraç Aydıntaşbaş 

Primary School in the second term, who still attend the same school. The two groups 

both were at the same level prior to the learning process and they were taught within the 

same syllabus. One of the groups did the grammar exercises on the computer and the 

other group carried out the same exercises and practices on the papers handed out them 

in the classroom. 

 The Grammatical Development of the groups was assessed by means of the 

post-test that was applied at the end of the study and the students’ initial answers to the 

grammar practice exercise questions were compared in order to check the effects of the 

type of practice on the students’ success during the study. In this way, it would be 

possible to see whether computer-based practice had a negative or positive effect in 

terms of difficulty in producing the answers.  

 The students were also given a questionnaire which was implemented to gather 

the qualitative data needed following the implementation of the study. As stated in 

Chapter 3 the questionnaire items which were prepared for both computer-based and 

paper-based groups aimed to find out students’ attitudes towards grammar practice in 

general. The items which were included in the first part of the questionnaire, which was 

only implemented to Computer-Based Group, aimed to investigate the students’ 

relationship with computers. The items which were included in the second part of the 

questionnaire which was applied only to Computer-Based Group concentrated on the 



 81 

attitudes of students towards using computers during the implementation process and 

computer-based grammar practice the present study focused on. 

5.2. Summary of Findings 

The following is a summary of the results of this investigation.  The findings are 

discussed according to both research questions; 

 Question 1 

 Does computer-based grammar practice have an effect on the students’ grammar 

skills? That is, is there a significant difference between the grammar development 

levels of the students who participated in the computer-based group and of those who 

participated in the paper-based group? 

 Result; 

 It has been statistically proven that there is no significant difference between the 

grammar development level of the students who took part in the computer-based group 

and the grammar development level of those who took part in the paper-based group.  

Question 2 

Does computer-based grammar practice have an effect on the students’ attitudes 

towards grammar practice activities?  

Result;  

It has been statistically proven that computer-based grammar practice has a 

positive effect on the students’ attitudes towards grammar practice activities.  
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5.3. Discussion and Pedagogical Implications 

The current study indicated that learners in the computer-based group reached 

the same grammar development level as the ones in the paper-based group and this is 

strongly supported by the data; the similarity between the scores of the grammar 

development levels of the two groups at the end of the study supports this conclusion. 

However questionnaire results showed that students in both computer-based and paper-

based group liked the exercises and they thought exercises were appropriate to their 

language level and they claimed that grammar exercises were important for English 

language learning. It was also came out from questionnaire results that students had a 

positive attitude towards using computers on grammar practice and they were eager to 

do more with computers. 

Before carrying out the study it was aimed to indicate that students were at the 

same language levels, which was an essence in point of the result reliability of the 

study. . Therefore the averages of the three mid-term exam grades given during the first 

term of the year were examined. As seen in Table 4.1 the results of the Mann-Whitney 

U test showed that there was no significant difference between the two groups (P > 

0.05) regarding their language levels prior to the study. 

At the beginning of the study a grammar pre-test was implemented to determine 

whether the two treatment groups were equivalent at the beginning of the study and to 

determine the variation between the groups. A Mann-Whitney U test analysis of the pretest 

scores for the computer and paper group was computed, the z value being -0.2737 and the p 

value was found to be 0.784 at the 0.05 level of significance. This showed that there was no 

significant difference between the computer and the paper group (P > 0.05). Figure 4.1 also 

illustrated the equivalence of the two groups in terms of their knowledge of the grammar 

topics included in the study. The standard deviations of the two groups for the pre- test 

(7.155 and 7.787) also showed the close equivalence of the members of the two groups 

regarding their grammar skills (Table 4.2). That grammar pre-test was also needed to 

examine the potential influence of prior knowledge of English on group equivalency 

and the two groups who took part in the study were first compared according to their 

language levels. As a result, it was proven that both groups were equal in terms of their 

language levels.  
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As stated before, in this study, three main specific grammar subjects were aimed 

to be practiced. These grammar subjects were Simple Present Tense, Present 

Continuous Tense and Comparison of these two tenses. At the beginning of each subject 

a brief explanation about the usage of each tense and time expressions used with these 

tenses in written form were distributed. There were also some sample sentences with 

illustrations after the explanations. All these intended to make students remember the 

subjects before they began practicing grammar points. 

The students’ initial answers to the grammar practice exercise questions were 

compared in order to check the effects of the type of practice on the students’ success 

during the study. By this way, it would be possible to see if computer-based practice 

had a negative effect in terms of difficulty in producing the answers. 

The grammar practice exercises were given in five sections. The first two of the 

exercises provided practice on the Present Simple Tense, the third and the fourth 

exercises were on the Present Continuous Tense and the last exercises focused on both 

structures. The sections were named as A,B,C,D and E. Mann-Whitney U test analysis of 

all these sections showed that there was no significant difference between the computer and 

the paper group (P > 0.05) ( Table 4.6, Table 4.7, Table 4.8, Table 4.9, Table 4.10).  

The post-test was administered to the same groups after the treatment process in 

order to compare the groups’ improvement in their knowledge of grammar topics 

included in the study. The pre-test and post-test results were compared within both 

groups in order to observe the effectiveness of the process by using the Wilcoxon Test. 

The results of the Wilcoxon Test, according to Table 4.3, revealed a significant 

difference within the paper group, as the z value was found to be -4.169 and the p value 

was found to be 0.001. In other words, the subjects in the paper group improved in 

terms of knowledge of grammar. The results of the Wilcoxon test implemented on the 

pre-test scores and the post-test scores of the computer group also showed a significant 

difference between the results of the tests, as the z value was found to be -3.415 and the 

p value was found to be 0.001 (Table 4.4). In other words, also the subjects in the 

computer group improved in terms of knowledge of grammar. As it can be seen in 

Table 4.5, A Mann-Whitney U test implemented on the post-test scores of the computer 

and the paper groups did not show a significant difference between the groups, as the z 
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value was found to be -0.6417 and the p value was found to be 0.521. The mean post-

test scores of both groups can also be seen in Figure 4.2. 

Consequently the numerical comparisons of the post-test results showed that 

there is no significant difference between the grammar development level of the 

students who took part in the computer-based group and the grammar development 

level of those who took part in the paper-based group. 

The questionnaire which was implemented to gather the qualitative data needed 

for the study included items specific to the students who were assigned to the computer-

based group and to the students who were assigned to the paper-based group and to all 

students. The common questionnaire items which were prepared for both computer-

based and paper-based groups aimed to find out students’ attitudes towards grammar 

practice in general. These seven items were compared by the implementation of chi-

square analysis, which is one of the most common and useful ways to look at 

information about the social world. The results were compared at the ‘0.05’ level of 

significance, as is common in language studies of this type and proportion. All the tests 

were conducted at a degree of freedom (Df=2). Students’ responses to the common 

questionnaire items are evaluated in Chapter 4. These common questionnaire items 

were: 

Statement 1: Grammar rules are very important in learning English. 

Statement 2: My lack of knowledge of grammar rules affects my success in 
English. 

Statement 3: It is very hard for me to learn English grammar rules. 

Statement 4: I often forget the grammar rules that I have learnt recently. 

Statement 5: The exercises were appropriate to my English level. 

Statement 6: The exercises helped me learn grammar topics. 

Statement 7: I would like to do more exercises like these. 

 As stated in Chapter 4, students in both groups mostly agreed with the Statement 

1 (Table 4.11), the Statement 2 (Table 4.12), the Statement 5 (Table 4.15), the 

Statement 6 (Table 4.16) and the Statement 7 (Table 4.17). However, students did not 

show a positive or negative attitude towards the Statement 3 (Table 4.13) and it was 
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clear that one third of the students agree and one third of them disagree and the rest did 

not show a positive or negative attitude towards the Statement 4 (Table 4.14). 

Consequently, it can be inferred from the result of common question items that, for 

students, grammar rules are very important and the exercises they did during the 

implementation period helped them learn grammar topics, they thought the exercises 

were appropriate to their English level and their lack of knowledge of grammar rules 

affects their success in English.. While they had no exact idea whether it was very hard 

to learn English grammar rules, some of them thought they often forgot the recently 

learnt grammar rules. 

 The items which were included in the first part of the questionnaire that was 

only implemented to computer-based group aimed to investigate the students’ 

relationship with computers. All of the students in computer-based group had an idea of 

having moderate or strong computer skills (Table 4.18), they articulated that working 

with the computers was fun (Table 4.19). Unfortunately only % 40 of the students had 

computers in their homes and 40 % of the students who had personal computers in their 

homes had internet connection (Table 4.20, Table 4.21). It is also found out from the 

first part of the questionnaire that nearly half of the students did not have a chance to 

use computers or had only a limited time to use computers and the Internet (Table 4.22, 

Table 4.23). Since the technology has rapidly developed in the last decade and since 

computers have become an inevitable part of our life and education, every student is 

supposed to possess a personal computer in his/her house. Analyses of the data showed 

that %20 of the students used any computer software to learn English. In fact, these 

types of computer software that %20 of the students benefited before this study are tools 

that learners use as a supplementary material while studying the target language. In 

addition to these, hardly any of the students used a web-based learning software. 

Therefore it could be said that primary school students should be encouraged to spend 

more time in front of the computers in technology classrooms and parents should be 

aware of the fact that computers make students have positive attitudes towards their 

classes and schools in general.  

The items which were included in the second part of the questionnaire that was 

only implemented to Computer-Based Group concentrated on the attitudes of students 

towards using computers during the implementation process and computer-based 
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grammar practice which the present study focused on. As mentioned in Chapter 4, 

analyses of these fourteen items showed that students were happy and untroubled in the 

technology classroom; most of them thought doing exercises on computers was 

enjoyable and doing exercises on computers facilitated learning the subject and trying to 

learn a subject on computers was very easy and enjoyable; they expressed that they 

would like to spend more time in the technology laboratory and most of the students 

think that they use their time more efficiently using computers for grammar exercises 

rather than being in a traditional classroom situation. Results also demonstrated that 

using a dictionary program on computer is easier than using traditional paper 

dictionaries for students and most of them think if they did the exercises on papers 

rather than on a computer, they would understand better. Finally it can be concluded 

that students show a positive attitude towards computer-classes, technology laboratories 

and the use of computers as part of the school curriculum. 

5.4. Recommendations for Future Research 

Considering the findings together with the limitations of this study, several 

recommendations can be made for future research. 

First, this study has focused on a small group of participants (25 students). 

Another study with a larger group of EFL students is recommended to see if the 

findings can be generalized to a larger group. Additionally, time allocated to this study 

is just six weeks. Same kind of study is recommended to be carried out in a more 

extended period; a whole academic year or more.  

Second, since the participants in this study were students of a regular state 

primary school, they engaged English in four classes a week. Most of students do not 

find it essential to keep busy with English after they graduate from their schools. After 

making the students realize that knowing English would be a useful qualification, it may 

be considered challenging but such a computer assisted grammar practice program can 

be carried over their whole educational life and it can be observed if continuing 

computer assisted grammar practice program helps those students keep or even develop 

their existing language proficiency.          
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 Third, the current study has been organized to see if computer assisted grammar 

practice program has effects on the grammar development levels of EFL students. 

Another study can be done to see if computer assisted grammar practice program has 

also effects on other language skills such as vocabulary development, writing 

development or language proficiency in general.  

Fourth, this study has been performed with a computer software which was 

developed by our computer programmer and it calculated the scores of multiple choice 

questions and presented the results instantly and stored students’ replies for fill-in-the 

blanks and sentence formation exercises. It gave immediate feedback to the students 

which was especially useful for such grammar drills to be completed in a short time and 

made grammar subjects more permanent for students. This software may be improved 

for other kinds of grammar activities or practicing other grammar topics and teaching 

English as a whole.  

Another investigation where the focus is on web-based computer assisted 

grammar practice is needed. In fact the program that was used in the present study was a 

web-based one. This feature made the program appropriate for use at home individually 

by the students.  

More complicated programs which cover larger language areas and also the 

skills would be useful in order to investigate the long term effectiveness of such 

programs.  

5.5. Conclusion  

 For language teachers, how to motivate students is an important issue.  In the 

ESL and EFL context there is a tendency towards the use of technology. Little attention 

has been given to computer assisted grammar practice to facilitate learning, since using 

computers in a language classroom needs a tiring and time consuming preparation 

process for teachers and the language learning software which is currently on the market 

generally aims to teach English in general and they mostly unsuitable for the school 

curriculum. There are some websites on grammar practice but for teachers most of them 

are either very complicated or doesn’t meet the demand for necessary grammar subjects. 
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The current study was not able to demonstrate the positive effect of a computer 

assisted grammar practice on students’ grammar development levels. However, it did 

show impressive results on students’ attitudes to learning English. Given the importance 

using computers in language acquisition and the support for grammar practices using 

computers, it seems logical to consider the use of technology classrooms in order to 

promote language learning and to create more enjoyable environments for acquiring the 

foreign language.   

“We can rest assured that computers will never replace teachers, but … ‘teachers 

who use computers will replace teachers who don’t’.” (Moeller, 1997, p.12) 
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Appendix A1: Handout tests on Simple Present Tense 
 

SIMPLE PRESENT TENSE 
Present Simple Tense yani geniş zamanı tekrarlanan olaylardan bahsederken kullanmaktayız. 
Örneğin hergün 7’de kalktığımızı, 8’de evde çıktığımızı, her hafta sinemaya gittiğimizi geniş 
zaman ile anlatmaktayız.  

 
 
 

SIMPLE PRESENT TENSE 
POSITIVE FORM NEGATIVE FORM  POSITIVE FORM NEGATIVE FORM 

 I walk 
You walk 
We walk 
They walk 

  I don’t walk. 
 You don’t walk. 
 We don’t walk 

     They don’t walk. 

 
 
 
 

He walks. 
   She walks.  
   It walks. 

He doesn’t walk 
She doesn’t walk. 

    It doesn’t walk. 

 
 

 
 

 
 
 
 
 

DO 

I 
YOU 
WE 

THEY 

   like hamburger ? 
   have luch at 12:00 ? 
   do exercise every morning ? 

   

DOES 
HE 

SHE 
IT 

   like hamburger ? 
   have lunch at 12:00 ?  
   do exercise every morning ? 

QUESTION FORM 

TIME EXPRESSIONS IN SIMPLE PRESENT TENSE 
 
Time expressions zaman belirten ifadelerdir ve İngilizce'de her zaman için farklı ifadeler 
kullanılır.  
 
always (daima)    She always listens to classical music. (O hep klasik müzik dinler.) 
usually (genellikle)   I usually go to cinema at weekends. (Genellikle haftasonları sinemaya 
giderim.) 
often (sık sık)   They often visit us. (Bizi sık sık ziyaret ederler.) 
sometimes (arasıra)   She sometimes writes me a letter. (Bana arasıra mektup yazar.) 
rarely (nadiren)   I rarely smoke. (Nadiren sigara içerim.) 
never (hiç, asla)   I never drink alcohol. (Hiç alkol içmem.) 
every day/year/week etc. (her gün/yıl/hafta vs.) I go to work every day. (Hergün işe 
giderim.) 
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Things Mr Bean does every Monday morning. 

 

Every Monday Mr Bean wakes up at 6.00 am. 

 

He gets up at 6.15 am, 

 

and goes to the bathroom. 

 

He usually has a shower, 

 

then he has a shave and brushes his teeth. 

 
 

He eats breakfast at about 7.00 am. 

 

After breakfast he reads the newspaper. 

 

At 7.30 am he goes to work. 
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Things Mr Bean does and doesn't do on Saturday mornings. 

  

On Saturday Mr Bean doesn't wake up 
at 6.00 am.  
He wakes up at 8.00 am. 

  

He doesn't get up at 6.15 am.  
He gets up at 9.00 am. 

 

 

He doesn't go to the office.  
He goes to the bathroom. 

  

He doesn't have a shower.  
He has a bath. 

 
 

After his shower he doesn't have a cup 
of coffee.  
He has a shave and brushes his teeth. 

  

He doesn't eat breakfast at about 7.00 
am.  
He eats breakfast at about 10.00 am. 

 
 

After breakfast he doesn't read the 
newspaper.  
He goes for a run. 

  

After his run he doesn't go to work.  
He usually visits friends. 
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Let's ask Mr Bean what he does at work every day 

"Mr Bean, what do you 
do?" 

 

"I'm a teacher." 

"What do you teach?" 

  

"I teach English." 

"Where do you work?" 

  

"I work at a language 
school in London. 

"Do you usually walk 
to work?" 

 

"No, I always drive." 

"What time do you 
usually start?" 

 

"I usually start work at 
9.00 am." 

"How many classes do 
you teach?" 

 

"I usually teach three 
classes a day." 

"Do you ever teach 
evening classes?" 

 

"No, never. I only teach 
in the day." 

"Do you ever teach on 
a Saturday?" 

 

"Yes, but only 
sometimes." 
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"Does anyone else 
teach English?" 

 

"Yes, there is one other 
English teacher, Miss 
Smith." 

"Does she teach every 
day?" 

 

"No, she only works 
part-time. She teaches 
Monday to Wednesday. 
She never teaches at the 
weekend." 

"What time do you 
usually finish work?" 

 

"I usually finish work at 
4 o'clock." 

Lets ask a few questions about Mr Bean. 

 

Q- "What does Mr Bean do?" 
A- "He's a teacher." 
 
Q- "Is he sitting?" 
A- "No, he isn't sitting, he's standing. 

  

Q- "What does he teach?" 
A- "He teaches English."  
 
Q- "What is he doing?" 
A- "He's holding a flag." 

  

Q- "Where does he work?" 
A- "He works at a language school in 
London." 
 
Q- "Is he working there today?" 
A- "No, he isn't working there today, it's 
shut." 

 

Q- "What is he doing today?. 
A- "He's driving to Nottingham." 
 
Q- "Does he often drive to Nottingham." 
A- "No, he usually takes the train." 
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A) CHOOSE THE CORRECT ANSWER.  
THE TIME IS EVERY DAY, USUALLY, SOMETIMES.   

I     
You 
We 
They 

work. 
play. 
study. 
wash. 

He  
She 
It 

works  
plays  
studies  
washes  

1. He_______ English every day.  

a. speak  

b. speaks  

c. speakes  

d. speakies  

2. Sometimes we ___________ Spanish in class.  

a. speaking  

b. speaks  

c. speakes  

d. speak  

3. Svetlana ______________ Russian.  

a. speaks  

b. speakes  

c. speak  

d. speakies  

4. Victoria and Rosario __________ Spanish  

a. understands  

b. understand  

c. understandes  

d. understanding  

5. Sergio _________ English.  

a. studies  

b. studys  

c. studyes  

d. study  

6. Alex and Olga __________ English every day.  

a. studys  

b. studies  
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c. study  

d. studes  

7. We always _______ a break at 7:20.  

a. take  

b. taking  

c. takes  

d. taks  

8. Sometimes Felipe _______ a very long break.  

a. take  

b. takes  

c. taks  

d. taking  

9. The students often ________ to the cafeteria for the break.  

a. going  

b. gos  

c. goes  

d. go  

10. One student _________ outside to smoke.  

a. go  

b. goe  

c. gos  

d. goes  

11. After 20 minutes, they ________ back to the classroom.  

a. come  

b. came  

c. comes  

d. com  

12. Paula _________ in English.  

a. read  

b. reads  

c. reades  

d. readies  
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13. Librado sometimes __________ home.  

a. stay  

b. stays  

c. staies  

d. staes  

14. Almost every day, we _______ in English.  

a. writing  

b. writ  

c. writes  

d. write  

15. Sometimes Olga _______ her boyfriend through the window.  

a. watch  

b. watchs  

c. watches  

d. watches  

16. He _________ in a different class.  

a. study  

b. studes  

c. studyes  

d. studies  

17. Every Wednesday, we ________ the computer lab.  

a. use  

b. uses  

c. uss  

d. us  

18. We ________ the computer screen.  

a. watch  

b. watches  

c. watchs  

d. watching  

19. Computers _______ fun!  

a. am  

b. is  
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c. are  

d. be  

20. After school, we all _______ home.  

a. go  

b. going  

c. gos  

d. goes  

 

B) CHOOSE THE CORRECT ANSWER.  
THE TIME IS “every day, usually, sometimes”.   
 

1. Bob __________ an old car. 
     a. have      b. haves     c. does have      d. has    
 
2. They _____________ electrical engineers. 
     a. are      b. is      c. be       d. do be  
 
3. We ___________ for Ford.  
     a. works    b. work     c. working      d. workes  
 
4. I ____________ happy with the report. 
     a. be not     b. am't      c. 'm not      d. don't 
be  
 
5. She _________ English food. 
     a. don't like     b. liken't     c. doesn't like     d. not like  
   
6. They ___________ breakfast in the morning. 
     a. don't have    b. haven't     c. doesn't have     d. not 
have  
 
7. ___________ ready? 
     a. You are     b. Be you     c. Are you      d. Is you  
 
8. Where ___________ ? 
     a. do you work    b. are you work    c. work you      d. you 
work  
 
9. When _____________ the office? 
     a. leaves he     b. do he leave    c. leaves he      d. does 
he leave  
 
10. _____________ Japanese food? 
     a.Do you like    b.You like     c.Does you like     d.Like you  
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F) Present Simple Negative Verbs 

1. Tom ___ like chocolate ice cream. 
a. doesn’t     b. don’t 

2. You ___ understand, do you? 
a. doesn’t     b. don’t 

3. Dr. Watson ___ smoke, does he? 
a. doesn’t     b. don’t 

4. We ___ like classical music very much. 
a. doesn’t       b. don’t 

5. She ___ want any milk. 
a. doesn’t       b. don’t 

6. Mr. Hill ___ live in New York. He lives in Boston. 
a. doesn’t    b. don’t 

7. Rice ___ grow in cold climates. 
a. doesn’t          b. don’t 

8. They like coffee, they ___ like tea. 
a. doesn’t          b. don’t 

9. We are new here. We ___ know him. 
a. doesn’t          b. don’t 

10. Harry has bad breath because he ___ brush his teeth very often. 
a. doesn’t          b. don’t 

11. We are rich so we ___ work. 
a. doesn’t          b. don’t 

12. Dave speaks English, French, and German, but he ___ speak Italian. 
a. doesn’t          b. don’t 

13. They ___ sell tickets anymore. 
a. doesn’t          b. don’t 

14. It is really a cheap restaurant, it ___ cost much to eat there. 
a. doesn’t          b. don’t 

15. I have a television, but I ___ watch it often. 
a. doesn’t          b. don’t 

16. We live close to the sea, but we ___ go often. 
a. doesn’t          b. don’t 

17. I love sumo, but I ___ like boxing. 
a. doesn’t          b. don’t 

18. You ___ like me very much, do you? 
a. doesn’t          b. don’t 

19. My son ___ like skiing. He likes snowboarding now. 
a. doesn’t          b. don’t 

20. Ahmet, Hüseyin and I ___ watch television at weekends. 
a. doesn’t          b. don’t 
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G) Present Simple Verbs 

1. She ___ four languages. 
a. speak               b. speaks 

2. Jane is a teacher. She ___ French. 
a. teach                b. teaches 

3. When the kettle ___, will you make some tea? 
a. boil                  b. boils 

4. I always ___ the window at night because it is cold. 
a. close                b. closes 

5. Those shoes ___ too much. 
a. cost                 b. costs 

6. The food in Japan is expensive. It ___ a lot to live there. 
a. cost                 b. costs 

7. His job is great because he ___ a lot of people. 
a. meet               b. meets 

8. He always ___ his car on Sundays. 
a. wash               b. washes 

9. My watch is broken and it ___ to be fixed again. 
a. need               b. needs 

10. I ___ to watch movies. 
a. love                b. loves 

11. I ___ to the cinema at least once a week. 
a. go                  b. goes 

12. They never ___ tea in the morning. 
a. drink               b. drinks 

13. We both ___ to the radio in the morning. 
a. listen              b. listens 

14. He ___ a big wedding. 
a. want               b. wants 

15. George ___ too much so he's getting fat. 
a. eat                  b. eats 

16. The earth ___ round the sun, doesn't it? 
a. go                   b. goes 

17. The shops in England ___ at 9:00 in the morning. 
a. open                b. opens 

18. The post office ___ at 5:30 pm. 
a. close                b. closes 

19. Jackie ___ two children now. 
a. has                   b. have 

20. Mr. Smith ___ too much. He always has a cigarette in his mouth. 
a. smoke              b. smokes 

21. When the phone ___, please answer it.                                           
a. ring                  b. rings 
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H) DO / DOES 
1.  ________    you like chocolate?  

2.  ________   he go to the beach very often?  

3.  ________    we have any pens?  

4.  ________   she know you?  

5.  ________   it close at 6.30 pm?  

6.  ________   they smoke?  

7.  ________   I look funny in these jeans?  

8.  ________   Bill and Anne like each other?  

9.  ________   she speak German?  

10.  ________   you want to go to the movies? 

11.   ________ you write with a pencil? 

12.   ________ your father make breakfast? 

13.   ________ your teachers check the homework?  

14.   ________ you and your sister feed the pets? 

15.   ________ you send text messages? 

16.   ________ your friend visit museums? 

17.   ________ your cats climb trees?  

18.   ________ you learn to cook at school?  

19.   ________ your sister play badminton? 

20.   ________ your grandparents go on holiday? 

21.   ________ the children walk to school? 

22.   ________ your friend like films? 

23.   ________ they have lunch at school? 

24.   ________ he read comics? 

25.   ________ Jenny and John get up early? 

26.   ________ Jully bark at nights? 

27.   ________ you like ice cream? 

28.   ________ your brother like fried potatoes? 

29.   ________ your mother like cold tea or hot tea?  

30.   ________ you like presents? 
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I) FILL IN THE BLANKS: DO / DOES / DON’T / DOESN’T 
  
  

a) DO                 b) DOES              c) DON’T        d) DOESN’T 

 

1) ________ you like hamburgers?  

- Yes, I ________. 

 2) ________ you like coffee? 

- No, I ________ . 

 3) ________ Peter play ice-hockey? 

- Yes, he ________. 

 4) ________ Liz play golf? 

-No, she ________ . 

 5) ________ you watch TV a lot? 

- No, I ________.  

 6) ________ he run fast? 

- Yes, he ________. 

 7) ________ you work on Mondays?  

- No, I ________. 

 8) ________ the library open at nine thirty or at ten? 

- Yes, it ________ . 

 9) ________ the shops open on Friday evenings? 

- No, they ________. 

     10) ________ the bank open at nine thirty? 

- No, it ________ . 
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J) MAKE NEGATIVES. USE “isn’t, aren’t, am not, don’t, doesn’t”  

 
a) isn’t    b)  aren’t    c) am not    d) don’t    e) doesn’t 

1) We have some milk.  
 - We ________ have any milk.  
2) Mother sews Jenny’s jeans. 
 - Mother ________ sew Jenny's jeans. 
3) I hate Maths lessons.  
 - I ________ hate Maths lessons. 
4) The monkey likes to eat bananas.  
 - The monkey ________like to eat bananas.  
5) My parents often watch westerns.  
 - My parents ________ often watch westerns. 
6) All children like ice cream.  
 - All children ________like ice cream. 
7) The monkey wants some bananas.  
 - The monkey ________want some bananas. 
8) They are hungry.  
 - They ________ hungry.  
9) Every Sunday we get up early.  
 - Every Sunday we ________get up early. 
10) Sometimes Peter is very tired.  
 - Sometimes Peter ________ very tired. 
11) I am a good pupil.  
 - I________  a good pupil. 
12) School always starts at seven o’clock.  
 - School ________ always  start seven o'clock. 
13) On Friday we always have our piano lesson.  
 - On Friday we ________ always  have our piano lesson. 
14) In Summer it’s sometimes very hot.  
 - In Summer it ________ sometimes very hot. 
15) Mum washes all my dirty clothes.  
 - Mum ________ wash all my dirty clothes. 
16) Peter has a brother.  
 - Peter ________have a brother. 
17) The frog is under the caravan.  
 - The frog ________ under the caravan. 
18) They are cool.  
 - They ________ cool. 
19) Dad buys a new car.  
 - Dad ________ buy a new car. 
20) The boys play football.  
- The boys ________ play football. 
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M) Complete the dialogue 
 

1.   A:   Does she like chocolate Ice cream? 
B:  No, she doesn’t   
A: What does she like?  
B:  She likes vanilla ice cream.          (vanilla) 
                                                                     
 

2.   A:   Does Susan need a new dress? 
B:  No,  
A: 
B:                                                                            (skirt) 
 

3.   A:   Do they drink milk? 
B:  No,  
A: 
B:                                                                            (tea) 
 

4.   A:   Does he paint houses? 
B:  No,  
A: 
B:                                                                            (shops) 
 

5.   A:   Does he like dogs? 
B:  No,  
A: 
B:                                                                            (cats) 
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Appendix A2: Handout Exercises on Simple Present Tense 
C) WHAT DO YOU DO EVERYDAY? 
WHAT DOES YOUR FATHER DO EVERYDAY? 

Example:Example:Example:Example:            I get up at 6 o’clock    

              My father gets up at 6.30 o’clock 
Get up 

I …………… 

My father ……………….. 
Take a shower 

I……….. 

My father…………. 
Get dressed 

I……….. 

My father…………. 
Brush your teeth in 

the morning 

I……….. 

My father…………. 
Go to school 

I……….. 

My father…………. 
Eat lunch 

I……….. 

My father…………. 
Get home 

I……….. 

My father…………. 
Do my homework 

I……….. 

My father…………. 
Eat dinner 

I……….. 

My father…………. 
Go to bed 

 
D) USE do not and does not… to make a negative sentence.  

1. I have a girlfriend.   
- I don’t have a girlfriend. 

2. He has many skills. 
 
 

3. They have a dog. 
 
 

4. My uncle has a new watch. 
 
 

5. He and I have a car. 
 
 

6. We have a CD player.   
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K) MAKE SENTENCES IN THE PRESENT SIMPLE TENSE USING 
“always, usually, often, sometimes, never, every, ……..” 
 
Example:  The weather / be / warm / in Antalya. 
                   The weather is always warm in Antalya. (always) 

   
   Tom / visit / his uncle / at weekends. (often) 

      Tom often visits his uncle at weekends. 
 

1) I / be / late / for the class. 
…………………………………………………………………………… (never) 
2) The seven o’clock train / arrive / on time. 
…………………………………………………………………………….. (never) 
3) My mother / smoke. 
……………………………………………………………………………… (never) 
4) My father / speak / in his sleep. 
……………………………………………………………………………… 
(sometimes) 
5) We / have / our dinner / at 7 pm. 
……………………………………………………………………………… (usually) 
6) Hande / help her mother / in the kitchen. 
……………………………………………………………………………… (often) 
7) Bears / sleep / in their caves. 
………………………………………………………………………………(every 
winter) 
8) We / go on / a holiday. 
……………………………………………………………………………… (twice a 
year) 
9) Mrs. Tetik / cook / chicken. 
…………………………………………………………………………… (every 
Sunday) 

 
 
 
L) PUT THE WORDS IN THE CORRECT ORDER TO MAKE QUESTIONS.  

ADD do OR does AS NEEDED.( Gerekli yerlere do ve does ekleyin ) 
 

Example:          he / like / what / ? 
 
 

1. Mary / like / who / ? 
 
 

2. you / play / soccer / who / with / ? 
 
 

3. he / what / want / ? 
 
 

4. Mr. Chung / teach / what / ?  

What does he like? 
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5. They / homework / their / who / with / ?   

 
 

 
 
 
M) Complete the dialogue 

 

1.   A:   Does she like chocolate Ice cream? 
B:  No, she doesn’t   
A: What does she like?  
B:  She likes vanilla ice cream.          (vanilla) 
                                                                     
 

2.   A:   Does Susan need a new dress? 
B:  No,  
A: 
B:                                                                            (skirt) 
 

3.   A:   Do they drink milk? 
B:  No,  
A: 
B:                                                                            (tea) 
 

4.   A:   Does he paint houses? 
B:  No,  
A: 
B:                                                                            (shops) 
 

5.   A:   Does he like dogs? 
B:  No,  
A: 
B:                                                                            (cats) 

 
N) Read these sentences. Tick (√ ) the correct sentences. Change the 
other sentences and write true sentences about yourself. 

Example:I speak Turkish, Spanish and German.  
    _____I don’t speak Turkish, Spanish and German________ 
 

1. My parents work at a bank. 
________________________________________________ 

2. I study Law at the university. 
_________________________________________________ 

3. I don’t live in a big city. 
____________________________________________________ 

4. I have a big meal at lunchtime. 
___________________________________________________ 

5. I live with my friend’s parents. 
___________________________________________________ 
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6. I don’t eat lunch at school 
____________________________________________________ 

7. We have eight lessons everyday. 
__________________________________________________ 

8. We  go to school on weekdays. 
____________________________________________________  

9. I sit with Esra in school. 
_______________________________________________ 

 
O) Read the text and answer the questions. 

People have quite a different life in Italy. Most people get up a bit late. They 
don’t have a big breakfast in the mornings. They only drink coffee and eat a small 
croissant. Then they go to work. Some people go to work by bus in big cities. But most 
people have small cars and they drive to work. Most people start work at 9:00 and the 
shops open at 9:00 too. Some shops close at 7:00 and some close at 8:00, but they have 
a nice break. Shops close at 12:00 and don’t open before 2:00 in the afternoon. People 
have a rest and sleep after lunch. They call this time “siesta”.  

Italians have a big, long and late dinner in the evenings. And they eat a lot of 
pasta and pizza.  They also drink a lot of wine at lunch and dinner. They also drink lots 
of coffee. Restaurants close at 12:00 at night and people go to bed after this time. What 
do you think? Don’t they have a different life? 
 
1. When do Italians get up? 
 
2. What do they have at breakfast? 
 
3. How do they go to work in the mornings? 
 
4. When do they start work? 
 
5. When do the shops close for lunch? 
 
6. What do people do after lunch? What do they call this? 
 
7. Do they have an early dinner? 
 
8. What do they have for dinner? 
 
9. What do they drink at lunch and dinner? 
 
10. When do the restaurants close at night? 
 
11. What time do people go to bed? 
 
 
P) Fill in the blanks. Use the correct form of the verbs. 
 
  Have _ study – dislike – meet – do-   use - Smoke – cry – watch - have 
 
1. My parents ____________________ 20 cigarettes a day. 
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2. We _________________ a bath on Sundays. 
3. The babies ______________ a lot. 
4. We  ______________ her computer everyday. 
5. Her school friends ______________ ‘televole’ 
6. The schools ______________ lunch at 12. 
7. We ___________ a lot of different things in our free time. 
8. My twin brothers ________________ medicine at University. 
9. My job is interesting. I __________ a lot of people. 
10. I and my family _______________TV at nights. 

 
 
R) Answer the following questions 
1-Where do you live? 
 
2-Do you live in a house or in an apartment flat? 
 
3-How many people are there in your family? 
 
4-Does your father go to work every day? 
 
5-Does your brother/sister go to school? 
 
6-Which school does he/she go? 
 
7-What time do you get up in the morning? 
 
8-What do you have/eat at breakfast? 
 
9-Who prepares your breakfast? 
 
10-What do you do after breakfast? 
 
11-What time does your father leave home in the morning? 
 
12-How do you travel to school? 
 
13-How long does it take you to go to school? 
 
14-What time does the first lesson begin? 
 
15-How many lessons do you have each day? 
 
16-Do you eat lunch at school? 
 
17-What time does the school finish in the afternoon? 
 
18-What time do you arrive home? 
 
19-What time do you have lunch? 
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20-What time does your dad come from work? 
 
21-What do you like doing in the evening? 
 
22-When do you do your homework? 
 
23-What do your parents do in the evening? 
 
24-What time do you go to bed? 
 
25-Do you ever have dreams? 
 
26-What do you do in your free time? 
 
27-What does your mum do at the weekends? 
 
28-Do you play a musical instrument? 
 
29-What languages do you speak? 
 
30-What sports does your dad play? 
 
31-Does your mum play any sports? 
 
32-What do you do at weekends? 
 
33-Do you like pop music? Does your friend like pop music? 
 
34-Which food don’t you like? 
 
35-Do  you always drink milk? Does your sister drink milk? 
 
36-When does your mum visit her friends? 
 
37-How often does your mum make cakes? 
 
38-How often do you go swimming? 
 
39-Where does your dad do the shopping? 
 
40-Who helps you with your homework? 
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Appendix A3: Answer Key for Simple Present Tense 

ANSWER KEY 
A) CHOOSE THE CORRECT ANSWER.  

THE TIME IS EVERY DAY, USUALLY, SOMETIMES.   
1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 

B D B B A C A B D D A B B D C D A A C A 

 

B) CHOOSE THE CORRECT ANSWER.  
THE TIME IS “every day, usually, sometimes”. 

1 2 3 4 5 6 7 8 9 10 

D A B C C A C A D A 

 

C) WHAT DO YOU DO EVERYDAY? 
WHAT DOES YOUR FATHER DO EVERYDAY? 

I take a shower at 6.45 o’clock. 

My father takes a shower at 7.00 o’clock. 

I get dressed at 7.00 o’clock. 

My father gets dressed at 7.15 o’clock. 

I brush my teeth at 7.10 o’clock in the morning. 

My father brushes his teeth at 7.30 o’clock in the morning. 

I go to school at 7.20. 

My father goes to work at 8.00 o’clock. 

I eat lunch at 13.30 o’clock. 

My father eats lunch at 13.00 o’clock. 

I get home at 13.00 o’clock. 

My father gets home at 17.00 o’clock 

I do my homework at 16.00 o’clock. 

My father does his homework at 21.00 o’clock. 

I eat dinner at 20.00 o’clock. 

My father eats dinner at 20.00 o’clock. 

I go to bed at 22.00 o’clock. 

My father goes to bed at 23.00 o’clock. 

 
D) USE do not and does not… to make a negative sentence. 
He does not have many skills                           He doesn’t have many skills 
They do not have a dog.            They don’t have a dog. 
My uncle does not have a new watch           My uncle doesn’t have a new watch 
He and I do not have a car.            He and I don’t have a car. 
We do not have a CD player.             We don’t have a CD player. 
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E) Write true sentences about yourself.  Use have or don’t have. 
2) I don’t have a car. 3) I have a sister. 4) I don’t have a dog.  
5) I have a computer. 6) I have a CD player. 

F) Present Simple Negative Verbs 

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 

A B A B A A A B B A B A B A B B B B A B 

 

G) Present Simple Verbs 

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 

B B B A A B B B B A A A A B B B A B A B B 

 
H) DO / DOES 
 

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 

A B A B B A A A B A A B A A A 

16 17 18 19 20 21 22 23 24 25 26 27 28 29 30 

B A A B A A B A B A B A B B A 

 
İ) FILL IN THE BLANKS: DO / DOES / DON’T / DOESN’T 

 
 
 
 

J) MAKE NEGATIVES. USE “isn’t, aren’t, am not, don’t, doesn’t”  

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 

D E D E D D E B D A C E D A E E A B E D 

 

K) MAKE SENTENCES IN THE PRESENT SIMPLE TENSE 
USING “always, usually, often, sometimes, never, every, ……..” 
1) I am never late for the class (never) 
2) The seven o’clock train never arrives on time. (never) 
3) My mother never smokes.(never) 
4) My father sometimes speaks in his sleep (sometimes) 
5) We usually have our dinner at 7 pm.(usually) 
6) Hande often helps her mother in the kitchen. (often) 
7) Bears sleep in their caves every winter. (every winter) 
8) We go on a holiday  twice a year. (twice a year) 
9) Mrs Tetik cooks chicken every Sunday. (every Sunday) 

 

1 2 3 4 5 6 7 8 9 10 
A A B B A B A B A B 
A C B D C B C B C D 
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L) PUT THE WORDS IN THE CORRECT ORDER  
ADD do OR does AS NEEDED( Gerekli yerlere do ve does ekleyin ) 
1) Who does Mary like? 
2) Who do you play soccer with? 
3) What does he want? 
4) What does Mr Chung teach? 
5) Who do they do their homework with? 

M) Complete the dialogue 
2) A:   Does Susan need a new dress?   B:  No, she doesn’t  
      A: What does she need?   B:  She needs a new skirt. 
3) A:   Do they drink milk?       B:  No, they don’t  
     A:  What do they drink?    B:  They drink tea 
4) A:   Does he paint houses?   B:  No, he doesn’t 
     A:   What does he paint?   B:   He paints shops. 
5) A:   Does he like dogs?         B:  No, he doesn’t  
     A:   What does he like?       B:   He likes cats 

 

N) Read these sentences. Tick (√ ) the correct sentences. Change the 
other sentences and write true sentences about yourself. 

1) My parents don’t work at a bank 
2) I don’t study law at the university 
3) I live in a big city. 
4) I don’t have a big meal at lunch time 
5) I don’t live with my friend’s parents 
6) (√ ) 
7) We don’t have eight lessons everyday  
8) (√ ) 
9) I don’t sit with Esra in school. 

O) Read the text and answer the questions. 
1) They get up a bit late. 
2) They drink coffee and eat a small croissant. 
3) Some people go to work by bus but most people go to work by their cars. 
4) They start work at 9.00. 
5) The shops close for lunch at 12.00. 
6) They sleep and have a rest. They call this “siesta”. 
7) No, they don’t. 
8) They eat a lot of pasta and pizza. 
9) They drink a lot of wine at lunch and dinner. 
10) They close at 12.00 at night. 
11) They go to bed after 12.00 at night. 

P) Fill in the blanks. Use the correct form of the verbs. 
1) smoke  2) have  3) cry  4) use  5) dislike  6) have  7) do  8) study  9) serve  10) 
watch 

 

R) Answer the following questions 
1) I live in Konya. 

2) I live in an apartment flat. 
3) There are 5 people in my family. 
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4) No, he doesn’t 
5) Yes, he/she does. 
6) He/she goes to Sıraç Aydıntaşbaş Primary School. 
7) I get up at 6.30 o’clock. 
8) I have bread, olive, cheese and egg at breakfast. 
9) My mother prepares my breakfast. 
10) I wear my uniform after breakfast. 
11) He leaves home at 8.00 o’clock 
12) I travel to school by bus. 
13) It takes 15 minutes to go to school. 
14) It begins at 7.40 o’clock. 
15) I have 6 lessons each day. 
16) No, I don’t. 
17) It finishes at 12.40 o’clock. 
18) I arrive at home at 1.00 o’clock. 
19) I have lunch at 1.30 o’clock.  
20) He comes from work at 7.00 o’clock. 
21) I like reading books in the evening. 
22) I do my homework in the afternoon. 
23) They watch TV. 
24) I go to bed at 23.00 o’clock. 
25) Yes, I do. 
26) I use computer in my free time. 
27) She watches TV at the weekends. 
28) No, I don’t. 
29) I can speak Turkish and English. 
30) He plays football. 
31) No, she doesn’t. 
32) I play with my friends. 
33) Yes I do.          Yes, he does. 
34) I don’t like macaroni. 
35) Yes, I do. / No, I don’t     Yes, she does / No, she doesn’t 
36) She visits her friends at weekends. 
37) She makes cakes once a month. 
38) I go swimming once a month. 
39) He does shopping in Afra. 
40) My father helps me with my homework. 
41) My uncle sometimes visits my family. 
42) My mother never listens to pop music in my family. 
43) She lives in Konya. 
44) No, they don’t. 
45) I like Maths best. 
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Appendix B1: Handout Tests and Exercises on Present Continuous Tense 
 

PRESENT CONTINUOUS TENSE 
 Present Continuous Tense yani şimdiki zamanı içinde bulunduğumuz anda 
devam eden ve yapmakta olduğumuz olaylardan bahsederken kullanmaktayız. 
Örneğin "Şimdi çay içiyorum." "Babam gazete okuyor." gibi cümleleri geniş 
zaman ile ifade etmekteyiz.  

POSITIVE FORM   NEGATIVE FORM 

I am walking    I am not walking. 

  
You are walking 
We are walking 
They are walking 
  

  
You aren’t walking. 
 We aren’t walking 

     They aren’t walking. 

He is walking 
   She is walking 
   It is walking. 

  
He isn’t walking 
She isn’t walking. 

    It isn’t walking. 

      

QUESTION FORM 
Am I reading a book? 

Are 
you 
we 
they 

 listening to the teacher? 

Is 
he 
she 
it 

studying English? 

  

TIME EXPRESSIONS IN PRESENT CONTINUOUS 
TENSE 

Time expressions zaman belirten ifadelerdir ve İngilizce'de her zaman için farklı 
ifadeler kullanılır.                                      
  
now                                    Bu üç kelime de "ŞİMDİ"                                  
at the moment                     "ŞU ANDA" anlamına gelir ve Present                  
at present                           Continuous Tense ile kullanılır..  
  
I am watching television now. 
(Şu anda televizyon izliyorum) 
  
My mother is washing the dishes at the moment. 
(Annem şimdi bulaşıkları yıkıyor.) 
  
My sister is listening to the radio at present. 
(Kız kardeşim şimdi radyo dinliyor.) 
  
What are they doing now? 
(Onlar şimdi ne yapıyorlar?) 
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Present Continuous - POSITIVE 

  

Am/Is/Are doing 

"What am I doing?" 

 

  "I'm standing.  

"What is he doing?" 

 

  "He's sitting.  

"What is she doing?" 

 

  "She's walking.  

"What is it doing?" 

 

  "It's running. 

"What are they doing?" 

 

  "They're playing." 

"What are we doing?" 

 

  "We're surfing the Internet.  
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Present Continuous - NEGATIVE 

 

"I'm not sitting. I'm standing." 

 

"He's not (he isn't) standing. He's sitting." 

 

"She's not (she isn't) running. She's walking." 

 

"It's not (it isn't) walking. It's running. " 

 

"They're not (they aren't) working. They're playing. " 

 

"We're not (we aren't) watching television. We're surfing the 
Net." 
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What am I doing? What is he/she/it doing? What 
are we/you/they doing? 

Am/Is/Are doing 

 

What am I doing?  "I'm standing. I'm not sitting." 

 

What is he doing?  
"He's sitting. He's not (He isn't) 
standing." 

 

What is she doing?  
"She's walking. She's not (She 
isn't) running." 

 

What is it doing?  
"It's running. It's not (It isn't) 
walking." 

 

What are they doing? 
"They're playing. They're not 
(They aren't) working." 

   
   
  

What are we doing?   
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TESTS: 
A) CHOOSE THE CORRECT ANSWER.  

1. Right now Dave is __________. 
 a) sleep 
 b) sleeps 
 c) sleeping 
 
2. They __________ to some music on the radio. 
 a) are listening 
 b) listening 
 c) listen 
 
3. She __________ computer game at the moment. 
a) is play  
b) is playing 
c) are playing 
 
4. Necati _________  to his friend on the phone now. 
a) talks 
b) talking 
c) is talking 
 
5. Benjamin, __________ to me? 
a) do you listen 
 b) are you listening 
 c) are you listen 
 
6. What __________ about right now? 
 a) do you think 
 b) are you thinking 
 c) are you thinks 
 
7. My wife Dao __________ breakfast every morning at 7:00. 
 a) eats 
 b) is eating 
 c) eat 
 
8. What book __________ at the moment? 
 a) are you read 
 b) are you reading 
 c) do you read 
 
9. My father___________ his car now. 
a) is washing 
b) washes 
c) are washing  
10. His friends _________ to the cinema at the moment. 
a) is going 
b) are going 
c) go 
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B) CHOOSE THE CORRECT ANSWER.  
 

1) A: ________you listening to me? 

    B: Of course I'm listening. 

 

a)    Am 

b)     Is 

c)    Are 

 

2) A: _____they studying for a test? 

   B: Yes, they are. 

 

  a)    Am 

  b)    Is 

  c)    Are 

 

3) A: Hello Mr. Sanchez. This is Victor. ___________I working today? 

   B: Yes, you're working today from 9:00 to 4:00. 

 

a)   Am 

b)    Is 

c)    Are 

 

4) A: ___anyone using this computer? 

    B: No. 

 

  a)   Am 

  b)    Is 

  c)    Are 

 

5) A: ____we taking the test now? 

    B: No, we aren't. 

 

  a)    Am 

  b)    Is 

 c)    Are 

 
6) A: ____Henry taking math this semester? 

    B: Yes, he is. 

 

  a)    Am 

  b)    Is 

  c)    Are 
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7) A:______ you taking English this semester? 

    B: Yes, I am. 

 

  a) Am 

  b)    Is 

  c)    Are 

 

8) A: ______the people walking in the street? 

   B: Yes, they are. 

 

  a)    Am 

  b)    Is 

  c)    Are 

 

9) A: ____ Carolyn reading the newspaper? 

    B: No, she's reading a book. 

 

  a)    Am 

  b)   Is 

  c)    Are 

 

10) A:____ they working hard today? 

     B: Yes, they are. 

 

a)    Am 

b)    Is 

c)    Are 

 
C) CHOOSE THE CORRECT ANSWER.  

1) Bill _____ today. 

 

  a)    am not working 

  b)   is not working 

  c)    are not working 

 

2) We _____ a test tomorrow. 

 

a)    am not having 

b)    is not having 

c)    are not having 

 

3)  I _____ today. 

 

a)    am not working 

b)    is not working 
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c)    are not working 

 

4) Mary and Carol ____the bus. 

 

a)    am not taking 

  b)   is not taking 

  c)    are not taking 

 

5) Sandra _____with her parents now. 

 

 a)    am not living 

b)  is not living 

 c)    are not living 

 

6) It_____ now. 

 

  a)    am not raining 

  b)    is not raining 

  c)   are not raining 

 

7) We ____ now. 

 

  a)   am not working 

 b)    is not working 

  c)    are not working 

 

8) Susan and Edward _____. 

 

  a)    am not talking 

  b)    is not talking 

  c)    are not talking 

 

9) Andrew _____. 

 

a)    am not listening 

b)    is not listening 

 c)    are not listening 

 

10) I _____. 

 

  a)    am not thinking 

  b)    is not thinking 

  c)    are not thinking 
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11) They ______. 

 

  a)    am not talking 

 b)    is not talking 

 c)    are not talking 

 

12) He _____. 

 

 a)    am not talking 

  b)    is not talking. 

  c)    are not talking 

 

13) She ______ the kitchen. 

 

  a)    am not cleaning 

  b)    is not cleaning 

  c)    are not cleaning 

 

14) My mother and father _____. 

 

  a)    am talking 

  b)    is talking 

  c)    are talking 

 

15)  It is 11:30. The students ____ . 

a)    am eating 

   b)    is eating 

c)    are eating 
 
 
 

D) Fill in the verbs in brackets in their correct forms into the gaps. 
 
Example:    We ________ (to go) to the cinema now.  
Answer:     We are going to the cinema now.  
 
1. The children _________ in the house. (to play) 
2. The cat _________ under the tree. (to hide) 
3. Andy and Joe  __________home. (to come) 
4. I  __________on the sofa. (to sit) 
5. The dog  ___________on the floor. (to lie) 
6. Robert and Mark  ___________letters. (to write) 
7. They  ___________to the radio. (to listen) 
8. My mother __________ breakfast at the moment. (to make) 
9. We  __________the grass. (to cut) 
10. The ___________sun  . (to shine) 
11. Jane  _________. (to watch a film)  
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12. We  __________. (to buy a new house) 
13. They  __________. (to play chess) 
14. Peter  _________. (to feed his dog) 
15. Mary  __________. (to wash her hair) 
16. They  ____________. (to help their father) 
17. You  __________. (to learn the poem) 
18. Peggy  ___________. (to draw a picture) 
19. They  ____________. (to sing a song) 
20. I  _____________. (to talk to John  
 

E)   Fill in the verbs in brackets in their correct forms into the gaps. 
 1. I _______   (to sing).  
 2. She  _______  (to sit) on the chair.  
 3. Paul and mike_______  (to play) football.  
 4. He  _______  (to learn) German for his job.  
 5. You  _______  (to play) with your computer.  
 6. They _______   (to look) at the clown.  
 7. She_______    (to watch) TV.  
 8. We _______   (to go) to the cinema.  
 9. I  _______  (to play) baseball.  
10. I _______   (to do) my homework 
11. They _______at the moment. (study) 
12. She _______TV. (watch) 
13. What _______ (you/read) at the moment?  
14. I _______ (cook) dinner tonight. Would you like to come?  
15. It _______ (work). I think it's broken.  
16. He _______ (learn) German for his job.  
 

F)   Fill in the verbs in brackets in their correct forms into the gaps. 
 

EXAMPLE: Steve is doing his homework right now. (to do) 

 

1.    Tom ______________ lunch in the cafeteria. (to eat) 

2.    I ______________  for a test. (to study) 

3. We______________   very hard. (to work) 

4. Carla  ______________ breakfast right now. (to eat) 

5. She ______________  at REAL . (to shop) 

6. He  ______________     (to work) 

7. Amanda______________   the house. (to clean) 

8. The children______________   in the yard. (to play) 

9. I ______________ my homework. (to do) 

10. The mechanic ______________   the car. (to repair) 

11. The artist______________   a picture. (to paint) 

12. The students ______________  to school. (to go) 

13. Mr. Franklin______________  a book. (to read) 

14. Bill is tired so he ______________. (to rest) 

15. Melissa ______________  to her friends. (to talk) 
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G)   Use the words below to make sentences in present progressive. 

 
a. I / to read a book -   
b. it / to rain -   
c. he / to repair his bike -   
d. they / to watch a film -   
e. the cat /to sleep on the chair -   
f. Jane and Emily / to do their homework -   
g. Bill / to wait at the bus stop -   
h. we / to listen to the radio -   
i. the children / to play a game -   
j. Laura / to walk towards the dog -   
 

H) Write questions with the words below. 

Example: Nancy / to drink / tea 

                     -Is Nancy drinking tea?  

1. Peter / to go / to the cinema  

- 

2. they / to play / a game 

-  

3. she / to listen /to the radio 

-  

4. I / to dream 

-  

5. they / to pack / their bags 

-  

6. you / to do / the washing-up  

- 

7. we / to talk / too fast 

-  

8. they / to clean / the windows  

- 

9. she / to watch / the news – 

- 

10. you / to pull / my leg  
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Appendix B2: Answer Key for Present Continuous Tense 
A) CHOOSE THE CORRECT ANSWER.  

1 2 3 4 5 6 7 8 9 10 

C A B C B B B B A B 

 
B) CHOOSE THE CORRECT ANSWER.  

1 2 3 4 5 6 7 8 9 10 

C C A B C B C C B C 

 
C) CHOOSE THE CORRECT ANSWER.  

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 

B C A C B B C C A A C B B C C 

 
D) Fill in the verbs in brackets in their correct forms into the gaps. 

1) are playing 2) is hiding 3) are coming 4) am sitting 5) is lying 6) are writing 7) are 
listening 8) is making 9) are cutting 10) is shining 11) is watching 12) are buying 13) 
are playing 14) is feding 15) is washing 16) are helping 17) are learning 18) is drawing 
19) are singing 20) am talking  

E)   Fill in the verbs in brackets in their correct forms into the gaps. 
1) am singing 2) is sitting 3) are playing 4) is learning 5) are playing 6) are looking 7) is 
watching 8) are going 9) am playing 10) am doing 11) are studying 12) is watching 13) 
are you reading 14) am cooking 15) is working 16) is learning  

F)   Fill in the verbs in brackets in their correct forms into the gaps. 
1) is eating 2) am studying 3) are working 4) is eating 5) is shooping 6) is working 7) is 
cleaning 8) are playing 9) am doing 10) is repairing 11) is painting 12) are going 13) is 
reading 14) is resting 15) is talking  

G)   Use the words below to make sentences in present progressive. 
1) I am reading a book. 
2) It is raining  
3) He is repairing his bike 
4) They are watching a film 
5) The cat is sleeping on the chair. 
6) Jane and Emil are doing their homework. 
7) Bill is waiting at the bus-stop 
8) We are listening to the radio 
9) The children are playing a game  
10) Laura is walking towards the dog. 

H) Write questions with the words below. 
1) Is Peter going to the cinema? 
2) Are they playing a game ? 
3) Is she listening tothe radio? 
4) Am I dreaming? 
5) Are they packing their bags? 
6) Are you doing the washing up? 
7) Are we talking too fast? 
8) Are they cleaning the windows? 
9) Is she watching the news? 
10) Are you pulling my leg? 
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Appendix C1: Handout Tests and Exercises on The Present Simple vs. The Present 
Continuous 

The Present Simple vs. The Present Continuous - when do we use 
them? 

Things that 
are always 

true. 

Regular and 
repeated 
actions 
(always, 

often, 
sometimes, 

never). 

General facts 
about our 

lives. 

Something 
that is 

happening 
now. 

Temporary 
situations. 

To describe 
change, 

development, 
progress. 

"Water boils at 
100 degrees." 

"I always boil 
the kettle 
before I make 
the tea." 

- 
"The kettle 
isn't boiling." 

- 
"Is the kettle 
boiling yet?" 

"English is a 
popular 
language in 
business." 

"I always 
speak English 
in my 
lessons." 

"I like 
English." 

"I am in my 
lesson, so I'm 
speaking 
English." 

"I am 
studying 
English for a 
year at 
University."  

"My English is 
improving." 

"It never snows 
in Germany in 
the summer." 

"It often 
snows in the 
winter." 

"I enjoy 
snow." 

"It isn't 
snowing, the 
sun is 
shining. 

- - 

 
 
A) Simple Present and Present Progressive 
 
1. Right now Dave is __________. 
 sleep     sleeps    sleeping 
2. They __________ to some music on the radio. 
 are listening     listening      listen 
3. __________ in ghosts? 
 Believe you      Do you believe   Are you believing 
4. Dave, __________ this book belong to you? 
 is     does      are 
5. Benjamin, __________ to me? 
 do you listen    are you listening    are you listen 
6. What __________ about right now? 
 do you think    are you thinking    are you thinks 
 
7. My wife Dao __________ breakfast every morning at 7:00. 
 eats    is eating 
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B) SIMPLE PRESENT OR CONTINUOUS? 
1 It's seven o'clock and they -------------------------------------to school now. (go) 
2 Mrs Cooper ----------------------------------------in the restaurant every Sunday. (eat) 
3 Our cat never -------------------------------------------on the kitchen table. (jump) 
4 Look! The men -----------------------------------------blue uniforms. (wear) 
5 Curt always ------------------------------------his guitar in the afternoon. (play) 
6 The taxi ---------------------------------------------for them at the moment. (wait) 
7 He always----------------------------------------his grandmother in the coat. (help) 
8 They never -----------------------------------------very much. (eat) 
9 Listen! Bill ---------------------------------------his electric guitar. (play) 
10 He ---------------------------------------his car every Sunday. (wash) 
11 The bell -------------------------------at seven o'clock every morning. (ring) 
12 They always ------------------------------------------their aunt a tree for Christmas. 
(bring) 
13 She -------------------------------------a red pullover and black jeans today. (wear) 
14 The boys ---------------------------------------------snowballs at the girls now. (throw) 
15 Mr Black --------------------------------------------into the classroom at the moment. 
(walk) 
 
C- SIMPLE PRESENT OR CONTINUOUS? 
1. Look! Pauline --------------------------------------the flowers. (water) 
2. Listen! The girls ------------------------------------------a song. (sing) 
3. She usually -------------------------------------home by bus. (come) 
4. Jack ---------------------------to his grandmother every day. (go) 
5. Look! Sally and Joe --------------------------------------tennis. (play) 
6. Nelly -----------------------------a cup of tea every morning. (drink) 
7. We never --------------------------letters to America. (write) 
8. Bill --------------------------------his homework at the moment. (do) 
9. Jane always -------------------------her homework in her room. (do) 
10. The boys sometimes -------------------------------to the park. (run) 
11. My cat never ------------------------------------in my room. (sleep) 
12. Listen! Phil ----------------------------------an English song. (sing) 
 
D) Fill in the verbs in the right tense: Present simple or Present continuous 
 
Example: Steve always ____ (to ride) his bike in the afternoon. 
Answer: Steve always rides his bike in the afternoon. 
 
1. Andy sometimes  ___                _ (to read) a comic. 
2. I  ___                (to phone) my friend at the moment. 
3. Listen! Sandy  ___                (to sing) in the bathroom. 
4. My sister usually  ___                (to help) in the kitchen. 
5. Look! The boys  ___                (to come) home. 
6. My mother  ___                (to make) breakfast now. 
7. We never  ___                (to watch) a video in the morning. 
8. They often  ___                (to clean) the bathroom. 
9. My grandfather___                  (to go) for a walk every day. 
10. Cats  ___                (to eat) mice. 
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E) Put in am/is/are    or   do/don’t/does/doesn’t. 
 
1-Excuse me, _____________ you speak English? 
2-Where’s Ann?  I _____________ know. 
3-What’s funny? Why ____________ you laughing? 
4-What _____________ your sister do?  She’s a dentist. 
5-It _____________ raining.  I __________ want to go out in the rain. 
6-Where ____________ you come from?  Britain. 
7--How much _____________ it cost to phone Bristol? 
8--George is a good tennis player but he ___________ play very often 
 
 
F) Present simple or continuous?      Use the correct verb tense. 
        read-have-play-do-watch-play-wake up-shine 
1. John ------------------------------football at the moment. 
2. Look! Mandy and Susan ------------------------------------a film. 
3. Every morning my mother ---------------------------------at 6 o'clock. 
4. Our class often -------------------------------tests. 
5. First I get up, then I ------------------------------breakfast. 
6. The sun ------------------------------------now. 
7. Listen! The band ----------------------------the new song. 
8. We sometimes ----------------------------------------English poems at school. 
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Appendix C2: Answer Key for The Present Simple vs. The Present Continuous 
 
 

The Present Simple vs. Present Continuous Answer Key 
A) Simple Present and Present Progressive 

1 2 3 4 5 6 7 

C A B A B B A 

 
B) SIMPLE PRESENT OR CONTINUOUS? 
1) are going 2) eats 3) jumps 4)are wearing 5) plays 6) is waiting 7) helps 8)eats 9) is 
playing 10) washes 11) rings 12) brings 13) is wearing 14) are throwing 15) is walking 
 
C- SIMPLE PRESENT OR CONTINUOUS? 
1) is watering 2) are singing 3) comes 4) goes 5) are playing 6) drinks 7) write 8) is 
doing 9) does 10) run 11) sleeps 12) is singing 
 
D) Fill in the verbs in the right tense: Present simple or Present continuous 
 
1) reads 2) am phoning 3) is singing 4) helps 5) are coming 6) is making 7) watch 8) 
clean 9) goes 10) eat 
 
E) Put in am/is/are    or   do/don’t/does/doesn’t. 
 
1) do 2) don’t 3) are 4) does 5) is – don’t 6) do 7) does 8) doesn’t  
 
F) Present simple or continuous?      Use the correct verb tense. 
1) is playing 2) are watching 3) wakes up 4) does 5) have 6) is shining 7) is playing  8) 
read  
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Appendix D: A screenshot of the tests page 
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Appendix E: The pre-test and the post-test sheets 
 
Name:    Name:    Name:    Name:                                                                                        Surname:          Surname:          Surname:          Surname:                                                                                   Class:          Class:          Class:          Class:                                                         Number:        Number:        Number:        Number:    

EXAM EXAM EXAM EXAM onononon    Simple Present Tense andandandand Present Continuous Tense 
A) ANSWER THE FOLLOWING QUESTIONS 

 
1-Where do you live? 
 
2-What time do you get up in the morning? 
 
3-What do you do after breakfast? 
 
4-What time does your school begin? 
 
5-How many lessons do you have every day? 
 
6-What do you do in your free time? 
 
7-Do you play a musical instrument? 
 
8-What languages do you speak? 
 
9-What do you do at weekends? Where do you go on Sundays? 
 
10-Does your sister like pop music? 
 

B) SIMPLE PRESENT OR CONTINUOUS? 

1  It's seven o'clock and they -------------------------------------to school now. (go) 

2  Curt always ------------------------------------his guitar in the afternoon. (play) 

3  The taxi ---------------------------------------------for them at the moment. 

(wait) 

4  They never -----------------------------------------very much. (eat) 

5  He ---------------------------------------his car every Sunday. (wash) 

6  Mr Black ---------------------------------------into the classroom at the moment. 

(walk) 

7  Listen! The girls ------------------------------------------a song. (sing) 

8  We never --------------------------letters to America. (write) 

9  Bill --------------------------------his homework at present. (do) 

10 The boys sometimes -------------------------------to the park. (run) 

 

C) CHOOSE THE CORRECT ANSWER 
1. He ____ it  

a-don't like        b-doesn't like       c-doesn't likes     d- don't likes 

 

2. They _____ here very often. 

a-don't come       b-doesn't comes       c-doesn't come  d- aren’t come  

 

3. She ____ a brother. 
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a-doesn't has       b-don't has         c-don't have               d-doesn't have 

 

4. She---------------cakes. 

a-don't make        b-doesn't makes        c-doesn't make    d-does make 

 

5. When _____________ the office? 

a-  leave he                   b- do he leave               c- leaves he             d-does he leave  

 

6. Where ___________ ? 

a-do you work             b-are you work              c- work you               d-you work  

 

7. Look! Pauline --------------------------------------the flowers. (water) 

a-is watering    b-waters      c-water      d-doesn’t water 

 

8. Listen! The girls -----------------a song.  

a-is singing            b-are singing           c- are sing            d-sang 

 

9. We need------------milk. There isn’t--------------milk in the fridge. 

a-any/some              b-any/any           c-some/any            d-some/some 

 

10. I live ___________ Konya.. 

a- on                b-at              c-in            d- by    

 

11. My house is ___________ my school. 

a- in               b- under         c- on           d- near 
 
12. Do you go to the cinema _______  the weekend. 
a- on      b- at             c- in     d- under  
  
13. My mother __________ in the kitchen now. 
a- cooks           b- are cooking        c- is cooking           d- is cook 
 
14. I usually________from 9:00 to 4:00.  
a-work             b-works                  c-worked                d- am working 
  
15. After work, she sometimes __________home  
a-walk              b-walks                 c-walking                d- is walks 
  
16. I usually ________English after dinner  
a-study             b-studies               c-am studying          d- am study  
 
17. ___________ a hardworking student? 
 a-  You are      b- Be you              c-Are you                d-Is you  
 
18. _________ do you leave school? 
a- When  b- Which        c- What                  d- Whose 
 
19. Where is your friend going to now? 
a- They are playing basketball. b- She sometimes goes the cinema 
c- They never go to school.  d- She is going to the cinema. 
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20. When do the schools close in your country? 
a- It closes in sumer   b- They closes in summer 
c- It close in summer.   d- They are close in summer.  
 

D) RE-ARRANGE THESE SENTENCES 

 

1. her - are - hospital - they - at the - visiting  

_____________________________________________________________

____ 

 

2. a  - is - shower - taking - she 

_____________________________________________________________

____ 

 

3. isn't - moment - Tom - at the - working 

_____________________________________________________________

____ 

 

4. doesn’t - dog - vegetables – my- eat . 

_____________________________________________________________

___ 

 

5.  holiday -they –every -go on - winter. 

_____________________________________________________________

___ 
 

 

E) WRITE QUESTIONS FOR THESE ANSWERS 

(use present simple and present contınuous tense) 

 

   

1.   Where__________________________________________________?  

  I live in Turkey.  

 

2.  What___________________________________________________?  

 I am reading a story book.  

 

3.       What time ______________________________________________?  

  My father usually wakes up at six o’clock. 

 

4.  __________________speak German?  

  No, he doesn’t 

 

5. __________________ ____________________________________? 

 Yes, we are watching tv now. 
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Appendix F1: The questionnaire sheets for computer-based group 
 
Sevgili Öğrenciler; 
Bu anketin amacı belli konulardaki düşüncelerinizle ilgili bilgi toplamaktır. Bu bir sınav 
değildir; bundan dolayı soruların doğru veya yanlış cevabı yoktur. Her ifadeyi 
samimiyetle cevaplamanız önemlidir. Cevaplarınız tamamen gizli tutulacaktır.  
 
1. Yaşınız _________ 
2. Cinsiyetiniz (Lütfen işaretleyiniz)   Erkek  Kız 
 
Lütfen aşağıdaki ifadeler hakkındaki düşüncelerinizi bir rakam seçerek belirtiniz. 
 
 (3) Katılıyorum (2) Kararsızım   (1) Katılmıyorum 
1. Yabancı dil öğreniminde dilbilgisi kuralları çok önemlidir.   3  2  1 

2. Dilbilgisi kurallarını bilmemem İngilizce başarımı etkilenmektedir. 3  2  1 

3. İngilizce dilbilgisi kurallarını öğrenmek benim için oldukça zor.   3  2  1  

4. Yeni öğrendiğim kuralları çoğu kez unuturum.    3  2  1  

Lütfen aşağıdaki ifadeler hakkındaki düşüncelerinizi bir rakam seçerek belirtiniz. 
 
(3) Katılıyorum (2) Kararsızım   (1) Katılmıyorum 
 
1. Alıştırmalar İngilizce seviyeme uygundu.     3  2  1 

2. Alıştırmalar konuları öğrenmeme yardımcı oldu    3  2  1 

3. Buna benzer daha çok alıştırma çalışması yapmak isterim.  3  2  1 

 
BİLGİSAYARLAR 

1. Bilgisayar becerilerinizi genel olarak nasıl değerlendirirsiniz? 

□ Zayıf             □ Orta              □ İyi 

2. Bilgisayarlarla çalışmayı sever misiniz? Uygun rakamı işaretleyiniz. 

(5= En çok, 1= En az) 

5 4 3 2 1 

3. Şu anda evde bilgisayarınız var mı? 

□ Evet  □ Hayır 

4.Eğer evinizde bilgisayarınız varsa internete bağlı mı? 

□ Evet  □ Hayır 

5. Ortalama olarak bir haftada kaç saat bilgisayar kullanıyorsunuz? 

□ Hiç    □ Bir saatten az         □ 1 ila 3 saat 

□ 4 ila 6 saat          □ 6 saatten çok 

6. Bir haftada ortalama olarak kaç saat Internet kullanıyorsunuz ? 

□ Hiç    □ Bir saatten az         □ 1 ila 3 saat 
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□ 4 ila 6 saat          □ 6 saatten çok 

7. İngilizce öğrenmek amacıyla hiç bilgisayar programları kullandınız mı? 

Kullandıysanız hangi program olduğunu yazar mısınız? 

 ___________________________________________________________________ 

 

8. Internet’i İngilizce öğrenmek amacıyla hiç kullandınız mı? Kullandıysanız hangi 

siteleri ziyaret ettiniz? 

___________________________________________________________________ 
 
 
 

Lütfen aşağıdaki ifadeler hakkındaki düşüncelerinizi belirtiniz. 

K
at

ıl
ıy

or
um

 

K
ar

ar
sı

zı
m

 

K
at

ıl
m

ıy
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um
 

Alıştırmaları bilgisayar kullanarak yapmak daha zevkli    

Alıştırmaları bilgisayar üzerinde yapmak konuyu öğrenmemi daha 
kolaylaştırıyor. 

   

Alıştırmaları bilgisayarda değil de sınıfta kağıt üzerinde yapsaydım daha iyi 
anlardım. 

   

Bilgisayar üzerinde bir konuyu öğrenmeye çalışmak benim için zor.    

Bilgisayar üzerinde alıştırma yapmak zamanımı daha verimli kullanmamı 
sağladı. 

   

Alıştırmaları evde internetim olsaydı kendi başıma da yapabilirdim.    

Hem bilgisayar kullanmaya çalışmak hem de İngilizceden alıştırma yapmaya 
çalışmak beni zorladı. 

   

Bilgisayarda sözlük kullanmak derste kullandığımız sözlüklerden daha kolay    

Alıştırmaları bilgisayarda yapmak benim için daha çok vakit alıyor.    

Diğer derslerde de bilgisayar kullanmak isterim.    

Bilgisayar odasında kalmak benim için sıkıcı    

Yazılı sınavlar bilgisayar üzerinde olsa daha başarılı olurum.    

Bilgisayar laboratuarında daha fazla vakit geçirmek isterim    

Bilgisayar kullanmak benim için karmaşık ve zor    
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Appendix F2: The questionnaire sheets for computer-based group 
 
1. Your Name _________ 
2. Gender   Male  Female 
 
Please choose an option for each item: 
 
 (3) I agree (2) Neither Agree nor Disagree   (1) I disagree 
 
1. Grammar rules are very important in learning English.   3  2  1 

2. My lack of knowledge of grammar rules affects my success in English. 3  2  1 

3. It is very hard for me to learn English grammar rules.   3  2  1  

4. I often forget the grammar rules that I have learnt recently.  3  2  1  

 
Please choose an option for each item: 
 
(3) I agree (2) Neither Agree nor Disagree   (1) I disagree 
 
1. The exercises were appropriate to my English level.   3  2  1 

2. The exercises helped me learn grammar topics.    3  2  1 

3. I would like to do more exercises like these.    3  2  1 

 
COMPUTERS 

1. How do you assess your computer skills in general? 

□ Weak            □ Moderate             □ Strong 

2. Do you like working with computers? 

((1=The least 5=The most) 

5 4 3 2 1 

3. Do you have a computer in your home right now?? 

□ Yes  □ No 

4. If you have a computer in your home, do you have internet connection? 

□ Yes  □ No 

5. How many hours a week do you use computer on average? 

□ None    □ Less than one hour   □ One to three hours 

□ Four to six hours   □ More than six hours 

6. How many hours a week do you use the Internet on average? 

□ None    □ Less than one hour   □ One to three hours 

□ Four to six hours   □ More than six hours 
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7. Have you ever used any computer software to learn English? If yes, which one have 

you used? 

 ___________________________________________________________________ 

8. Have you ever used the Internet to learn English? If yes, which sites did you visit? 

 
 
 
 

 
 
 
 
 
 
 

Please express your opinions on the following statements. 
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Doing exercises on computers is enjoyable    

Doing exercises on computers facilitates learning the subject    

If I did the exercises on papers rather than on a computer, I would understand 
better 

   

It is hard for me to try to learn a subject on computers.    

Doing exercises on computers has allowed me to save time    

If I had an access to the Internet at home, I would be able to do the exercises 
alone. 

   

I have found both using a computer and doing exercises on a computer difficult.    

It is easier to use a dictionary program on computer than using traditional 
paper dictionaries. 

   

It takes me more time to do exercises on a computer.    

I want to use computers on other subjects ( history, maths, geography etc ), too    

Being in the technology laboratory is boring.    

If I take my exams on a computer, I will be more successful.    

I would like to spend more time in technology laboratory.    

Using computer is very complicated and difficult for me.    
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Appendix G1: The questionnaire sheets for paper-based group 
 
 
Sevgili Öğrenciler; 
Bu anketin amacı belli konulardaki düşüncelerinizle ilgili bilgi toplamaktır. Bu bir sınav 
değildir; bundan dolayı soruların doğru veya yanlış cevabı yoktur. Her ifadeyi 
samimiyetle cevaplamanız önemlidir. Cevaplarınız tamamen gizli tutulacaktır.  
 
1. Yaşınız _________ 
2. Cinsiyetiniz (Lütfen işaretleyiniz)   Erkek  Kız 
 
 
Lütfen aşağıdaki ifadeler hakkındaki düşüncelerinizi bir rakam seçerek belirtiniz. 
 
 ((3) Katılıyorum (2) Kararsızım   (1) Katılmıyorum 
 
 

 

1. Yabancı dil öğreniminde dilbilgisi kuralları çok önemlidir.  3  2  1 

2. Dilbilgisi kurallarını bilmemem İngilizce başarımı etkilenmektedir. 3  2  1 

3. İngilizce dilbilgisi kurallarını öğrenmek benim için oldukça zor.  3  2  1  

4. Yeni öğrendiğim kuralları çoğu kez unuturum.    3  2  1  

   

Lütfen aşağıdaki ifadeler hakkındaki düşüncelerinizi bir rakam seçerek belirtiniz. 
 
((3) Katılıyorum (2) Kararsızım   (1) Katılmıyorum 
 
1. Alıştırmalar İngilizce seviyeme uygundu.     3  2  1 

2. Alıştırmalar konuları öğrenmeme yardımcı oldu    3  2  1 

3. Buna benzer daha çok alıştırma çalışması yapmak isterim.  3  2  1 
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Appendix G2: The questionnaire sheets for paper-based group 
 
 
 
1. Your Name _________ 
 
2. Gender   Male  Female 
 
 
 
Please choose an option for each item: 
 
 
 (3) I agree (2) Neither Agree nor Disagree   (1) I disagree 
 
 
1. Grammar rules are very important in learning English.   3  2  1 

2. My lack of knowledge of grammar rules affects my success in English. 3  2  1 

3. It is very hard for me to learn English grammar rules.   3  2  1  

4. I often forget the grammar rules that I have learnt recently.  3  2  1  

 
Please choose an option for each item: 
 
 
(3) I agree (2) Neither Agree nor Disagree   (1) I disagree 
 
 
1. The exercises were appropriate to my English level.   3  2  1 

2. The exercises helped me learn grammar topics.    3  2  1 

3. I would like to do more exercises like these.    3  2  1 
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Appendix H: End-of-term Scores of the Computer Group 

 

COMPUTER GROUP  

  Students 

Mid-

Term 1 

Mid-

Term 2 

Mid-

Term 3 Average 

1  Mümtaz Kaya  24 48 36 36 

2  Fatmanur Arslan  45 60 24 43 

3  Rukiye Nur Demir  48 84 85 72,3 

4  Seda Çakıllıkoyak  60 38 40 46 

 5  Kamile Bayrak  75 70 72 72,3 

6  Hasibe Nur Ceylan  78 78 68 74,7 

7  Şaban Keser  45 60 36 47 

8  Betül Akın  39 51 48 46 

9  Arife Turgutlu  30 51 52 44,3 

10  Muzaffer Demiralay  88 86 92 88,7 

11  Mehmet Tunç  45 53 24 40,7 

12  Hilal Yayla  88 68 68 74,7 

13  Betül Tokat  34 28 44 35,3 

14  Seher Yorulmaz  62 36 48 48,7 

15  Mücahit Tutuş  15 37 20 24 

16  Fatma Kaşıkcı  75 51 64 63,3 

17  Ümmügülsüm Vural  46 66 36 49,3 

18  İshak Satır  47 68 36 50,3 

19  Hatice Şahin  79 86 68 77,7 

20  Osman Okuyan  55 60 70 61,7 

21  Mehmet Başaran  36 50 36 40,7 

22  Raziye Aydın  52 59 40 50,3 

23  Hilmi İpek  38 43 52 44,3 

24  Ayşegül Gumru  75 72 44 63,7 

25  Ayşe Gülten  76 68 64 69,3 
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Appendix I: End-of-term Scores of the Paper Group 

 

 

  PAPER GROUP 

 Students  

Mid-

Term 1 

Mid-

Term 2 

Mid-

Term 3 Average 

1  Ebubekir Lütfi Karakaya  43 54 40 45,7 

2  İlknur Tokşen  34 50 54 46 

3  Büşra Bilgin  45 50 52 49 

4  Sümeyra Güden  47 40 50 45,7 

5  Elmas Kaya  40 45 56 47 

6  Muhammed Karakaya  24 52 50 42 

7  Ahmet Yaralı  35 39 56 43,3 

8  Hüseyin Coşğun  43 46 56 48,3 

9  Menekşe Severcan  64 64 52 60 

10  Abdi Bakdur  35 54 53 47,3 

11  Saliha Savaş  50 54 52 52 

12  Havva Karakaş  60 34 56 50 

13  Sevilay Memiş  43 40 40 41 

14  Eyüp Kaynak  35 48 44 42,3 

15  Ayşe Aydın  45 59 52 52 

16  Büşra Kocatürk  56 64 52 57,3 

17  Ömer Baydağ  52 60 54 55,3 

18  Ayşe Nur Göğer  56 38 62 52 

19  Semanur Dinç  49 44 54 49 

20  Habibe Akdağ  67 66 72 68,3 

21  Emre Dağ  50 45 60 51,7 

22  Ahmet Fahri Yener  43 54 68 55 

23  Tolgahan Kanık  43 32 54 43 

24  Muhammet Arslan  75 54 64 64,3 

25  Muhammed Mustafa Özesen  38 50 56 48 
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Appendix J: Pre-test and Post-test Results of the Paper Group 
 
 

STUDENTS PRE-TEST POST-TEST 
1 Ebubekir Lütfi Karakaya 10 28 
2 İlknur Tokşen 14 14 
3 Büşra Bilgin 18 38 
4 Sümeyra Güden 12 12 
5 Elmas Kaya 16 42 
6 Muhammed Karakaya 10 24 
7 Ahmet Yaralı 8 12 
8 Hüseyin Coşğun 26 44 
9 Menekşe Severcan 6 50 
10 Abdi Bakdur 16 14 
11 Saliha Savaş 12 34 
12 Havva Karakaş 10 50 
13 Sevilay Memiş 12 38 
14 Eyüp Kaynak 10 20 
15 Ayşe Aydın 8 38 
16 Büşra Kocatürk 14 28 
17 Ömer Baydağ 18 52 
18 Ayşe Nur Göğer 14 42 
19 Semanur Dinç 8 18 
20 Habibe Akdağ 34 64 
21 Emre Dağ 16 24 
22 Ahmet Fahri Yener 40 62 
23 Tolgahan Kanık 18 32 
24 Muhammet Arslan 20 26 
25 Muhammed Mustafa Özesen 16 64 
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Appendix K: Pre-test and Post-test Results of the Computer Group 
 
 
 

COMPUTER GROUP 
STUDENTS PRE-TEST POST-TEST 

1 Mümtaz Kaya 6 20 
2 Fatmanur Arslan 14 30 
3 Rukiye Nur Demir 22 42 
4 Seda Çakıllıkoyak 8 24 
 5 Kamile Bayrak 16 42 
6 Hasibe Nur Ceylan 18 46 
7 Şaban Keser 12 26 
8 Betül Akın 16 40 
9 Arife Turgutlu 8  22  

10 Muzaffer Demiralay 32 78 
11 Mehmet Tunç 8  40  
12 Hilal Yayla 28 46 
13 Betül Tokat 16 30 
14 Seher Yorulmaz 20 38 
15 Mücahit Tutuş 10 24 
16 Fatma Kaşıkcı 18 56 
17 Ümmügülsüm Vural 8 26 
18 İshak Satır 14 30 
19 Hatice Şahin 32 52 
20 Osman Okuyan 20 38 
21 Mehmet Başaran 6 26 
22 Raziye Aydın 16 38 
23 Hilmi İpek 10 34 
24 Ayşegül Gumru 16  42  
25 Ayşe Gülten 16 40 
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Appendix L: Practice Section Results of the Paper Group 
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Appendix M: Practice Section Results of the Computer Group 
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Appendix N: Questionnaire Results (First seven items): Paper Group 
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Appendix O: Questionnaire Results (First seven items): Computer Group 
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Appendix P: First Part of Specific Questionnaire Items for Computer-Based Group 
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Appendix R: Second Part of Specific Questionnaire Items for Computer-Based Group 
 

 


