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ABSTRACT

Necmettin Erbakan University, Graduate School of Educational Sciences
Department of Foreign Language Education
English Language Education Program
Master Thesis

THE EFFECT OF EDUCATION INFORMATION NETWORKS (EBA) ON
VOCABULARY LEARNING ACHIEVEMENT AND LEARNER AUTONOMY
DEVELOPMENT OF EFL STUDENTS

Serife SERIN

The study aimed to explore whether the use of Education Informatic Networks (EBA), a digital learning
platform, affects vocabulary learning achievement and the learner autonomy development of EFL students. For
the study which was conducted during the academic year of 2022-2023, 40 6th-grade students in two intact
classes at a state secondary school in Konya were selected as participants and the two intact classes constitute the
experimental and control groups of the study. Both groups consisted of 20 students. During the seven-week
implementation process, the students in the control group received regular language instruction, while the
experimental group students were required to follow the English activities on EBA after class in addition to the
regular language instruction at the school. The study adopted a quantitative research design, and the pretest-
posttest technique was used to obtain the data to identify differences between and within the groups and
understand whether a remarkable effect occurred or not. The data was gathered from both groups through the
implementation of pre- and post- vocabulary revision tests and a learner autonomy scale applied before and after
the treatment. The data was analyzed through the SPSS 27 version. According to the findings of the study, the
difference between the vocabulary revision pre-test and post-test results of the experimental and control groups
was found to be statistically insignificant although both groups improved their vocabulary knowledge to a
statistically significant degree. It revealed that the current English activities on the EBA have proven to be
ineffective in improving students' vocabulary. Additionally, there were no statistically significant differences
between the autonomy levels of the participants before and after the implementation, showing that the use of
EBA did not generate different outcomes from the regular language instruction. These results suggest that the
activities on EBA could be reevaluated and improved so that the students can receive better input for better
outcomes. The limitations of the study that brought about the current results were discussed and some
suggestions for future studies were provided.

Keywords: Vocabulary learning, Learner autonomy, EBA, EFL learners.



OZET

Necmettin Erbakan Universitesi, Egitim Bilimleri Enstitiisii
Yabanci Diller Egitimi Anabilim Dali
Ingiliz Dili Egitimi Bilim Dal1
Yiiksek Lisans Tezi

EGITIiM BILiSIM AGI (EBA) KULLANIMININ YABANCI DiL. OLARAK
INGILIZCE OGRENEN OGRENCILERIN KELIME OGRENIM BASARILARI VE
OGRENEN OZERKLIGI GELiSIMLERI UZERINE ETKIiSi

Serife SERIN

Bu ¢alismada bir dijital 6grenim platformu olan Egitim Bilisim Agi (EBA) kullaniminin yabanci dili
Ingilizce 6grenen 6grencilerin kelime dgrenme basarilar1 ve dgrenci 6zerkligi gelisimleri iizerinde bir etkisi olup
olmadigmin ortaya c¢ikarilmasi amaglanmistir. 2022-2023 egitim 6gretim yilinda yiiriitiilen bu galisma igin
Konya’da bir devlet orta okulunda iki biitiin siniftaki 40 6’nc1 simif 6grencisi katilimei olarak segilmis ve bu iKi
biitlin sinif ¢alismanin deney ve kontrol gruplarini olusturmustur. Her iki grupta da katilimce1 sayis1 20°dir. Yedi
haftalik caligma stiresi boyunca, kontrol grubu olarak belirlenen 6grencilere standart dil 6grenimi saglanirken,
deney grubu olarak belirlenen Ogrencilere yine okulda bu standart dil 6grenimi saglanmasinin yaninda
ogrencilerden ders sonrasinda EBA’da bulunan belirlenmis konular ile ilgili Ingilizce aktiviteleri takip edip
tamamlanmalar1 istenmigtir. Caligmada nicel arastirma yontemi benimsenmis olup, veri elde etmek i¢in de
gruplar arasi ve gruplar i¢i farkliligi belirlemek ve kayda deger bir etkinin gergeklesip gergeklesmedigini
anlamak i¢in Ontest-sontest test teknigi uygulanmigtir. Veriler, her iki gruptan da on-test ve son-test olarak
uygulanan kelime revizyon testleri ve uygulama oncesinde ve sonrasinda uygulanan 6grenci 6zerkligi dlgegi
yoluyla toplanmustir. Veriler SPSS-27 programi kullanilarak analiz edilmistir. Arastirmanin bulgularina gore,
deney ve kontrol gruplarinin kelime bilgilerinde anlamli derecede gelisme goriilmesine ragmen bu gruplarin
kelime bilgisi revizyonu hem 6n-test sonuglari hem de son-test sonuglari arasindaki farkin istatistiksel olarak
anlaml olmadig1 goriilmiistiir. Bu da EBA’daki mevcut Ingilizce etkinliklerinin 6grencilerin kelime hazinesini
gelistirmede belirgin bir etkisinin olmadigini gostermistir. Ayrica, katilimcilarin uygulama 6ncesi ve uygulama
sonras1 Ogrenci 0zerklik seviyeleri arasinda istatistiksel olarak anlamli bir fark bulunmamistir. Yine bu da dil
Ogrenimi siirecinde EBA kullaniminin normal dil 6grenme yonteminden farkli sonuglar ortaya ¢ikarmadigini
gostermektedir. Elde edilen bu sonuglar, 6grencilerimizin miimkiin olan en iyi 6grenme sonuglarina ulagmasi
icin daha iyi bir girdi almalarmi saglamak amaciyla EBA’daki mevcut olan etkinliklerin yeniden
degerlendirilmesi ve gelistirilmesi gerektigini gostermektedir. Arastirma sonunda bu sonuglarin ortaya
c¢tkmasinda rol alan smurliliklart belirtilmis olup, gelecekte yapilacak olan g¢alismalar icin bazi Onerilerde
bulunulmustur.

Anahtar Kelimeler: Kelime dgrenimi, Ogrenci 6zerkligi, EBA, Yabanci dil olarak Ingilizce dgrenenler.
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CHAPTER 1
1. INTRODUCTION

The following sections outline and give insight into the statement of the problem and
research questions, the purpose of the study, the significance of the study, assumptions,

limitations, and definitions of the study.

1.1. Statement of the problem

Learning vocabulary is one of the essential components of learning a foreign language.
It is not possible to communicate orally without sufficient vocabulary in any language. The
acquisition of the English language necessitates the ability to perceive, comprehend, and
interact using words and sentences (Ellis, 1994) as vocabulary is the body of all the words
acquired and used by people in various contexts. Nation (1998) states that insufficient
vocabulary knowledge is one of the biggest barriers to using the target language for learners
and it “has strong relationship with the language skills” (Schmitt, 2010, p.4). This
relationship is the support for how well learners talk, listen, read, and write because
vocabulary is an essential element of language proficiency (Richards & Renadya, 2002).
Thus, to comprehend the spoken or written language properly, it is necessary for all learners
to have the necessary vocabulary knowledge to be able to communicate meanings in the target
language. As noted in Tuan (2011) “the more vocabulary a language learner has, the better

they are considered to master the language” (p. 1688).

Ellis (1995) introduces two major vocabulary instruction approaches as implicit and
explicit vocabulary teaching. Implicit vocabulary teaching signifies learning e vocabulary in
context with repeated exposure and without any purpose to grab any specific word. It
becomes naturally without any intention to learn. On the other hand, explicit vocabulary
learning takes place consciously with intentional effort. According to Hulstijn (2003), learners
are aware of the vocabulary they are learning during the explicit vocabulary learning process.
Schmitt (2008) states that these two approaches are positively dependent on one another in
addition to being complementary to each other. Therefore, these two approaches can be

regarded as significant in the process of extending the lexical knowledge.

The process of extending one’s vocabulary necessitates a larger level of autonomy and
accountability on the part of the learners (Sokmen, 1997). Learner autonomy is a valuable

skill to acquire more vocabulary since it increases motivation and leads to more successful

1



vocabulary learning (Tuan, 2011). It is defined by Holec (1981) as “the ability to take charge
of one’s own learning” (p. 3). Likewise, according to Macaro (1997), learner autonomy is the
ability to perceive the importance of taking responsibility of learning. Balgikanli (2008) has
referred to learner autonomy as a critical component of language acquisition. When learning a
language, it is essential to be an autonomous learner as it allows the learner to have freedom
and independence, guided by the educational curriculum (Almusharraf, 2021). Also, when
combined with teachers’ assistance, one of the successful techniques for fostering students’
vocabulary growth is to increase learner autonomy (Tuan, 2011). Teachers may not have
enough time to cover all the new words in the classroom. Although there may be an
abundance of target words in a curriculum, the allotted time for language instruction may be
insufficient. Therefore, a rational solution to address this problem is to provide teachers with
methods to enhance student autonomy (Almusharraf, 2021). One of them is to use technology
in and out of the classroom. Muchlis (2015) claims that using technology aids the

development of learner autonomy in learning vocabulary.

Developments in information and communication technologies have led to a great deal
of opportunities in education, especially in foreign language instruction (Delibas & Giinday,
2016). “Technology-based environment points to the use of new and modern technologies for
vocabulary learning such as online and offline dictionaries, multimedia, social media,
television, computer, smartphones, tablets, and mobile devices. Therefore, it may be proper to
mention that fast-moving digital technology provides learners with limitless opportunities in
vocabulary learning” (Haidari et al., 2020, p. 237). Hence, computer-assisted language
learning (hereafter CALL) has become a popular approach of the last century in the field of
English language education (Davies, 2006; Giindiiz, 2005; Tick, 2006). With the help of
visual and auditory computer-based materials, vocabulary acquisition would be easier, more
attractive, and more motivating for the students. The vocabulary acquisition process would be
more incidental compared to the traditional way of learning vocabulary. According to Kim
and Gilman (2008), language learners prefer technology integrated vocabulary learning
because of its positive impact on vocabulary acquisition and long-term retention than the

regular classroom instruction.

Due to the evolving paradigm in education, numerous countries have actively
endeavored to align themselves with this transformation, integrating advancing technology

into their educational frameworks. In Tirkiye, one of the computer-based tools used for



educational purposes to follow the technological advancements in the twenty-first century is
Education Informatic Networks (EBA), which is a software enabling seamless and ubiquitous
learning. It was founded within the scope of Movement of Enhancing Opportunities and
Improving Technology (FATIH) in 2012 by Ministry of National Education (MoNE). The
educational e-content of the project is hosted by EBA software for at least 2 million official
online users (Kizilet & Ozmen, 2017). It consists of e-courses for students and teachers,
content modules of all school curriculum subjects, online learning applications, live class
modules for distance education, e-content production modules, and many other supplementary
materials for compulsory education. Kili¢ (2020) states that the major goal of the platform is
to incorporate technology into education and facilitate effective material utilization. It
provides students and teachers with e-content materials, designed following the objectives of
the curriculum. Also, plenty of course materials are available on the platform. These are video
lectures, classroom activities, animations and songs, multiple-choice tests, interactive
activities, and worksheets for main and sub-skills development (vocabulary, grammar,
listening, reading, and writing), open-ended questions, and exams. Completing all these
materials gives students the opportunity to be familiar with the target words available in the
curriculum. All students and teachers are free to use these materials in and out of the

classroom.

As for English vocabulary instruction in Tiirkiye, most of the students are expected to
write the words many times with their meanings or create a word box to recycle them. These
practices are regarded as beneficial but might not attract the 21st-century students who are
keen on taking advantage of technology for their leisure activities. The use of any CALL-
based vocabulary learning technigue can enhance the motivation of students to improve their
vocabulary and language skills. In the current study, the implementation of a CALL tool,
EBA, is studied regarding its efficiency in the achievement of students’ vocabulary learning
and the development of learner autonomy. The previous research mainly focused on the
opinions of teachers and students regarding their experience with the use of the platform.
However, there is limited research on the correlation between the EBA platform use and the
development of learner autonomy and language learning achievement, especially vocabulary
learning. Hence, this present research aims to fill this gap by seeking answers to the following

research questions:



1.What are the effects of EBA use on students’ vocabulary learning achievement?
l.a. Is there a statistically significant difference between the vocabulary

achievement of groups before and after the study?

2. What are the effects of EBA use on students’ learner autonomy?
2.a. Is there a statistically significant difference between learner autonomy of

groups before and after the study?

1.2. Purpose of the Study

Learning a language requires taking responsibility for one’s progress in the
development of all skills from vocabulary learning to their appropriate use in context for
effective communication. It is significant to know a sufficient number of vocabulary items to
be able to communicate meanings in the target language. However, it requires learners to be
autonomous not only in the classroom but also outside the language classroom to expand their
vocabulary knowledge. One of the ways of supplying this environment for the students may
be possible with the integration of technology into the learning progress. A remarkable
number of research has revealed that the employment of technology is a medium to foster
vocabulary teaching (Watts Taffe & Gwinn, 2007). Besides, the opportunity to incorporate
online materials into language learning would most likely be inspiring and exciting; and it
may offer learners a vast range of educational resources featuring various kinds of practice for
vocabulary knowledge (Seljan et al., 2004). The main objective of the present study is to
investigate whether utilizing the social learning tool EBA, developed by MoNE, contributes
to the development of learner autonomy and vocabulary achievement. It aims to shed light on
the effect of using the EBA platform, which is developed to be used as software for

educational purposes in the primary, secondary, and high schools of Tiirkiye.

1.3. Significance of the Study

With the incorporation of modern technology into language education, vocabulary
learning has become more motivating (Yang et al., 2021). Through a variety of technological
tools, students can acquire the meaning and definitions of unfamiliar words or expressions
along with examples attached to their definitions or visual representations. As a result, they
become aware of multiple uses of a word in a short time (Haidari et al., 2020). Students
mostly choose to learn vocabulary on their own rather than being taught (Oxford & Scarcella,
1994). Hence, any vocabulary learning software that learners use on their own would enhance

student autonomy and would enable them to learn vocabulary more quickly and effectively

4



(Kocaman & Cumaoglu, 2014). As a content provider, EBA has recently been used by
teachers and students in and out of the classrooms in Tiirkiye. There is limited classroom time
for all vocabulary items; thus, students may have restricted exposure to vocabulary instruction
in the classroom (Almusharraf, 2018; Sokmen, 1997). In this case, they could be required to
take some responsibility to learn and reinforce unfamiliar vocabulary. The activities on the
EBA platform can be utilized to foster vocabulary learning along with learner autonomy. The

current study sets out to evaluate the platform’s efficiency on the aforementioned issues.

EBA platform has been used as a technology tool for all subjects including language
teaching. As Richards (2015) states, such platforms provide students with significant
language learning opportunities without limiting their study to in-class instruction. There are
numerous studies that evaluate the efficiency of integrating technological tools in teaching
vocabulary or developing learner autonomy (Hazar, 2020; Kocaman & Cumaoglu, 2014;
Oberg, 2011; Quiroz et al., 2021; Sanosi, 2018; Shams, 2013; Toy, 2019). The recent studies
conducted on EBA software are generally on examining the perceptions of teachers and
attitudes of students towards the use of the platform and its efficiency (Karagoz, 2022;
Karanfil & Ozet, 2021; Kurnaz, 2020; Yildiz & Giindiiz, 2019). However, there are not
enough quantitative studies conducted to examine the effect of EBA usage on a specific area
such as vocabulary or learner autonomy. Thus, the current study may be significant in
revealing the efficiency of using EBA activities for vocabulary learning and development of
learner autonomy. Besides, it may reveal insights for future innovations in English EBA
content, especially regarding the exercises supporting vocabulary knowledge of students and

features increasing learner autonomy.

1.4. Assumptions

The assumptions made for the current study are as follows:

+ All the students were assumed to take part in the research procedure willingly and to
provide sufficient data for the researcher to observe the entire process correctly.

* The experimental group students were assumed to have access to EBA platform out
of the classroom.

» The students of the control and experimental group were assumed to be at same
academic level.

* The vocabulary revision test was assumed to measure students’ vocabulary level in a

valid and reliable way.



* The learner autonomy scale was assumed to measure students’ autonomy level in a
valid and reliable way.

» It was assumed that all students answer both vocabulary achievement tests and
learner autonomy questionnaires with full concentration and effort. They were

assumed to provide in-depth and relevant data for the research.

1.5. Limitations
The study;

+ was limited to the spring semester of the 2022-2023 academic year,

» was conducted in a secondary school in Konya, hence it was limited to 40
participants.

« was limited to a vocabulary retention test and a learner autonomy scale.

+ was limited to EBA social learning platform during the research process.

1.6. Definitions
EBA: It is a social learning and teaching platform founded by Turkish MoNE to catch
up with the changes in the technologically developing world. The explanation of this
abbreviation is “Egitim Bilisim Ag1” which means in English “Educational

Information Network™.

CALL: The abbreviation of computer-assisted language learning. It is “the

development and use of technology applications in language teaching and learning”

(Levy & Hubbard, 2005).

Vocabulary achievement: The students’ learning outcomes on knowledge of words

or expressions.

Vocabulary retention test: It is a test evaluating the knowledge of students on newly

learned words or expressions instructed through the research process.

Learner autonomy: The capability of taking responsibility for a person’s own
learning (Holec, 1981).

Learner autonomy scale: A scale developed by Orake1 and Gelisli (2017) to bring to

light students’ ability to control their own learning.



CHAPTER 2
2. LITERATURE REVIEW

2.1. Vocabulary Knowledge Defined

Vocabulary is seen as one of the most indispensable parts of a language. When starting
to learn a foreign language, people generally tend to be familiar with the basic vocabulary to
be able to progress in the other areas of that language. Learners, educators, and researchers
are aware of the connection between the word knowledge and four main language skills. They
consider vocabulary as one of the essential parts to comprehend the target language. Richards
and Renadya state that “vocabulary is a core component of language proficiency and provides
much of the basis for how well learners speak, listen, read, and write “(2002, p. 255). Lewis
defines vocabulary as ‘the core or heart of a language.’” (1993, p.89). In one of the dictionary
definitions, it is stated that “all the words in a particular language that someone knows or
uses” (Longman, n.d., definitions 1). In the same vein, McCarthy et al. (2010) state that
vocabulary is about only words we use all the time when we use the language. They refer to
knowing a language well as knowing how to write and say its words. However, Neuman and
Dwyer (2009) relate vocabulary as knowledge, more than words. They define vocabulary as
words to be learned for effective communication. In a similar vein, Vygotsky defines words
as ‘a microcosm of human consciousness’ (as cited in Thornbury, 2002, p.1). Knowing a
word requires understanding the meaning and form (Godfroid, 2019; Milton, 2013; Schmitt,
2008, 2014; Thornbury, 2002; Webb, 2005; Webb & Nation, 2012). Richards (1976) presents
a rich statement with eight assumptions clarifying the inherent meaning of knowing a word as

in the following:

* In contrast to the stability of it is their grammar knowledge, the vocabulary
knowledge of native speakers keeps growing in adult life,

» Knowing a word means being familiar with the level of probability of running into
that lexis and knowing the probably associated sorts of words,

» Knowing a word entails being aware of the limited usages of that word in terms of
diversities of function and situations,

» Knowing a word implies knowing its grammatical behavior related to the word,

» Knowing a word means being aware of its derivations and underlying structures,

» Knowing a word means understanding the relationships that exist between that word

and other words in a particular language,
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» Knowing a word entails knowledge of its semantic value,

» Knowing a word implies knowing different meanings of a word (Richards, 1976).

Although Meara (1996) estimates that these assumptions might not really provide a
comprehensive explanation of what it means to know a word; according to Read (2000), these
group of assumptions is accounted for the general framework of vocabulary knowledge that
emphasizes the challenging nature of vocabulary learning. Nevertheless, Nation (1990) put
forward the most accepted description of word knowledge listing eight aspects of it, and later
he broadened and added one another aspect, word parts (Nation, 2001). These nine aspects are

on the knowledges of:

1) words in spoken form,

2) words in written form,

3) parts of words having meanings,

4) form and meaning relevance,

5) concepts that a word could have and the things it could relate to,
6) vocabulary used to describe a word (association),

7) grammatical functions of a word,

8) collocations of a word,

9) word limitation and frequency in use.

Besides, this complex and extending nature of vocabulary leads to the separation of
the notion into categories for understanding the depth of knowledge a person has. Nation
(1990) defines vocabulary knowledge as receptive and productive knowledge. He refers to
receptive knowledge of a word as being aware of the meaning when we hear or see and
anticipating the grammatical pattern that the word would take; while he assigns productive
knowledge of a word to be acquainted with how to pronounce, write and spell that word, how
to utilize it in appropriate grammatical structures as well as the words it commonly collocates
with (p. 32). Accordingly, McCarthy et al. (2010) clarify the discriminations of these concepts
as; receptive use of knowledge of a word stands for being able to identify it and comprehend
it in a text without having to be familiar with how to utilize it; while productive use of
knowledge of a word entails the competence to use a word properly while speaking or writing
and to apply our knowledge of it effectively in the relevant context. Besides, scholars state
that the receptive vocabulary of a learner or native speaker is much broader than the
productive knowledge of vocabulary (Channell, 1988; Karako¢ & Kose, 2017; Laufer, 2005;
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G. Mutlu & Kaslioglu, 2016; Nation, 1990; Webb, 2008, 2013; Zhong & Hirsh, 2009).
Transmitting meaning through words requires a higher level of knowledge than passive
vocabulary and the ability to use lexicon appropriately involves a more complicated process
than simply recognizing the words (Thornbury, 2002). Also, Nation (1990) mentions that
“productive knowledge of a word includes receptive knowledge and extends it” and he further
states that the challenges of comprehending and using the language correctly are associated

with users’ inadequate engagement with new vocabulary that they are not familiar with (p.
32-33).

2.1.1. The importance of vocabulary in foreign language learning

Although learning vocabulary was underpinned in language teaching, it had been a
neglected area of for quite a long time (Allen, 1983; Carter, 2012; Meara, 1980). For many
decades in the 20" century, vocabulary was misjudged as not requiring any specialized
instruction to be learned in the language teaching programs. Thus, vocabulary teaching was
not seen as essential and popular (Nation, 1990). According to Allen (1983), vocabulary
instruction was neglected during the last decades of the 20" century since language teaching
programs mainly focus on teaching grammar rather than vocabulary. Carter (2012)
maintained that vocabulary was neglected because of the emphasis on grammar and
phonology in language research. Nevertheless, teaching and learning vocabulary has gained
interest in the field recently (Alemi & Tayebi, 2011; Richards & Renadya, 2002; Thornbury,
2002). Similarly, Elyas and Alfaki (2014) state that vocabulary has long been given a low
priority in the field of language learning and teaching, but during the past few decades’
attitudes concerning vocabulary have changed. According to Krashen (1989), there are
remarkable reasons for learners to give attention to vocabulary learning, some of which are;
sufficient vocabulary is an indicator of one’s proficiency in a language, and language learners
who are aware of this importance generally prefer benefiting from dictionaries rather than
grammar books. Accordingly, Hatch and Brown (1995) point out that language learners need
to have a sufficient number of lexical knowledge in both the early stage and later stage of the
learning process rather than grammatical rules, for this reason, travelers take dictionaries with
them instead of grammar books when going abroad. Also, Wilkins (1972) emphasizes the

13

importance of vocabulary in meaningful language use with his famous words “... while
without grammar very little can be conveyed, without vocabulary nothing can be conveyed”
(p. 111). Similar to Wilkins, Allen (1983) states that learners need to learn grammar along

with vocabulary to be able to use the language for communication. Barcroft (2004) supports



these views and lists three remarkable points emphasizing the importance of vocabulary

without denying the importance of language structures as follows:

o the relationship between communication skills and vocabulary,
e student opinions on the relative significance of vocabulary,
e the critical role of vocabulary knowledge in the advancement of grammatical

proficiency.

It can be concluded from the literature above that teaching and learning vocabulary
have been considered as essential as providing and acquiring language structures; as a matter

of fact, for meaningful comprehension, vocabulary has been seen by some as a primary area.

One of the crucial prerequisites for successful language learning is the achievement of
specific lexical knowledge levels. Studies inquiring the factors that influence communication
provide additional confirmation on the important role of vocabulary knowledge in language
learning (Qian & Lin, 2019). According to scholars, learners struggle during the learning
process when they lack adequate vocabulary knowledge (Nation, 1990). Therefore, the
development of vocabulary should be regarded as essential to learning a foreign language

because it allows new ways of communication (Balc1 & Cakir, 2012).

The relationship between second language (L2 from now on) overall proficiency and
vocabulary knowledge is widely accepted (Karako¢ & Kose, 2017; Meara, 1996; Qian & Lin,
2019). Researchers, material designers, language learners, and educators support the idea that
one of the significant tasks of achieving a second language is learning adequate vocabulary
(Read, 2000; Schmitt, 2008). Therefore, learners tend to allocate a great deal of time for
memorizing the meaning of words to be able to progress in their overall language abilities.
Nation (2001) holds the opinion that vocabulary and language use affect each other in such a
way that the development of vocabulary knowledge leads to better use of language and vice
versa. Accordingly, Zareva et al. (2005) state that when learners’ language proficiency
improves, their vocabulary knowledge increases. Besides this, Neuman and Dwyer (2009)
state that “the more words you know, the easier it is to learn more words” (p.384) which

suggests that expanding one’s vocabulary knowledge facilitates learning new words.

To conclude, learning, teaching, and developing vocabulary of a foreign language has
been regarded as crucial because of its contributions to a sufficient level of communication

ability and overall language proficiency. However, the most suitable instruction and learning

10



method of vocabulary has been questioned, and various perspectives have emerged and been

debated lately.

2.1.2. Implicit and explicit vocabulary learning

To know a foreign language primarily means learning and using the words of that
language and searching for the best and quickest way to learn vocabulary is inevitable.
Jenkins and Dixon (1983) state that continuous exposure to new words leads to ample growth
in vocabulary knowledge. Nation (2001) and Laufer (2005) support the idea that only one
exposure to the words is inefficient because of the vast amount of usages and meanings a
single word contains. Hence, it is crucial to recycle the new words from time to time to.
However, the real question is how to complete this proper learning as efficiently and
successfully as possible, making researchers and instructors search for the best alternatives
(Jenkins & Dixon, 1983). Within this context, two major perspectives on vocabulary learning
and teaching called explicit and implicit learning (Ellis, 2005) have become prominent in
recent instructional methodologies. The researchers have studied which technique provides

more efficient and permanent vocabulary learning.

Implicit vocabulary learning means learning words from contexts with repeated
exposure and unconsciously understanding the meaning (Dornyei, 2009; Ellis, 2005; Ender,
2016). Hulstijn (2003) defines implicit vocabulary learning as ‘picking up’ words and phrases
from a range of communicative settings, especially reading and listening activities, while
focusing on the meaning of the language instead of form. It is generally accepted by most
people in literate societies that vocabulary knowledge is enlarged through reading and
focusing on the meaning of words and texts rather than by consciously and purposefully
memorizing word forms lists and their meanings (Hulstijn, 2003, p.358). Krashen (1989)
clarifies this implicit learning process with his input hypothesis, which supposes that we
acquire language by understanding messages. It asserts that “language is subconsciously
acquired - while you are acquiring it, you do not know you are acquiring; your conscious
focus is on the message, not form.” (p. 440). Likewise, Ellis (2005) states that most of our
cognitive processing has happened implicitly. Liu (2021) puts implicit vocabulary learning
simply as promoting the understanding of word meaning in context and increasing exposure
to L2 input that encourages students to discover linguistic constructs independently rather

than having direct teacher instruction.
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Explicit vocabulary learning holds that students can learn unfamiliar words or phrases
through various metacognitive strategies like recognizing the word's unfamiliarity, attempting
to understand the meaning from the context or dictionaries, and paying attention to reinforce
this new knowledge through repetition and practice (Ellis, 1994). Hulstijn (2003) states that
students are aware of the vocabulary they are learning during the explicit vocabulary learning
process. In other words, more conscious learning takes place in contrast to implicit learning.
Schmidt's (1990) noticing hypothesis forms the basis of explicit learning which sees noticing
as a prerequisite for second language acquisition. Researchers who support this hypothesis
claim that vocabulary learning is a symbolic and declarative process and thus must be explicit
(Hulstijn, 2007; Sonbul & Schmitt, 2013). Milton (2009) and Allan (2010) state that explicitly
instructed vocabulary is acquired better while students’ focus is directed to unknown words.
Furthermore, it is argued that explicit vocabulary learning has the benefit of greater
vocabulary gains in a shorter period with a higher potential for retention (Elgort, 2011; Hung,
2015; Schmitt, 2008).

Both approaches are essential in language learning, and which is more effective for
lexical knowledge is still a debate. According to Ellis (2005), the comprehension and
production of a language occur fluently in implicit learning while our deliberate attempts to
negotiate the meaning and develop communication result through explicit language learning.
Researchers claim that a balance between explicit and implicit practices is required for the
most effective and efficient vocabulary development (Hunt & Beglar, 2005; Schmitt, 2008).
Ellis (1994) states that phonological features of vocabulary are learned best implicitly while
explicit instruction is needed for learning the meaning of the words. According to Schmitt
(2008), recycling newly learned words and learning contextual word knowledge is more
possible with implicit learning while an extra focus to learn the words to a level of
productivity may be necessary with explicit learning. Thus, he states that these two
approaches are positively dependent on one another in addition to being complementary. It
reinforces what Dakun (2000) said: “The tunings of the implicit learning can be guided and
governed by explicit learning and explicit learning can be consolidated and reinforced by
implicit learning, Thus, implicit learning and explicit learning are, as it were, two sides of a
coin in vocabulary acquisition” (p.18). It can be concluded that these two techniques have
significance from different aspects, and they have been still applied in the process of
unknown vocabulary learning and teaching. Hence, regarding implicit or explicit learning to

be more efficient than the other would be incorrect.

12



2.2. Technology in Language Learning

Technology has been an inseparable part of our lives since the beginning of the
millennium. The vast and rapid innovations in technological breakthroughs have enabled
people to involve technology in many aspects of their lives. Language education methodology
has followed a similar path for decades. Teachers have considered technology as a useful
pedagogical tool and a powerful learning resource at the same time (Khezrlou, 2019). Also, it
allows for proper access to linguistic and cultural resources (Ghanizadeh et al., 2015) while
providing enriched inputs, interactions, and immediate feedback by enhancing motivation and
efficacy in the language learning environment (Golonka et al., 2014). The innovations in
technology cover a wide range of devices and processes, including audio conferencing,
videotapes, the Internet, multimedia computers, and diverse web pages (Zhao, 2003), all of
which have huge potential of facilitating language learning (ilter, 2015; Walker & White,
2013; Zhang & Zou, 2022; Zhao, 2003; Zou Haoran Xie et al., 2018). The availability of
current technology has led teachers and researchers to seek an appropriate tool to make the
learning experience more meaningful while motivating learners and enhancing language
learning (Warschauer & Healey, 1998) and leading to CALL.

2.2.1. CALL
Definition and History

Computer-assisted language learning has drawn great attention in recent decades,
which resulted in a great number of CALL studies. Initially, the term was defined by (Levy,
1997) as “the search for and study of the computer applications in language teaching and
learning” (p.1). After the revolutionary changes in the use of various digital tools and
resources in and out of language classes, Levy and Hubbard (2005) re-defined the term as
“the development and use of technology applications in language teaching and learning” (p.
143). Any other broad definition of CALL refers to “any process in which a learner uses a
computer and as a result, improves his or her language” and it covers a wide range of modern
practices for computer-based education (Beatty, 2013, p.7). According to Davies (2006),
CALL is a language instruction and learning approach in which computer technology is

employed to facilitate the presentation, reinforcement, and evaluation of the learning material.

In fact, the evolutionary development of computers dates back to before the 1970s.
From this time onwards, the trends in language pedagogy and SLA theories have influenced

computer-assisted language learning (Davies et al., 2012). Warschauer and Healey (1998)
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categorize the historical development of CALL into three phases as: behavioristic or structural
CALL, communicative CALL, and integrative CALL, considering the most prevalent
learning theory of each period and their specific characteristics. The behavioristic or structural
CALL was implemented mainly in the 1960s and 1970s under the influence of the Audio-
lingual method. The principal characteristics of this era are emphasized by many scholars as
consisting of repetitive grammar and vocabulary tutorials and drill and practice exercises
through negative and positive feedback (Davies et al., 2012; Taylor & Gitsaki, 2004; Tick,
2006; Warschauer & Healey, 1998; Warschauer & Kern, 2000). Computers were seen as
mechanical tutors which never allowed learners to study at their own pace (Giindiiz, 2005)
and never became tired. Additionally, repeated exposure to the same language forms and
structures was viewed as a primary condition for learning a language. According to Tick
(2006), its feature of providing explicit rules and guidelines on how to learn languages make a
stage of programmed instruction.

The second phase, Communicative CALL, was introduced in the late 1970s and early
1980s. It was the time when the behavioristic language teaching approach was being rejected
theoretically and pedagogically and affordable personal computers emerged with the
individual working opportunity. Communicative CALL is in line with the cognitive theories
suggesting “learning is a process of discovery, expression, and development” (Warshauer &
Healey, 1998, p. 57). Tick (2006) discusses the new types of provided exercises in which
grammar was taught implicitly like text reconstruction and simulations, the use of structures
and forms. He further states that learners were encouraged to create their own sentences; and
errors were accepted as inevitable outcomes of learning. By means of some software
programs based on this approach, language was introduced in meaningful contexts and
students had the opportunity of constructing their own knowledge about the target language
(Warschauer & Meskill, 2000). Accordingly, new computer activities were created to provide
learners to construct their own knowledge for meaningful communication instead of repeated

exercises at the core of the learning process.

In the mid-1990s, Integrative CALL emerged as the last stage with the advent of
internet technology and multimedia computers in the mid-1990s (Warschauer, 2000). It is
consistent with the socio-cognitive theories which stress language use in meaningful and
authentic social contexts through interaction and negotiation with others (Jarvis & Achilleos,
2013; Lee, 2000; Warschauer & Healey, 1998). According to this view, using task-based,
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project-based, and content-based approaches in language classes has resulted in authentic
learning environments, which is essential for the integration of various language skills like
reading, speaking, reading, and writing by means of computer and internet technology in the
process of language education (Davies et al., 2012; Tick, 2006; Warschauer & Healey, 1998).
It combines multimedia, hypermedia, and interactive technologies to develop skills (Benson,
2011). Consequently, any authentic tasks or projects integrated with computer technology
sustained learners a maximum chance for authentic social interaction, offering them
comprehensible input through limitless online activities and preparing them for the types of
communication they might have outside the classroom (Rahimpour, 2011; Warschauer &
Meskill, 2000).

Warchauer and Kern (2000) summarized the history of CALL development as
“originated on the mainframe as a tutor that delivers language drills or skill practice. With the
advent of multimedia technology on the personal computer, it serves as a space in which to
explore and creatively influence microworlds. And with the development of computer
networks, it now serves as a medium of local and global communication and a source of
authentic materials” (p.13). All in all, the efficacy of computers in education was ascertained
and they have been used for various reasons in language teaching and learning.

CALL in language education

Currently, teachers and learners are aware of the opportunities the Internet and
computer technology offer. Today’s devices offer diverse activities to develop language skills
as effectively as possible in a shorter time. According to Chen et al. (2020), the main
objective of the contemporary CALL is to find the best ways to employ current technologies
in language learning. Hence, the developers of CALL will always be seeking the most
effective method for pedagogically benefiting from technological improvements, as long as
technology keeps developing and new devices are released (Gimeno-Sanz, 2016). As Kern
(2006) states, “Technology offers us a means by which to make the familiar unfamiliar, to
reframe and rethink our conceptions of language, communication, and society” (p. 203).
However, he emphasizes that the appropriate way of using any technological tool is important
for educational outcomes. Zhao (2003) supports this idea by stating “a specific technology
may hold great educational potential, but, until it is used properly, it may not have any
positive impact at all on learning. Thus, assessing the effectiveness of a technology is

assessing the effectiveness of its uses rather than the technology itself” (p.8). Butler-Pascoe
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(2011) supports this idea, stating that the benefit of language acquisition is not gained from
what the computers offer but from the language used by students and teachers surrounding the
device (p.22). Hence, it should be emphasized that computers are only mechanical devices,
not language teaching and learning methods.

The proper use of computers in language learning can be implemented with the
guidance of teachers both inside and outside of the classrooms. Understanding the potential of
the internet and computer technology in language learning enables teachers and students to
adapt to a variety of learning settings. According to Kremenska (2007), technology cannot be
so effective in language learning on its own, hence language teachers must play a key role in
implementing the technology in the learning environment to develop motivated and
independent learners. Altun (2015) asserts that “technology can assist the teachers ‘what to
teach’, ‘how to teach’, when to teach’, or how to integrate all these to the curriculum
framework™ (p.23). Thus, teachers need to think carefully when choosing the most
appropriate technology-based activities for the learners and guiding them in everyday smart
classrooms, in computer labs where language is practiced, and outside the classrooms where

learners use their technologies (Garrett, 2009).

With the advent of technology, students would participate in activities that involved
them listening to the input, negotiating the message, and answering with a suitable output
(Pascoe, 2011). It is evident from the widespread use of computer-integrated learning
methodologies that students prefer to be instructed through visual and audial techniques that
incorporate the idea of CALL, which is offering an entertaining, interactive, and adaptable
environment (Ince, 2017). Besides, it is suggested that CALL influences students’ motivation
and autonomy (Dashdestani, 2013; Farivar & Rahimi, 2015; Kizmaz, 2019) by allowing
learners to be able to access the knowledge they need without relying on others. From these
points of view, it can be suggested that computer-based language education is favored by

teachers and learners of the target languages as well as many field scholars.

Throughout recent decades, the positive aspects of computer usage in language
education have been emphasized by many scholars. In his research study, Bush (2008) states
that computer technology has the advantage of facilitating learning when responding to the
real needs of the students at the right time and determining the types of activities that are

more effective than others. The study conducted by Macaro et al. (2012) reviewed 47 articles
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written after the 2000s and revealed that technology may indirectly influence learner attitudes

and behaviors for the better and encourage collaboration.

The empirical study carried out by Almekhlafi (2006) to examine the effect of CALL
on elementary school students’ English language learning performance revealed a significant
difference between the success of participant groups in favor of CALL users. Besides that, it
was clarified that these experimental group students had a positive attitude towards CALL
regarding its usefulness and a strong eagerness to continue to gain from CALL in future
classes. Another empirical study conducted by Jafarian et al. (2012) investigated the
effectiveness of writing feedback software “WordPerfect” on the writing achievement of a
group of high school students. According to the results, the experimental group who were
exposed to CALL in the process showed more competence in EFL and improved their

knowledge regarding having more accuracy in their compositions.

Vu et al. (2022) investigated the effectiveness of a CALL software “Listening Hack”
on the development of EFL listening comprehension. In the study, 53 students were randomly
divided into two groups. The experimental group did listening practice on the platform by
watching English-speaking movies and completed paused transcription assignments, while the
control group students followed traditional listening practices with comprehension questions
in Google Classroom. The results of the study demonstrated a significant progression in the
EFL listening performance of the experimental group, which is counted as a sign of students’
growing capacity for spoken word recognition and learner autonomy. According to
Hoopingarner (2009), in accordance with the best practices, the implementation of CALL in
the EFL can support language instruction and learning by enhancing input while presenting
extra opportunities for linguistic practice and acting as a basis for student interaction. All the

studies indicate the positive effect of CALL on the development of learning languages.

CALL and vocabulary learning and teaching

Knowing sufficient vocabulary is one of the preliminary necessities for
communicating in the target language. It is well-known that vocabulary and grammar are the
language areas that need to be repeated and practiced several times to improve. Zimmerman
(1997) asserts that knowing a word needs varied experiences providing learners with repeated
exposure in meaningful settings and leading them to interact in the learning process.
Regarding the substantial amount of vocabulary learners must acquire and the restricted time

available in language classrooms, CALL is becoming progressively more prevalent as a
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learning method (Miles & Kwon, 2008). With the evolution of computers, practitioners and
scholars of the field have been seeking efficient innovative ways of teaching and learning
foreign languages for quite some time. Regarding the importance of knowing enough words
and phrases for acquiring a target language, there has been a noticeable increase in the use of
CALL for vocabulary teaching and learning. Accordingly, many studies have investigated the

relationship between vocabulary development and the use of CALL in the last few years.

In their empirical study, Hirschel and Fritz (2013) compared the short-term and long-
term effectiveness of two vocabulary learning techniques which are using a vocabulary
notebook and a CALL software. The participants of the study consisted of 140 English
language students at a university in Japan. The vocabulary notebook treatment group was
required to complete the included part in the notebook such as the second language definition
and example sentence of a target word. CALL treatment group learners were asked to use a
vocabulary recycling program defined by the researchers. According to the result of the study,
both groups had nearly the same achievement in short-term vocabulary knowledge, whereas
the CALL treatment group performed slightly better results for long-term retention due to
likely providing more receptive learning. Another study on the comparison of two vocabulary
study methods is conducted by Oberg (2011). The participants of the study were comprised of
71 freshmen students at a university in Japan. They were divided randomly into experimental
and control groups. In the experimental group, students were asked to use the CALL interface
while control group students were supposed to use representative picture cards to study the
targeted 10 words. After the treatment, the results of the tests revealed that there were not any
significant differences between the level of success of both groups in the retention of the
target words. However, it was suggested that both methods provided learners to improve their

vocabulary knowledge and had positive attitudes.

Bagheri et al. (2012) conducted a study to investigate the more efficient way of
teaching L2 vocabulary between CALL-based and non-CALL-based methods for both short-
term and long-term retention. 61 female participants of the study were randomly assigned into
the two groups. CALL-based learning group students learned the target vocabulary in a
software program named Phonics that offers vocabulary activities and games to learn
pronunciation and vocabulary. The other group learned the target words in the classroom
using flashcards, paper pictures, a cassette player, and other realia. To determine the

effectiveness of methods over the level of short-term and long-term successes of students,
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immediate and delayed posttests on a multiple-choice vocabulary test were performed.
According to the results of the study, no significant difference was found between the short-
term and long-term vocabulary learning scores of both groups. Nonetheless, the study
demonstrated that both methods were proven to have the potential to actively involve EFL

students in learning vocabulary.

Sanosi (2018) studied the effect of using Quizlet on vocabulary learning through an
experimental research design incorporated 42 university students in Saudi Arabia. The
participants were divided into experimental and control groups in equal numbers.
Experimental group students performed using Quizlet during a month of investigation process
while the control group had standard vocabulary instruction. Before and after the treatment
both groups were assigned to have vocabulary achievement tests to assess their learning of
assigned words or expressions that were extracted from their syllabus. According to the
findings, the experimental group students outperformed the control group students’ scores in
the post-test. It was revealed that using Quizlet in the teaching and learning vocabulary

process had a significant effect on the achievement of the learners.

Hajebi et al. (2018) carried out research on the impact of web-based language (WBL)
learning on the vocabulary learning achievement of EFL learners. The participants of the
study consisted of 66 intermediate-level students who were divided into two groups; the
experimental group involved 33 students and the control group included 33 students. For 8
weeks of intervention, experimental group students practiced vocabulary every day using free
vocabulary learning sites of IELTS English language learning site while the control group
received standard vocabulary instruction. The quantitative data collecting method was
adopted and pre-and post- vocabulary size tests were implemented. The results demonstrated
a significant difference in vocabulary knowledge between the experimental and control
groups. It was deduced that WBL-based vocabulary instruction fostered the vocabulary

knowledge of EFL learners.

Enayati and Gilakjani (2020) has investigated the impact of ‘Tell Me More’(TEM)
software on intermediate-level learners’ vocabulary learning. The participants of this quasi-
experimental study consisted of intermediate-level female students at Saye English Institute in
Tehran, and they were divided into experimental and control groups. During 12 sessions of
intervention, both groups were taught the same vocabulary. In the experimental group, the

TEM software was utilized as treatment while the control group receives the traditional way
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of vocabulary instruction. The gquantitative data collection method was adopted and teacher-
made pre and post vocabulary tests were administered as instruments of the study. The
findings of the study revealed that the results of the experimental group had significantly
better than the scores of the control group. It showed that using the TMM software had a

positive impact on the vocabulary learning of Iranian EFL learners.

Bas6z (2013) conducted a study to comprehend the effectiveness of computer-assisted
vocabulary instruction with the communicative language teaching method. The participants of
this quasi-experimental study consisting of 52 ELT Department students at a state university
in Tiurkiye were randomly chosen into experimental and control groups. The experimental
group students were instructed 20 target words using an e-learning software program
“Moodle” in a computer laboratory for five weeks, while the control group students learned
the same words from their teacher in a communicative learning environment. Administering
both groups the same pre-test, post-test, and delayed test of the target words, the results of the
study showed that both groups experience nearly the same good level of vocabulary growth,
which means there were no significant differences between the achievement of student
groups. However, it was revealed that the students had a positive attitude towards computer-
based vocabulary learning.

Bakla and Ceki¢ (2017) carried on an experimental study to investigate the
effectiveness of an online learning tool Memrise on the vocabulary learning achievement of
upper-intermediate EFL learners. 80 students randomly assigned to two groups constituted the
participants of the study. After the implementation of a pre-test, the same target vocabulary in
the same reading passage was introduced to both groups. While the experimental group was
supposed to produce target vocabulary sets to study in the platform, control group students
followed traditional vocabulary learning exercises. After the study, the post-test scores of the
participants proved that the flashcard software Memrise enhanced the vocabulary success of
students when providing them with a variety of exercises as means for the individual pace of
study, monitoring learners’ performance, and giving immediate feedback in a stress-free

atmosphere.

In their quasi-experimental study, Korlu and Mede (2018) investigated the
effectiveness of Quizlet on EFL learners' vocabulary achievement and learner autonomy.
Also, they shed light on the perceptions of the student and teacher participants about the

implementation of the tool when teaching and learning English vocabulary in a preparatory
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classroom. The participants of the study, who were 40 pre-intermediate students studying
English for academic purposes at the Preparatory Program of a foundation university in
Istanbul, Tiirkiye, were nonrandomly divided into experimental and control groups. The
mixed method design was applied during the data collecting procedure. For the qualitative
data, pre- and post-vocabulary tests and an online survey were administered. The qualitative
data was gathered through interviews of experimental group students and the teacher’s
reflective journals. The results of the analysis showed that the tool had a positive effect on the
performance of students and their autonomy in vocabulary acquisition. Besides, the general
attitudes of participant students and their teachers toward utilizing Quizlet to teach and learn
English vocabulary were favorable. Likewise, in his dissertation, Toy (2019) also examined
the effect of using Quizlet on vocabulary learning achievement and the regard of teachers and
students for the tool. The participants consist of 200 8" grade students and 24 English
teachers, and they were randomly divided into experimental and control groups in equal
numbers. During the 8 weeks of implementation, the experimental group performed Quizlet
for vocabulary instruction while the control group used traditional instruction of vocabulary.
Before and after the treatment, students of both groups were assigned to have pre and post
vocabulary achievement tests. The qualitative data of this study adopted a mixed method
design gathered through a survey about perceptions of experimental group students and
teachers and focal interview with 8 teachers. To analyze the data, independent samples t-test
was employed, and it was revealed that the experimental group outperformed the control
group in the vocabulary achievement test. Besides, descriptive frequency analysis was carried
out to analyze the qualitative data and its results showed that students and teachers had

positive perceptions toward the use of Quizlet in learning vocabulary.

In their study, Cakmak et al. (2021) investigated the efficiency of CALL software on
the vocabulary improvements of pre-intermediate EFL students. 76 EFL students constituting
the participants of the study were randomly divided into experimental and control groups.
After the implementation of a pre-test, the experimental group was supposed to use the
flashcard software called Mnemosyne in which they can construct and use a variety of
flashcards, while the control group students followed only traditional language instruction
without any computer-enhanced practice. After the intervention, a post-test was assigned to
both groups and the experiment group scores outperformed the control group. The results of
the study demonstrated that CALL-enhanced vocabulary learning experiences had

significantly positive effects on the development of learning regarding fostering motivation
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for learning with various activities and tasks and providing control of learners on their

development.

Accordingly, most of the mentioned studies have positive results on the relationship
between the use of CALL and vocabulary learning success. Moreover, in the other studies that
have not found any difference between the two variables, the CALL enhanced vocabulary
learning is suggested due to leading to slightly better progression and positive attitudes of
learners. Nevertheless, it is needed to be kept in mind that, CALL enhanced learning is not
flawless. The outcomes of the learning may change because of many variables such as the
learners, the features of the software to be used, the tasks, and the evaluation tools. Zhao
(2003) asserts that even the same use of certain technology in various learning contexts could

provide different learning results.

Seamless and ubiquitous learning

The idea that CALL could move beyond traditional classrooms to become flexible
regarding time and space has been seen as a future direction for CALL. This vision has gained
momentum with the emergence of technologies that enable people to send, receive, and carry
data (Stockwell, 2007). Thus, the idea of blending CALL with seamless and ubiquitous
learning can be seen as a proper solution that encourages advancement toward this goal
(Wong & Looi, 2010). CALL and seamless and ubiquitous learning share a common thread in
their emphasis on the integration of technology to provide flexible, personalized, and
continuous language learning experiences across various contexts and resources (Chen et al.,
2020). Looi et al. (2015) clarify that seamless and ubiquitous learning refers to educational
concepts driven or facilitated by mobility, ubiquity, and awareness afforded by digital and

networked technologies.

In seamless learning, learning is a continuous experience across technology and
different settings (Chan et al.,2006; Milrad et al., 2013), and learners are supported and
empowered to learn whenever they encounter a stimulus (Wong & Looi, 2011). It breaks
down the barriers between formal and informal learning, creating a smooth transition between
various learning environments, such as in-class and out-of-class language learning (Chan et
al., 2006; Milrad et al., 2013; Mouri et al., 2018; Looi et al., 2015). On the other hand, in
ubiquitous learning, learners benefit from the persuasive and embedded technologies that
surround them (Looi et al., 2015). It enables learning anytime and anywhere through wireless

networks, leveraging context-aware technology to offer learners more appropriate teaching
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materials, as well as effective learning support and guidance (Ye & Hung, 2010; Hwang et al.,
2008).

Accordingly, the methods and experiences of language teaching and learning have
been continuously evolving due to various technological advancements. Also, language
learning requires the support of various learning tools, and recently innovative methods have
been proposed to enhance language learning experiences through resources that could be used
anytime and anywhere (Chen & Li, 2010). Thus, seamless and ubiquitous technologies could
facilitate the transition from classroom-based learning to a format that is unrestricted by time
and space in the learning process (Ogata et al., 2010). In this respect, EBA can be considered
a CALL tool in the notion of seamless and ubiquitous learning, providing students with the
opportunities to engage in several activities that could help improve their target language

beyond the classroom.

2.3. EBA (Educational Information Network)

In Tirkiye, technology integration into education to keep up with the century has
proceeded with the foundation of the Movement of Enhancing Opportunities and Improving
Technology (hereafter FATIH project) in 2011 by the Ministry of National Education
(hereafter MoNE). According to Kizilet and Ozmen (2017), the FATIH project is a macro-
level project launched for incorporating technology into education. The main intent of the
project is to provide every student with equal opportunity and the highest quality educational
content in Tirkiye (MEB, 2023). For these purposes, it promises economic support for
hardware infrastructure and broadband internet to every classroom, and supply of educational
e-content related to the curriculum. Within the scope of the project, an instruction software
called Educational Information Network (EBA) has been developed to meet the needs of
educational e-contents supporting teaching and learning activities both in and out of the

classrooms.

EBA is a social education platform providing a reliable and individualized learning
atmosphere that teachers and students can use free of charge (MEB, 2023). It enables
seamless and ubiquitous learning, allowing individuals to learn anytime and anywhere. There
are various modules presented in EBA such as curriculum-based EBA courses, EBA library,
EBA live lessons, EBA market, EBA search, EBA e-portfolio, EBA academic support,
content module, and exam center. Besides these, it provides the users the opportunity of

interacting with one another in terms of sharing messages and creating discussions, and
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voting. Teachers can give tasks to their students on the platform and evaluate students’
success on those assignments and in other subjects depending on how well they used the EBA
(MEB, 2023). In this context, EBA is encouraged and promoted to adopt during classes by
MoNE because of its contributions to learner autonomy and technological integration into the
lessons (Karanfil & Ozet, 2021).

EBA started broadcasting in 2012 in the name of EBA Test to serve with the test
version. Oner (2017) states that “in order to provide and conduct educative e-content which is
a component of the project, and to offer accurate and reliable e-content in accordance with
every class level, Education Information Network (EBA) was put into service in 2012”
(p.227). In 2015 and 2016, the test version was replaced by new different interfaces (Pala et
al., 2017), and the last version is delivered in 2019. The main goals of the platform, which
supplies individuals with continuing learning processes outside the classroom with reliable

and controlled e-content, are mentioned as;

« offering different, rich, and educative content,

« expanding the knowledge of informatics in the education process,

* meeting the needs of educational e-content,

« exchanging information under favour of the social network infrastructure,

« contributing to the lessons with the help of its expanding archive,

* regenerating knowledge while learning it,

« including all the students who have learning differences,

« and taking advantage of technology as a tool not as a purpose (Pala et al., 2017,
p.25).

EBA is an educational web page in which students and teachers at the state schools
can log in free of charge through a username and password, and study in the platform. They
can reach the main module of the EBA, the EBA course. In the teachers’ home page, there are
links entitled “my wall”, “courses”, “live lessons”, “exams”, “library”, “works”, “reports”,
“groups” (See Figure 1). The e-contents of the lessons can be found under the link of

“courses”.
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Figure 2. 1. A screenshot taken from the homepage of EBA and the links to the contents.

In the “courses” page, there are videos of lectures, interactive activities, tests and
exams of every course available in the school curriculum for every grades. (See Figure 2)
Besides, e-books, interactive books, supplementary materials, EBA TV records, applications
and unit tests are available in the page for all users. With the help of this efficient digital
learning platform, teachers can create classroom groups, prepare and teach a course through
presented contents. They can send their students assignments and follow their learning
progress. And students can share posts and comment on those posts, finish the assignment
their teachers sent and do any other activities they want. After the deadlines of the assignment

is over, teachers can get the report of the studies of the learners.
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Figure 2. 2. A screenshot taken from EBA web page showing the contents of the course module.

Also, the platform gives the opportunity to the teachers to create e-contents they can
use in their lessons and share with their students. They can watch videos and attend many
courses on the “EBA career development” page to progress in their career. According to
Yildiz and Giindiiz (2019), teachers are regarded as the project’s primary practitioners with
their substantial responsibility for the implementation of the FATIH project. When they use
the platform actively and lead their students, the sustainability of the project would be

possible.

In the literature, plenty of studies are conducted on EBA and EBA e-contents of varied
courses. Most of these studies focus on determine the perceptions of the teachers and students
on EBA usage in teaching and learning various subjects (Ergin, 2021; Tanrikulu, 2017; Timur
et al., 2017; Tiiysiiz & Climen, 2016; Yerli, 2018; Yildiz & Giindiiz, 2019), some of them are
on the attitudes of users on EBA e-contents (Cobanoglu, 2022; Erbay, 2018; Varisoglu, 2019)
and some of them are on the EBA usage level and awareness of teachers in their classes
(Cardak & Giiler, 2021; Demir et al., 2018; Kuyubasioglu & Kilig, 2019). In the study of
Yildiz and Giindiiz (2019), the views of secondary school teachers on the EBA e-contents
were examined. According to the results, the teachers found the designs of contents
insufficient in raising the attention of the students besides having short duration and outdated

activities. Cakmak and Taskiran (2017) examined the opinions of Social Studies teachers on
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EBA content. The result of the study reveals that teachers found EBA as an aid for students to
review the subjects and to provide them with long-term learning while increasing their

interest. However, the participants stated that e-contents should be improved.

There are only a few studies conducted on EBA use in English language education.
Kayahan and Ozduran (2016) investigated the views of the students and Erbay (2018) studied
the opinions of the teachers on the use of EBA platform and e-contents in English language
learning and teaching. According to the study results of Erbay (2018), teachers stated that the
parallelism between the EBA contents and the objective of the curriculum is insufficient, so

they suggested the contents be revised and adjusted to the demands of the learners.

In her dissertation, Pehlivan (2020) studied the effect of the online activities conducted
through EBA on the vocabulary and grammar achievement of primary school students and
she has tried to identify their attitudes and perceptions. Participants of this experimental study
were 32 4™ grade students, 17 of whom were in the experimental group and 15 in the control
group. Experimental group students were required to perform EBA activities while control
group students followed traditional activities. The data of this mixed-method design study
were collected through pre, post, and delayed vocabulary and grammar achievement tests and
semi-structured interviews for students. SPSS 22.0 program with independent and paired t-
tests was used to analyze the quantitative data and content analysis was utilized to analyze the
qualitative data. At the end of the process, it was concluded that the experimental group
students’ levels of achievement tests were not statistically significantly higher than the levels
of the control group. However, the delayed test results of the experimental group were
significantly better than their post-test whereas those of the control group students were not.
Hence, it was understood that using online activities was more efficient in the retention of
words and structures than using traditional ones. Also, according to the qualitative data
findings, the ideas about English of students were affected positively by online follow-up

activities on EBA, and it provided an enjoyable learning opportunity for young learners.

Kilig (2020) investigated the improvement of learners' listening skills through using
EBA and identified their perceptions about the platform. 44 6™ grade students were divided
into experimental and control groups in equal numbers for the investigation. While the
experimental group students followed materials of the EBA platform to study listening, the
control group students followed the listening materials of the course book. In this mixed-

method design study, the pre-and post-listening achievement tests were administered to
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collect the quantitative data and for the qualitative data, the semi-structured interviews with
five successful and five unsuccessful students were applied to reach general perceptions of
learners on the software. The findings of the study revealed that using the EBA material
resulted in a statistically significant difference between the groups' scores. Also, it was
understood that the attitudes of the students toward the EBA were positive because they found

it attractive and enjoyable.

Accordingly, although the importance of incorporating technology into the field, the
number of studies conducted on the effect of EBA on English language education is
insufficient. Especially, there is not much research that studied the skill and subskill
developments by means of using EBA and e-contents. Thus, whether EBA has efficiency on
vocabulary achievement and autonomy development of secondary school students is

examined in the current study.

2.4. Learner Autonomy

Learner autonomy is a key feature of the learner-centered understanding of language
education context. According to Benson (2016), following more than forty years of studies on
autonomy in language learning and teaching, it may be considered a significant and desirable
language learner characteristic that must be considered when teaching languages. Therefore,
learner autonomy has recently been a major area of focus in language education (Han, 2014,
2022; Lamb, 2017; Little, 1991, Little et al., 2017; Ou, 2017; Reinders, 2010; Shi & Han,
2019; R. Smith et al., 2017), and many L2 scholars defined the term to determine what an
exact independent behavior could be. Holec (1981) defines autonomy as “the ability to take
charge of one’s learning” (p. 3), which indicates having the responsibility for all the decisions
over every facet of this learning, such as determining the learning goals, describing the topics
and learning sequences, determining the most appropriate learning methods, reviewing the
learning procedure, and evaluating the obtained information (as cited in Little, 1991, p.7).
Similarly, Dickinson (1987) describes the autonomous learner as competent in carrying out all
of the choices related to their own education. According to him, students’ flexibility outside
the classroom in their learning constitutes the central concept of learner autonomy. Together
with these, many other scholars summarized the basis of learner autonomy in general as
learners’ independence and willingness to set goals for learning, accepting the responsibility
for their learning, and eventually evaluating the learning progress to decide the next step
(Crocki, 2016; Dickinson, 1993; Hardy-Gould, 2013; Lamb, 2017; Lamb & Reinders, 2008;

28



Little, 1991; Murray et al., 2011; Ushioda, 2011). According to provided descriptions, it can
be deduced that learner autonomy is not natural talent students are born with; rather it is an
earnable ability to figure out what and how to learn a specific knowledge, including language

learning.

Learner autonomy has begun to be emphasized due to the importance of learners’
freedom to select the most appropriate learning method. According to Little (1991), the belief
that “autonomy is a steady state achieved by certain learners” is sometimes a mistake. He
claims that learners can show a different level of autonomy in different situations because
autonomy is hard-won and its permanence cannot be guaranteed. Wang (2011) states that the
level of autonomy depends on some factors including the personality and motivation of the
learners, their requirements and preferences for learning a language, and the setting in which
the learning takes place. When providing definite freedom for learners in their own learning,
the changing level of their autonomy should not be ignored. Almusharraf (2021) states that,
according to learner autonomy, students should be free to pursue their studies independently
on their own under the guidance of teachers’ prescribed courses of study. Little (1991) states
that students do not always take responsibility for their education, and they may struggle to
reflect on their learning progress critically; hence instructors must assist the learners while
supporting proper resources and the chance of practice. On the other hand, he claims that
finding resources for learning is one of the crucial abilities of an autonomous learner. Jacobs
and Farrell (2001) state that when it comes to lifelong learning, the concept of autonomy
places more emphasis on students’ roles than those of teachers. To sum up, having autonomy
in one’s learning is an individual ability that can change from one situation to another;
however, when a proper environment is supplied, the learners who have the least autonomy
can be fostered to engage in their learning. That is to say, the teacher acts as a resource, acting
as a learning manager while autonomous learners’ study mainly being independent of the
teacher (Higgs, 1988).

In a foreign language learning context, being independent of the teacher to learn things
requires different learning resources both inside and outside of the classroom. Thus, the
availability of resources significantly impacts autonomous language learning methods. A
considerable increase in internet-based access has made the chance of development of
proficiency more reachable (Benson, 2013). Schmenk (2005) claims to support this effect,

stating that “the popularity of learner autonomy may be at least partially related to the rise of
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computer technology and the growing importance of computers in language learning
environments worldwide.” (p.107). Reinders and White (2016) studied how computer
technology and learner autonomy have developed in twenty years and they found that
technological advancements place a lot of pressure on how we think about learning and
teaching languages while providing students with newer tools and possibilities at their
disposal for use in the context of their own life. They also state that the accessibility of
computers and networks, particularly in the institutional context, led to several initiatives to
use technology to support students in enhancing interdependent learning skills. Some
researchers confirm the prominent benefit of these materials providing excellent resources for
autonomous language learning that allow students to make choices on the material to use,
decide what to learn, and control the strategies to use (Benson, 2011; Figura & Jarvis, 2007;
Kalyaniwala & Ciekanski, 2021; Monteverde & Gaona, 2011).

The potential impact of technology, both for students to have control over their
learning process more efficient and for instructors to have more chances to be in touch with
their students in and outside of the classroom, has frequently been acknowledged (Reinders &
Hubbard, 2013). According to Benson (2011), there are three primary ways that computer-
assisted approaches could support autonomy which are;

“1) they place the learner (as controller of the technological device) in direct control of
key aspects of the learning process,

2) they allow wider access to authentic target language sources; and

3) they also allow wider access to authentic interactive use of the target language”

(p.152).

Students must learn how to use the technological resources to their maximum
advantage and instructors assist them in developing this understanding (Monteverde & Gaona,
2011). In this sense, Shetzer and Warschauer (2000) define autonomous learners who pursue
online and offline learning materials and resources and make use of them properly to be able
to find answers to their questions. It is implied by many scholars that students who
acknowledge the most suitable devices among limitless resources for language learning and
have the skills to use them according to their needs are revealed to have more increased
autonomy (Figura & Jarvis, 2007; Kern, 2006; Reinders & Hubbard, 2013; Reinders & White,
2016; Warni et al., 2018).
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Smith and Craig (2013) carried out a study at a Japanese university to investigate the
efficiency of a learner training program on the autonomous use of CALL. These three pieces
of training consist of the Learner Passports which aid in determining the study habits of
students, the e-Learning Portfolio which stores learners’ studies during the course, and the e-
Learner self-reflection diary. 180 university students participate in the study, and they are
required to appear in a 90-minute training class every week. Data is gathered through
students’ weekly self-reflection, interviews, and end-of-course evaluation questionnaires.
According to the findings, CALL is proven to enhance the learners’ self-management study
skills in language learning. Students’ ability to plan, coordinate, monitor, and evaluate their
independent use of CALL resources has improved. Besides, the expectations of users in the

autonomous use of CALL in a classroom setting become clearer.

The study by Ghufron and Nurdianingsih (2019) investigates how flipped language
instruction method using CALL functions to teach EFL writing affects learner autonomy. The
participants are five writing teachers and 150 learners from five different private universities
in Indonesia. The teachers separated activities into two categories: outside and inside the
class. Data were obtained through questionnaires, focus group interviews, analysis of the
lesson plans, and in-class observations. The findings of the study indicate that CALL-
enhanced flip-class environment encourages improved learner autonomy and fosters students’

communication skills.

Farivar and Rahimi (2015) examined the effect of CALL on learner autonomy in their
study. 60 language institute students were divided into experimental and control groups.
During 20 sessions, both groups received the same instruction of language while the
experimental group students were supposed to use English software (BBC course)
additionally. The data were collected from a five-scale Likert questionnaire before and after
the treatment. According to the results of the study, the implementation of CALL is proven to
be significantly efficient in facilitating the autonomy of EFL learners. Similarly, Mutlu and
Er6z-Tuga (2013) conducted a study to investigate the role of CALL in developing learner
autonomy. The participants of the study consisted of 48 intermediate English-level university
students. They were divided into two groups in equal numbers. In one of the groups, students
participated in language learning training for five weeks. The other group of students adhered
to the standard curriculum of the university. Data were collected through five different

instruments; surveys, in-class observations, e-learning diaries, face-to-face interviews with a
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semi-structured format, and the five-week language learning technique training provided with
CALL. According to the study results, the use of computers was proven to involve students
actively out of classroom studies and increase their autonomy levels. By means of CALL,
students in the training group are revealed to have a higher level of motivation for learning

and a willingness to take responsibility for their learning outside the classroom.

In her dissertation, Kizmaz (2019) investigated the effectiveness of CALL on learner
autonomy. The participants of this quasi-experimental study consisted of 50 English learners
in a preparatory classroom of a state university in Tiirkiye. They were divided into two groups
as experimental and control groups. The experimental group received seven weeks of CALL
intervention as out-of-class studies, while the control group of students followed the regular
curriculum of the preparatory class. Data were collected through a questionnaire assigned to
both groups before and after the treatment, and a semi-structured interview with nine
experimental group students. The results of the study reveal that the self-perceived autonomy
level of students meaningfully increased with the help of CALL use. Besides, CALL
treatment had a positive impact on students’ perceptions in terms of supplying enormous
resources, providing flexibility to make decisions, and enhancing their English language
abilities.

Ceylan (2019) conducted a study to identify the perception of students about their
language learning processes regarding themselves, their teacher, their classmates, and the
opportunity they receive during the process in order to gain a better understanding of their
autonomy. During the intervention, students were required to use a computer software
program Quartet which allowed students to work independently. 100 randomly chosen
university students were the participants and a 46-item questionnaire was administered to
gather the data to explore the opinions of students on learner autonomy and the usefulness of
the software. Findings revealed students’ beliefs on teachers as the ones who should set goals
and give guidance and feedback in the language learning process through the CALL program,
although they accepted taking responsibility for their learning. They disliked the preferred
software and they believed that any computer program appealing to their interest might have

been more beneficial for improving language learning skills.

Consequently, the studies above prove that CALL implementation has a significant
effect on facilitating learner autonomy, and computer-based implementation in language

learning context could provide students with control over their learning, using an infinite
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number of resources as long as f learners have the knowledge, or they are guided on how to

make use of it appropriately in line with their contextual needs.

2.4.1. Culture of learning

Enhancing students' learner autonomy depends on several factors that need to be
considered. Culture of learning might be one of the determining factors influencing the
learner autonomy of students. According to Palfreyman and Smith (2003), the significance of
culture in language education is primary, as the entire educational process unfolds within a
culture. Some scholars assert that the concept of learner autonomy, widely advocated by
Western instructors and scholars, encounters challenges when attempting to implement it
beyond Western contexts because of cultural differences (Ming, 2009; Palfreyman & Smith,
2003; Pennycook, 2003). According to them, students in Eastern countries often view the
teacher as the authority figure and take on a more passive role in the classroom, therefore their
learner autonomy cannot be supported. However, others argue that it might stem from
differences in educational cultures, rather than the national cultures of the countries (Takagi &
Chu), and learner autonomy could be supported with effective learner training irrespective of
students’ cultures (Littlewood, 1999). They state that students in East Asian countries may be
discouraged from exhibiting autonomous learning behavior by educational norms. The
national culture of learning is a significant factor in creating an environment that fosters
autonomy. Promoting autonomy in language learning requires considering the cultural context
of students (Pennycook, 2003) and the customary way of education in a country (Palfreyman,
2003).

As for the culture of learning in Tiirkiye, the education system is often regarded as
teacher-centered and the teacher is viewed as an authority (Balgikanli, 2010; Oktay,2015).
Therefore, students might be hindered from developing autonomous learning behavior
(Cakici, 2017). As Balgikanli (2010) states ““... schools are formed in a structure where the
authority is not shared, individuality and creativity are less encouraged. As a result of this
system, learners tend not to take responsibility for their own learning during their educational
process” (p. 99). Besides, the fixed syllabuses the teachers must adhere to, and compulsory
examinations increase pressure on learners; this might lead students to view language more as
a subject to be studied rather than one to be learned both within and outside the classroom
(Dogan & Mirici, 2017). Accordingly, the scholars in Tiirkiye claim that Turkish students

generally lack in taking responsibility of their learning and do not have a willingness to
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pursue the language learning process autonomously due to the hinders to autonomous learning
in the learning environments (Dogan & Mirici, 2017; Cakici, 2017; Karabiyik, 2008; Kartal &
Balgikanli, 2019; Ozer & Yiikselir, 2021). All in all, Turkish educational culture might not
offer an environment that supports autonomous language learning. However, the present
research studies whether utilizing a technological tool, such as EBA, could be a suitable
solution for addressing the mentioned issue by providing students with autonomous learning

environments, allowing learning to occur at any time and in any location.
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CHAPTER 3
3. METHODOLOGY

This chapter provides information about the overall research model adopted in the
study, the sampling method used to determine the participants, and information about the
participants of the study. It also presents the data collection instruments utilized during the
implementation process and data collection procedures, including the steps the researcher

took during the process followed by the analysis of the gathered data.

3.1. Research Model

This study aims to explore whether EBA affects students’ vocabulary learning
achievement and learner autonomy. Based on these variables, it seeks to measure the extent of
EBA’s effectiveness on students’ vocabulary learning and the development of learner
autonomy. A pre-test and post-test experimental design with a control group was applied in
this study.

A quantitative research model is embedded in the current study with pre-and post-
vocabulary revision tests and a learner autonomy scale in a five-point Likert scale model.
Quantitative research is a study that centers around variables instead of individuals and aims
to determine the correlations between the variables by measuring them and in some cases
manipulating them (Dérnyei, 2007). There are two forms of quantitative research in terms of
concept: correlational and experimental. In experimental studies, researchers purposefully
manipulate one or more variables (Mackey & Gass, 2022). The current study adopted a quasi-
experimental study (pre-test post-test control group) design in which a separate treatment is
given to non-equivalent comparison groups (Creswell & Creswell, 2018) which are formed
with a non-random assignment (Mackey & Gass, 2022). Quasi-experimental study model is
advised when it is necessary for a researcher to employ pre-determined groups of participants
(Creswell, 2009). According to Seliger and Shohamy (1989), the quasi-experimental study
design is regarded as having higher validity because it is undertaken in settings that resemble
educational contexts, and it is excellent for teacher-conducted research due to being the easier
way of accessing the subject population (p.149). Hence, in the present study, two intact
classes of 6th grades of a state secondary school in which the researcher teaches English were

employed as two comparison groups of a quasi-experimental study design.
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To seek the answers to the research questions, the experimental group received
treatment and the control group obtained no treatment. Before the implementation, a pilot
study was conducted to find out whether the questions of the data collection instruments are
suitable for the level of the students and to determine the reliability of the tests. After that, all
the participants were administered a vocabulary achievement test, and they filled in the
learner autonomy scale. Then, for seven weeks, the experimental group followed and
completed the instructions and activity posts on the learning platform (EBA) in addition to
traditional vocabulary instructions and activities in their coursebooks during class hours,
while the control group worked on regular vocabulary instruction and activities in their
coursebooks. Finally, the students took the same vocabulary achievement post-test and the
learner autonomy questionnaire to enable the researcher to determine the difference between

the participant groups through analyzing the collected data statistically (see Table 3.1.).

Table 3. 1. The Overview of Research Questions, Instruments, and Data Analysis.

Research Questions Data Collecting Instruments Data Analysis
RQ1. Is there a statistically Pre- and Post- Revision The Mann Whitney-U test
significant difference Tests on Vocabulary The Wilcoxon Signed-Rank test
between the vocabulary Achievement The paired-samples t-test

achievement of groups before and

after the study?
RQ?2. Is there a statistically Pre- and Post-Treatment The Mann Whitney-U test
significant difference Learner Autonomy Scale The Wilcoxon Signed-Rank test
between learner autonomy of groups The paired-samples t-test

before and after the study?

3.2. Sampling and Participants

The study was conducted in the Spring semester of the 2022-2023 academic year at a
state secondary school in Konya. The participants of the study were 40 EFL 6th graders
students from two classes of in the school. They were chosen as the experimental group and
control group of the study. Both groups consisted of 20 students. When constituting the
groups, the intact class sampling method was used. Intact class sampling is preferred in
research, particularly in educational contexts, where entire intact groups or classes are
selected as units of analysis rather than individual participants (Best & Kahn, 1998; Millan &
Schumacher, 1984).

There are four 6th grade classes at the school, and two of them were chosen for the

study. They were informed that this process was not compulsory and would not affect their
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school grades. In addition, some students from both classes did not want to attend the study;
hence, the researcher maintained the study with a total number of 40 students. The students of
both classes were Turkish native speakers and had been learning English for four years. Their
English level varied from Al to A2 level. The students aged between 11 and 12 and all of
them have studied at state schools throughout their education. The coursebooks determined by
the Turkish Ministry of National Education have been used in the English lessons. Besides, all
students at the school had been supposed to register and use the EBA platform for a while.
They all had internet connection at home to log in and follow the assignments regularly and

they were already accustomed to using EBA for learning.

3.3. Data Collection Instruments

The study benefited from quantitative data collection tools to determine the effect of
EBA use on vocabulary learning and learner autonomy. A pre-test and a post-test were
administered to two different groups of students to identify the differences in terms of
vocabulary achievement. Besides, a learner autonomy questionnaire was applied to both
groups before and after the treatment to be able to identify the effect of the software on the

levels of autonomy.

3.3.1. Vocabulary revision test

A vocabulary retention test was used as a pre-and post-test (see Appendix 1) to
measure the effect of using EBA through online activities on secondary students’ vocabulary
achievement. These pre-and post-tests employed in the study were identical. The test was
developed by the researcher in accordance with Unit 6 “Occupations” and Unit 7 “Holiday” in
the annual plan of the lesson curriculum (see Appendix 2) to ensure content validity. The test

was separated into 2 sections based on the mentioned two different units.

The test was comprised of 30 questions; each part had 15 questions worth 50 points
and therefore the maximum overall score a student could get from the tests was 100. Both
sections involved 6 multiple-choice items, 4 incomplete sentences to match, and 5 gaps to fill.
Before administering the pre-test, a check and revision of the test items are provided by two
experts from Necmettin Erbakan University and three teachers at the same school with the
researcher for the validity and reliability of the test. The test was revised according to their
feedback. After the corrections were made, a pilot study was conducted with 14 6th grades

students excluding the study groups, and the Cronbach’s Alpha analysis was counted to assess
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and determine the reliability of the test. The reliability of the pilot test was found to be 0.804,

which was highly reliable.

The test was administered as a pre-test prior to the seven-week implementation
procedure to find out the pre-existing vocabulary knowledge of the students in both control
and experimental groups. After the completion of the seven weeks of implementation, the
same vocabulary revision test was conducted without any adjustment as the post-test of the
study to find out whether there were any significant differences in the vocabulary
achievement of the participant groups. The data gathered from both administrations were
analyzed and compared through Statistical Package for the Social Sciences 27.0 program
(SPSS).

3.3.2. Learner autonomy scale

The Learner Autonomy Scale, the 14-item autonomy questionnaire, was administered
to both participant groups to explore the impact of using EBA activities on participants’
autonomy levels (See Appendix 3). The scale adopted in the study was originally developed
by Orake1 and Gelisli (2017). When developing it, the researchers studied with two groups of
6th grade students to calculate the construct validity and reliability of the scale. After
confirming its reliability and validity, they named the scale “LAS”, the abbreviation of
“Learner Autonomy Scale”. Its calculated Cronbach’s Alpha reliability value was reported by
the researchers as above 0.95. The value suggests that the result was above acceptable values

in terms of reliability level.

The items constituting the scale were based on the themes of responsible and
independent English learning, self-awareness, and language learning activities. Also, the
autonomy scale is designed in a five-point Likert scale model of which options are “Strongly
disagree (1)”, “Disagree (2)”, “Neutral (3)”, “Agree (4)”, and “Strongly agree (5)”. The scale
comprising of these 14 items demonstrated a single factor structure. The scale’s maximum
possible score is 70, and its lowest possible score is 14. Item 9 and 14 on the scale involve
reverse coding. A high score indicates a high degree of learner autonomy among students,

while a low score suggests a lower level of learner autonomy.

The items in the scale were already in Turkish because the researchers had intended to
investigate Turkish students’ autonomous learning. The researchers stated that the scale was

developed to identify the autonomy level of the 6th-grade students which makes it appropriate

38



for the current study. After receiving the consent of the researchers, the scale was

administered to the target groups.

3.4. Data Collection Procedure

The study was implemented in the second term of the 2022-2023 academic year,
during which the English lessons of two 6th grade classrooms: 6-C and 6-D. There were four
6th-grade classrooms at the school in which the study was employed. Two of them were
chosen as intact classes because the researcher was instructing their English lessons.
According to Johnson and Christensen (2004), a common characteristic of experimental
designs is that certain intentionally manipulated processes occur in a carefully controlled
setting where only the target variables are changed while others are maintained constant.
Considering this suggestion, two intact groups as experimental and control were formed.
Class 6-C was chosen as the control group and class 6-D was determined as the experimental
group. The students in the later classroom had an internet connection at their home and the
responsibility to check and complete the assignments on the platform. Hence, the

experimental phase of the study was carried out without confronting any difficult situation.

After the approval of the thesis proposal, the necessary permission was obtained from
the Provincial Directorate of National Education (See Appendix 3). In the last weeks of the
first term of the academic year, all the students in both groups were informed about the
research process that the researcher would implement, and consent forms (See Appendix 4)
were required to fill out by their parents for voluntary participation. All the volunteer students
and their parents who permitted their children permission to participate in the study received
the necessary guidelines and explanations. Before the implementation phase, the temporary
passwords of the platform were provided to each experimental group of students. All students
were familiar with the platform because they had been using it for approximately two years,
during which the Covid-19 pandemic obliged the students to carry on their education at home.
However, they participated in a pilot study before the study process to ensure that there were

not any possible problems or obstacles in using the platform and completing any activity.

The treatment was planned to last for seven weeks. The beginning of the second term
was delayed for two weeks because of the major earthquake that occurred in the country on
the 6th of February, hence the implementation of the study started two weeks later than
planned. For seven weeks of treatment, besides the coursebook of the lesson, experimental

group students followed online EBA activities, which were designed in accordance with the
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coursebook units, out of the classroom as assignments. Meanwhile, control group students
received regular language instruction with the same coursebook only. The mentioned course
books used in state schools were delivered by MoNE at the beginning of the education year
and there were 10 units in it. In the yearly plan, three or four weeks were allocated to instruct
these units. For four weeks of the treatment, the experimental group of students was supposed
to complete the activities of Unit 6 “Occupations” sent on EBA, and activities of Unit 7
“Holidays” (See Appendix 5) were to be completed for the other three weeks. Within this
time, they received regular language instruction in English courses using the coursebook as
the control group of students did for five hours a week. The researcher sent various skill-
based activities (vocabulary, grammar, reading, and listening) on the platform to familiarize
the experimental group of students with the unit words. The students were asked to complete

the posted activities at home after school.

At the beginning of the first week of the research, the pre-test of vocabulary
achievement and the pre- treatment learner autonomy scale were administered to both groups.
Following this initial assessment, the implementation phase began, and throughout the same
week, both groups focused on learning unfamiliar words related to occupations during school
hours. Following classes, the experimental group engaged in vocabulary activities on EBA.
Moving into the second week, the experimental group was provided with both vocabulary and
grammar activities on EBA to be completed at their own pace over the week. Simultaneously,
both groups received instruction at school on a grammar structure and completed the
concurrent coursebook activities. During weeks three and four, the experimental group was
assigned various activities, including grammar, reading, and listening tasks on the platform to
be completed independently. Meanwhile, they received in-school instruction using the school

coursebook that contained exercises to develop all skills, as the control group did.

A three-week period was allotted for the other unit named “holiday”. In the fifth week
of the process, both groups were taught new unit words at school using the coursebook,
followed by completing associated exercises. Post-school hours, the experimental group
engaged in vocabulary and grammar activities on EBA at their own pace within a week. In the
following week, both groups were instructed on a grammar structure at school and followed
the coursebook activities. However, the experimental group was additionally assigned to
follow the vocabulary, grammar, and listening activities on the platform after school. In the

seventh week of the implementation, the researcher provided the experimental group with
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grammar activities and reading activities on the platform to complete at their own pace.
Simultaneously, both groups continued to complete coursebook activities during regular

school hours.

Once the seven weeks of the treatment process were completed, the post-test of the
same vocabulary revision test and the same Learner Autonomy Scale were applied to students
of both groups on the same day. Following the end of the research process, the data gathered
from the pre-and post-vocabulary tests and learner autonomy scales were analyzed and
compared with the help of SPSS 27.0. The weekly procedures of the study are listed in Table
3.2 below.

Table 3. 2. Weekly stages of the research.

Week The description Group
1 The first implementation of the vocabulary revision test Both groups
and the Learner Autonomy Scale, Both groups
Unit 6 regular in-class instruction utilizing the coursebook Both groups
Activities on EBA for Unit 6 Experimental group
2-3-4 Unit 6 regular in-class instruction utilizing the coursebook Both groups
Activities on EBA for Unit 6 Experimental group
5-6 Unit 7 regular in-class instruction utilizing the coursebook Both groups
Activities on EBA for Unit 7 Experimental group
7 Unit 7 regular in-class instruction utilizing the coursebook Both groups
Activities on EBA for Unit 7 Experimental group
Vocabulary revision post-test Both groups
Post-Treatment Learner Autonomy Scale Both groups

3.5. Data Analysis

The quantitative analysis was used in the present study to see whether there was a
meaningful difference in student groups’ vocabulary gain and autonomy level before and after
the treatment. The data collected through the vocabulary revision test and learner autonomy
scale were analyzed and compared via Statistical Package for the Social Sciences (SPSS)
version 27. For the results of each analysis, frequency tables were created for the
experimental and control groups. Before analyzing the data, the normality of the vocabulary
revision test and learner autonomy scale were inquired to determine the ideal statistical

analysis methods.
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3.5.1. Normality Analysis of Pre-test and Post-test Scores of Vocabulary Revision Test
At the beginning of the analysis of the data gathered from the vocabulary revision test,

the Kolmogrov-Simirnow test was applied to all test scores of two groups in order to see

whether the data was normally distributed. The table below (See Table 3.3.) demonstrates the

distribution of data.

Table 3. 3. Normality test results of pre-and post- vocabulary revision test.

Variables n Mean SD Min. Max. Kolmogorov Skewne Kurtosi
Smirnov (p) Ss S

Pre-test Total Score 40 34,55 14,672 10,00 62,00 ,138* -,001 -1,087

Post-test Total Score 40 68,35 18,364 31,00 100,00 ,200* ,088 -,597

Post- and Pre-Test 40 33,80 17,169 1,00 70,00 ,200* -,084 -,827

Difference

Experimental Group 20 29,05 17,324 1,00 58,00 ,200* ,097 -1,071

Post- and Pre-Test

Difference

Control Group Post- 20 38,55 16,044 11,00 70,00 ,200* -,181 -,379

and Pre-Test Difference

*p <0,05

According to the Kolmogrov-Smirnow Analysis results, all the variables demonstrated
normal distribution (p>0,05). As Dornyei (2007) states, to use one of the parametric tests in
the analyzing procedure the data must be normally distributed. However, when dealing with a
small sample size non-parametric tests can provide more powerful results compared to
parametric tests that require larger sample sizes (n>30) to meet assumptions. In the light of
provided information, in order to see the differences in the group means of the 2-group pre-
test and post-test variables, non-parametric Mann Whitney-U analysis was employed since
there were not enough observations in these variables for the parametric tests. To see the
differences in the group means of the variables, paired-samples t-test analysis was applied,
and when there was not enough observation number, the Wilcoxon Signed-Rank test which is

the non-parametric alternative to the paired-simple t-test (Dornyei, 2007) was used.

3.5.2. Normality Analysis of Pre- and Post-Learner Autonomy Scale Results

As for the Likert-scale for learner autonomy level that was applied before and after the
study, the obtained mean scores were examined through the Kolmogrov-Simirnow test to
decide the appropriate statistical tests for data analysis. The following table (See Table 3.4)

presents the distribution of the data.
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Table 3. 4. Normality test results and reliability analysis of pre- and post-treatment learner autonomy

scale.
Variables n Min. Max. Mean SD Kolmogorov Skewness Kurtosis
Smirnov (p)

Pre-Treatment Scale 40 32,00 67,00 53,27 7,520 ,200% -,706 ,496
Total Score

Post-Treatment Scale 40 39,00 63,00 53,90 6,452 ,200* -,453 -,624
Total Score

Post- and Pre- 40 -25,00 21,00 ,62 8,154 ,072* -,091 2,200
Treatment Scale

Difference

Experimental Group 20 -9,00 21,00 1,70 8,706 ,081* ,827 ,027
Post- and Pre-

Treatment Scale

Difference

Control group Post- 20 -25,00 12,00 -,45 7,632 ,107* -1,609 5,209

and Pre-Treatment
Scale Difference

*p <0,05

In the same way as the previous results, the Kolmogrov-Smirnow Analysis results

indicated that all the variables demonstrated normal distribution (p>0,05). Considering the

above-mentioned information, the same analysis methods were used in the analysis of the

results of pre-and post-treatment learner autonomy scales. In that, the non-parametric Mann

Whitney-U test was used to reveal the differences in the group means of the 2-group pre-test

and post-test variables; and to see the differences in the group means of the variables, paired-

samples t-test analysis or the Wilcoxon Signed-Rank test were employed according to the

observation number.
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CHAPTER 4
4. FINDINGS

This chapter presents the findings of the current study which aims to reveal the effect
of using the EBA activities on vocabulary knowledge improvement and the learner autonomy
development of students. The results of the pre-and post-vocabulary revision tests and learner
autonomy scale applied before and after the treatment are presented in separate sections

through statistical analysis.

4.1. Findings on Vocabulary Revision Test

The first research question of the study was formed to find out whether there is a
statistically significant difference between the vocabulary achievement of the students who
practice the language through EBA activities and those who do not. To reveal the outcomes a
set of vocabulary revision tests were applied to both groups of students before and after the
treatment. In the pre-revision test, similar results regarding vocabulary knowledge from both
groups were expected. After the treatment, the results of the post-vocabulary revision test
revealed the outcomes of the study. Table 4.1. shows the numbers of the students taking the

pre- and post-vocabulary revision test.

Table 4. 1.Vocabulary revision test group participation.

n Percentage (%0)
Pre-test Group Experimental 20 %50,0
Control 20 %50,0
Post-test Group Experimental 20 %50,0
Control 20 %50,0

4.1.1. Comparison of pre-test results of the groups
The independent samples Mann Whitney-U test was conducted to compare the pre-test
scores of the experimental and control group students. In table 4.2. the two groups' pre-test

total scores are compared.

Table 4. 2. Mann Whitney-U Test results of the pre-test scores of the groups.

Scale Group n Mean SD z df p
Pre-Test Experimental 20 34,85 13,071  -,054 38 957
Total Score
Control 20 34,25 16,456
*p<0,05
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Independent Sample Mann Whitney-U Test Analysis results for the pretest groups are
presented in Table 4.3. According to the analysis, there was no significant difference between
the experimental group (M=34.85, SD=13.071) and the control group (M=34.25, SD=16.456),
(p=,957>0,05). The two groups did not vary regarding their previous vocabulary knowledge.
It can be deduced that the individuals in both groups were similar in terms of vocabulary

knowledge at the beginning of the study.

4.1.2. Comparison of post-test results of the groups

Similar to the comparison of the 2 group pre-test results, the Mann Whitney-U Test for
independent samples was conducted to find out the difference between the post-test scores of
the participants in the experimental and control groups. Table 4.3. below presents the

comparison between the post-test scores of the groups.

Table 4. 3. Mann Whitney-U Test results of the post-test scores of the groups.

Scale Group n Mean SD z df p
Post-Test Total Experimental 20 63,90 21,459 -1,908 38 ,056
Score
Control 20 72,80 13,786
*p<0,05

The results indicated that there was no statistically significant difference between the
post-test total scores of the experimental group (M=63.90, SD=21.459) and the control group
(M=72.80, SD=13.786), (p=,056>0,05). It reveals that the experimental and control groups
were similar regarding their vocabulary learning achievement at the end of the
implementation. It can be deduced that both groups have enhanced their vocabulary as a result

of the learning process based on the course curriculum.

4.1.3. Experimental group test scores comparison

The Wilcoxon Signed-Rank test was employed to find out the difference in the
vocabulary knowledge of the experimental group of students before and after the study. The
comparison of the pre-and post-test scores of the experimental group is presented in Table
4.4,
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Table 4. 4. The Wilcoxon Signed-Rank Test results of the experimental group.

Variable Group n Mean SD MD z df p
Experimental Experimental 20 63,90 21459 29,05 -3,921 19 ,000*
Group Post-Test  Group Post-Test
Pre-Test
Experimental 20 34,85 13,071

Group Pre-Test

*p<0,05

According to the results, there is a statistically significant difference in the test total
scores of the experimental group in terms of pre-test and post-test scores (p=,000<0,05). The
post-test mean scores (M=63.90, SD=21.459) are significantly different and higher than the
exam pre-test mean scores (M=34.85, SD=13.071). This indicates that the vocabulary learning
achievement of the experimental group of students was affected positively and their

vocabulary knowledge was improved.

4.1.4. Control group test scores comparison
To find out the difference in the vocabulary test scores of the control group of students
before and after the study, the Wilcoxon Signed-Rank test was conducted. The comparison of

the pre-and post-test scores of the control group is presented in Table 4.5.

Table 4. 5. The Wilcoxon Signed-Rank Test results of the control group.

Variable Group n Mean SD MD z df p
Control Group Control Group 20 72,80 13,786 38,55 -3,923 19 ,000*
Post-Test Pre- Post- Test

Test
Control Group 20 34,25 16,456
Pre-Test
*p<0,05

The test results revealed a statistically significant difference in the test total scores of
the control group regarding the pre-test and post-test scores (p=,000<0,05). The mean values
of the post-test (M=72.80, SD=13.786) are significantly different and higher than the pre-test
mean values (M=34.25, SD=16.456) of the group. It shows that also the control group of
students improved their vocabulary as an outcome of the standard language learning process.

4.1.5. Comparison of pre-test and post-test total scores of the participants

A paired-sample t-test was conducted to see the differences in the group means of
variables in terms of the pre-test and post-test. Table 4.6. shows the difference in the test total
scores of the participants before and after the implementation.
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Table 4. 6. The experimental and control group posttest — pretest variable paired-samples t-test results.

Variable Group n Mean SD MD t df p
Post-Test — Pre-Test Post-Test of 40 68,35 18,364 33,80 12,451 39 ,000*
of Experimental and  Experimental and

Control Groups Control Groups
Pre-Test of 40 34,55 14,672

Experimental and
Control Groups

*p<0,05

According to the paired samples t-test results, the test total scores demonstrate
statistical significance differences in terms of the pre-test and post-test (p=,000<0,05). The
mean values of the post-test scores (M=68.35) are significantly different and higher than the
mean values of the pre-test scores (M=34.55) of the two groups of participants. It can be
concluded that the vocabulary achievement of both groups of students has been positively

affected by the learning process regardless of the instructional differences.

4.2. Findings on Learner Autonomy Scale

The second research question seeks to reveal whether the use of EBA activities has an
effect on the students’ learner autonomy. To answer this question, a 5-Likert learner
autonomy scale with 14 items was applied to the experimental and control groups before and
after the study. A number of significance tests were employed to determine the development
of the students’ learner autonomy level. The following table (Table 4.7.) displays the number

of the students for the pre-and-post-treatment implementation of the scale.

Table 4. 7. Learner autonomy scale group participation.

n Percentage (%)
Pre-Treatment Experimental 20 %50,0
Scale Group Control 20 %50,0
Post-Treatment Experimental 20 %50,0
Scale Group Control 20 %50,0

4.2.1. Comparison of pre-scale results of the groups
The independent samples Mann Whitney-U test was employed to compare the pre-
treatment scale scores of the experimental and control groups. The pre-scale total scores of the

two groups are compared in the table below. (See Table 4.8.).
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Table 4. 8. Mann Whitney-U Test results of the pre-treatment learner autonomy scale.

Scale Group n Mean SD z df p
Pre-Treatment Experimental 20 51,70 8,712 -1,002 38 ,316
Scale Total
Scores Control 20 54,85 5,914
*p<0,05

According to the Mann Whitney-U Test results, there is no statistically significant
difference between the pre-treatment learner autonomy scale total scores of the groups
(p=,316>0,05). The aim of employing such a test was to identify whether there was any
statistical difference between the groups at the beginning of the implementation. And similar
results from both groups was identified as expected in the current study. The results of the
post-treatment learner autonomy scale revealed the outcomes of the study, which found out

whether the use of EBA influenced the learner autonomy level of the students.

4.2.2. Comparison of post-treatment learner autonomy scale results

The Mann Whitney-U Test for independent samples was employed to find out the
difference between the post-treatment learner autonomy scale scores of the participants in the
experimental and control groups. In the Table 4.9. the post-treatment scale scores of the

groups are presented.

Table 4. 9. Mann Whitney-U Test results of the post-treatment learner autonomy scale.
Variable Group n Mean SD z df p

Post-Treatment Experimental 20 53,40 6,193 -,677 38 ,498
Scale Total Score

Control 20 54,40 6,824

*p<0,05

According to the results, there is no statistically significant difference in the post-
treatment scale total scores of the posttest groups (p=,498>0,05). The mean value of the
experimental group (M=53.40, SD=6.193) does not significantly differ from the mean value
of the control group (M=54.40, SD=6.824). It shows that the experimental and control groups
were similar regarding their learner autonomy level at the end of the study. When the mean
scores of the groups were compared to the pre-treatment scale results, the experimental group
of students showed slightly more progress in their autonomy level. It seems that the use of
EBA activities might have been helpful in improving the learner autonomy of the students to
a certain degree. The significance of this effect is presented in the following section.
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4.2.3. Comparison of the experimental group pre-and post-scale scores

The Wilcoxon Signed-Rank test was conducted to reveal the difference in the learner
autonomy level of the experimental group of students before and after the study. The
comparison of the pre-treatment and post-treatment scale scores of the experimental group is

presented in Table 4.10.

Table 4. 10. The Wilcoxon Singed-Rank test results of the experimental group.

Variable Group n Mean SD MD z df p
Experimental Experimental Group 20 53,40 6,19 1,70 -,605 19 ,545
Group Post- Post-Treatment
Treatment Scale Scale
and Pre-Treatment
Scale Experimental Group 20 51,70 8,71

Pre-Treatment Scale

*p<0,05

The results reveal that there is not a statistically significant difference in the learner
autonomy scale total scores of the experimental group in terms of pre-treatment and post-
treatment scale scores (p=,545>0,05). Nevertheless, there was a slight increase in the score
obtained from the post-treatment scale of the experimental group (M=53.40) when compared
to the score obtained from the pre-treatment learner autonomy scale (M=51.70). It can be
reported that the use of EBA activities had no remarkable positive effect on the students’ level

of learner autonomy.

4.2.4. Comparison of the control group pre-and post-scale scores

To find out the difference in the learner autonomy level of the control group students
before and after the study, the Wilcoxon Signed-Rank test was conducted. The comparison of
the pre-treatment and post-treatment scale scores of the control group is presented in Table

4.11.
Table 4. 11. The Wilcoxon Singed-Rank test results of the control group.

Variable Group n Mean SD MD z df p
Control Group ~ Control Group Post- 20 54,40 6,19 -,45 -,225 19 ,822
Post-Treatment Treatment Scale

Scale and Pre-
Treatment Scale

Control Group Pre- 20 54,85 5,91
Treatment Scale

*p<0,05

According to the Wilcoxon Singed-Rank test results, there is no statistically significant

difference in the scale total scores of the control group regarding the pre- and post-treatment
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scale scores (p=,822>0,05). These results suggest that the autonomy levels of the control

group did not differ significantly during the seven-week regular language instruction period.

4.2.5. Comparison of pre-scale and post-scale total scores of the participants

A paired-sample t-test was employed to see the differences in the group means of
variables in terms of the pre-treatment and post-treatment learner autonomy scale. Table 4.12.
shows the difference in the scale total scores of the participants at the beginning and at the
end of the seven-week implementation period.

Table 4. 12. The experimental and control group post — pre-treatment scale variable paired- samples t-
test results.

Variable Group n Mean SD MD z df p
Post — Pre- Post-Treatment Scale of 40 53,90 6,45 ,625 -,364 39 ,716
Treatment Scale Experimental and
of Experimental Control Groups
and Control
Groups Pre-Treatment Scale of 40 52,28 7,52

Experimental and
Control Groups

*p<0,05

The paired-sample t-test results revealed that there was no statistically significant
difference between the test total scores of the participants regarding the post- and pre-treatment
learner autonomy scale. The mean score of the participants at the beginning of the treatment
(M=52.28) is nearly similar to their mean score at the end of the treatment (M=53.90). In other
words, the overall gain scores revealed that the learner autonomy level of the students was not
meaningfully affected by the seven-week of the learning process regardless of the instructional

differences.
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CHAPTER 5
5. DISCUSSION, CONCLUSION AND SUGGESTIONS

This chapter includes a discussion of the findings and results that have been revealed
related to the research questions and a brief summary of the study. Additionally, the
implications of the research and suggestions for further studies will be provided in the

following sections.

5.1. Discussion

This study was conducted with the purpose of examining the effects of using EBA
learning platform activities on the vocabulary learning and autonomy level of the students. To
achieve this aim, two research questions with two sub-questions were formed. The first
research question with its sub-question investigated whether the use of EBA had a positive
impact on the vocabulary growth of the students. The second research question with its sub-
question was to explore the effect of EBA activities on the autonomy development of the
students. The researchers made use of two different quantitative data collection instruments
which include a vocabulary revision test and a learner autonomy scale to answer the questions

as follows:
RQ 1. What are the effects of EBA use on students’ vocabulary learning achievement?

RQ 1.a. Is there a statistically significant difference between the vocabulary achievement of

groups before and after the study?
RQ 2. What are the effects of EBA use on students’ learner autonomy?

RQ 2.a. Is there a statistically significant difference between the learner autonomy of groups

before and after the study?

In the following sections, the findings of the research questions will be discussed in

separate sub-titles.

5.1.1. The effects of EBA use on students’ vocabulary learning achievement
The first research question and its sub-question attempted to identify whether the use
of EBA had an influence on the vocabulary gain of the students. To answer these questions,

the students in the experimental group were asked to complete EBA activities on the platform
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in addition to their regular language instruction in the classroom while the students in the
control group only received regular language instruction for seven weeks. The vocabulary
revision test that comprises the determined units was applied to both groups at the beginning
and the end of the study. According to the analysis of the gathered data, the students of both
groups showed considerable vocabulary growth after the seven-week learning process. At the
beginning of the study, students in both groups had similar levels of vocabulary knowledge as
expected, there was no statistically significant difference between the scores they received
from the pre-revision test. After the treatment, the mean value of the post-test scores of the
two groups significantly outperformed the mean value of the pre-test scores. However, no
significant difference was identified between the achievement of the students who used the
EBA and those who did not. It appears that the results of the revision test conducted after the
treatment phase showed that both the experimental and control groups achieved similar
scores. Students in both groups showed progress in their vocabulary knowledge regardless of
the way of instruction they received. This concludes that the use of EBA activities in addition
to regular language instruction had no remarkable effect on the students’ vocabulary

improvement.

These findings are in line with some previous studies (Bagheri et al., 2012; Basoz,
2013; Hirschel & Fritz, 2013; Oberg, 2011; Pehlivan, 2020). In the study of Bagheri et al.
(2012), CALL-based and non-CALL-based language learning methods were compared to
identify more efficient ways of learning. The study revealed that there was no statistically
significant difference between the vocabulary learning achievement of both learning groups.
Nevertheless, it is suggested that both learning methods were effective in engaging students
and helping them learn vocabulary actively. Similarly, Oberg (2011) investigated the
effectiveness of two different vocabulary learning methods. He divided the participants into
experimental and control groups. In the experimental group, students studied targeted words
with a CALL-based program while control group students used representative picture cards to
learn the same words. The statistical results of the study displayed no statistically significant
difference between the vocabulary growth of both groups. However, it has been suggested
that both methods are effective in aiding learners foster their vocabulary knowledge and
develop a positive attitude toward learning. These results are consistent with Basoz’s (2013)
argument that computer-assisted vocabulary instruction may not always provide a better

learning experience for students contrary to popular belief.
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In the studies of Hirschel and Fritz (2013), and Pehlivan (2020), the effectiveness of
CALL-based software on the short-term and long-term vocabulary retention of the students.
The statistical results of these two studies revealed that there were no significant differences
in the short-term vocabulary achievement of the CALL treatment groups and control groups
that received traditional vocabulary instruction. However, the experimental groups showed
better results for long-term retention than control groups. Hirschel and Fritz (2013) attribute
these results to using computers in the learning process may provide more receptive learning
including multiple item types, spaced repetition, and feedback for the CALL group. Pehlivan
(2020) argues that using educational technology made the retention of words and structures
more efficient while providing students with more enjoyable learning opportunities. However,
in the current study, the delayed test was not used to identify the difference in the students’
long-term vocabulary retention. Hence, the current research coincides with the studies of
Pehlivan (2020) and Hirschel and Fritz (2013) regarding the short-term vocabulary retention

achievement of the participants.

On the other hand, the several studies in the literature found that the experimental
group students significantly enhanced their vocabulary knowledge by means of CALL-based
learning platforms (Bakla & Cekig, 2017; Cakmak et al., 2021; Enayati & Gilakjani, 2020;
Hajebi et al, 2018; Korlu & Mede, 2018; Sanosi, 2018; Toy, 2019). In this research, the
experimental groups outperformed the control groups regarding language proficiency, and
there were statistically significant differences between two groups’ scores on the achievement

tests contrary to the results of the current study.

Bakla and Ceki¢ (2017) state that the CALL-based platform they used in their study
provided learners with a range of activities that monitored the learners’ progress and gave
prompt feedback; thus, the experimental group’s vocabulary growth was significantly better
than the control group at the end of the treatment. Cakmak et al. (2021) stated that the CALL
platform provided learners with diverse forms of vocabulary learning immersive games and
tasks which can enhance their motivation to study. As a result, they proposed that EFL
students should be given more opportunities to utilize a visual vocabulary training platform to

communicate efficiently.

Enayati and Gilakjani (2020) and Hajebi et al. (2018) concluded that CALL-enhanced
language instruction had a positive impact on the vocabulary development of the learners.
Korlu and Mede (2018), Toy (2017), and Sanosi (2018) investigated the effectiveness of a
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flashcard program on the vocabulary achievement of EFL students. They all expressed that
practicing unknown words with the help of an e-learning program had a significant effect on

the lexical growth of the students.

When it comes to studies on investigating the effects of EBA on language learning,
they displayed dissimilar results with the current research. Kilic (2020) investigated the
platform to find out whether it improves the listening abilities of the students. According to
the results of the study, EBA had a significant positive effect on the development of the
listening skills of the students. Also, the qualitative results revealed that students had positive
attitudes toward EBA because they found it enjoyable and motivating. In the study of
Pehlivan (2020), the results of the delayed test revealed that using EBA follow-up activities
has significantly improved the long-term vocabulary retention of students. Thus, the current
research contradicts the study of Pehlivan (2020) in terms of the long-term vocabulary

retention development of the students.

In the current study, EBA also allowed students to participate in a variety of activities
contributing lexical knowledge when providing feedback. The statistical test results of the
experimental group revealed that there was a significant difference within the group before
and after the implementation regarding vocabulary achievement, however, contrary to the
extensive literature it did not generate a significant difference from the traditional way of
learning. Because the pre-and post-test results of the control group also demonstrated a
statistically significant difference within the group before and after the treatment. Hence, it
can be deduced that the vocabulary growth of both groups improved similarly without
considering the learning way of vocabulary. These results might stem from the limited
amount of time during which the study was implemented or due to the lack of available
sufficient content on the platform. Yildiz and Giindiiz (2019) examined the views of
secondary school teachers on the EBA e-contents. According to the results, the teachers
discovered that the content designs were insufficient in capturing the attention of the students,
as well as being too short and outdated in terms of activities. Similarly, Cakmak and Taskiran
(2017) stated that the quality of e-content should be improved. Additionally, according to the
research of Erbay (2018), EBA content should be revised and adjusted according to the

learners' needs.
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5.1.2. The effects of EBA use on students’ learner autonomy development

The second research question and its sub-question were constructed to reveal the effect
of EBA on the students’ learner autonomy development. A learner autonomy scale was
administered to both groups at the beginning and end of the implementation to seek answer to
the relevant research question. Afterwards, the differences in the level of autonomy between
the groups and within the groups were identified. According to the statistical analysis results,
there were no statistically significant differences between the groups and within the groups
regarding their level of autonomy before and after the study. The comparison within the
groups through the use of the Wilcoxon Signed-Rank test demonstrated that there was a slight
increase in the autonomy level of the experimental group, however, the treatment did not
generate a statistically significant difference in terms of learner autonomy levels of the
experimental group. Indeed, the autonomy levels of both groups did not differ remarkably
during the seven weeks. These results suggest that using EBA in the language learning
process did not have a significant positive effect on the learner autonomy level of the

students.

These findings are inconsistent with the numerous research studies which found that
CALL has a remarkable effect on the improvement of learner autonomy (Ceylan, 2019;
Farivar & Rahimi, 2015; Ghufron & Nurdianingsih, 2019; Kizmaz, 2019; A. Mutlu & Erdz-
Tuga, 2013; K. Smith & Craig, 2013). For instance, Smith and Craig (2013) suggested that
CALL enhanced the students’ self-management study skills in language learning while
improving their ability to plan, coordinate, monitor, and evaluate their use of CALL resources
independently. Similarly, Farivar and Rahimi (2015) found that implementing English
software (BBC course) significantly enhanced the autonomy of EFL learners. Among the
studies conducted in Tirkiye context, Kizmaz (2019) also argued that using CALL in the
language learning process was beneficial in increasing the level of learner autonomy. Also,
Mutlu and Er6éz-Tuga investigated the role of CALL on learner autonomy, and they stated that
the use of computers actively involved students in out-of-class studies and increased their

autonomy.

In the present study, a possible reason for the lack of a significant difference between
the obtained scores may be due to the limited duration of the CALL treatment. The period
during which the experimental group used EBA activities might not have been sufficient to

develop the autonomy of the students. Nevertheless, the slight increase in the mean scores of
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the experimental group is higher than the mean scores differences of the control group. Thus,
a longer duration of the CALL treatment could have resulted in a remarkable outcome on
behalf of the experimental group. Also, available e-contents on EBA software may not have
been sufficient and attractive enough to motivate students to engage in out-of-class learning
and interactions. The students found the usage of EBA platform inadequate in the study
conducted by Timur et al. (2017). The researchers suggested that the overall quality of the
website should be enriched by adding relevant and informative content and creating an
appealing homepage that can attract more students. Similarly, Tiysiiz and Ciimen (2016)
explored the view of secondary school students on EBA and it was suggested that the website

should include more content, tests, and entertaining games.

To focus more on language learning, MoNE has recently introduced “Diyalekt” web
and mobile application developed for all Turkish citizens. There are several resources
available on the platform to develop four language skills, including books, videos, games,
interactive worksheets, and activities. By incorporating a range of more engaging content,

students are likely to be motivated to learn autonomously.

Additionally, one of the reasons for the obtained results could be that Turkish students
are not accustomed to being autonomous in their language learning process as stated in
several studies (Dogan & Mirici, 2017; Cakici, 2017; Karabiyik, 2008; Kartal & Balgikanli,
2019). The customary way of learning and the role of the students and teachers in the country,
along with the exam oriented national education system, could be considered as obstacles to
the creation of an autonomous learning atmosphere (Dogan & Mirici, 2017). Despite having
access to technological learning tools outside the classroom, the students might still have

required teacher guidance and support in the language learning process.

Consequently, the results of the present study did not overlap with the aforementioned
studies regarding the enhancement of learner autonomy of participants. As Reinders and
White (2011) suggested, although technology has the potential to provide enriched
affordances for autonomous learning, it does not necessarily improve learners’ sense of
responsibility or learning management skills. They state that the quality of provided input and
materials is essential in the development of learner autonomy. Additionally, Reinders and
Hubbard (2013) argues that the opportunities that technology creates for the development of
learner autonomy are undeniable, but it is up to the developers to identify effective language-

learning ways and procedures for engaging students in technology-mediated language
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learning tasks and activities. The results obtained in the present study may have been
influenced by the limited time allocated for treatment and the insufficient content on EBA
software. EBA English courses and activities could be updated and improved in line with the
curriculum and students’ needs. It is possible that the research findings may be subject to

change once these limitations are eliminated.

5.2. Conclusion

Technology-integrated English learning method has become a necessity all over the
world in this evolving digital era. The present study focused on English learning activities of
EBA, a recent production of MoNE in Tiirkiye that integrates technology into education. The
purpose of the study was to investigate the effects of using EBA on students’ vocabulary
growth and learner autonomy development. To reach this aim, an experimental group and a
control group were constructed at the beginning. Each group consisted of 20 6th-grade
students studying at a secondary school in Konya, Tiirkiye. At the beginning of the study, a
vocabulary revision test and a learner autonomy scale were administered to both groups. After
that, the control group students received only regular language instruction at school while the
experimental group was required to follow EBA English activities at home besides the regular
language instructions at school for seven weeks. Finally, both groups took the same
vocabulary revision test and learner autonomy scale as post-tests to identify the differences
between the scores before and after the study. The obtained data were analyzed through SPSS

version 27.

The findings of the pre-and post-vocabulary revision tests of the students showed that
both the experimental and control groups significantly improved their vocabulary on specific
units. According to the results, there were no statistically significant differences between the
groups in terms of vocabulary learning achievements. That indicated that both groups
enhanced their language knowledge regardless of the learning method they received. It was
concluded that the English activities provided on the EBA website failed to yield any

substantial improvement in the vocabulary knowledge of the students.

Similarly, according to the results of the pre-treatment and post-treatment learner
autonomy scale, there were no significant differences in students’ autonomy levels between or
within groups before and after the study. Despite a slight increase in the autonomy level of the
experimental group, the treatment failed to produce a statistically significant difference

regarding learner autonomy levels. The autonomy levels of both groups did not significantly
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differ over a seven-week period. It was revealed that using EBA did not have a remarkable

effect on the development of learner autonomy in language learning.

The present study hopefully contributes to the literature by revealing whether using
EBA has an impact on vocabulary achievement and learner autonomy development of EFL
students. Considering the findings, it can be concluded that using EBA activities in the seven-
week English learning process did not have any significant effect on the students’ vocabulary
learning achievement and development of learner autonomy level. The limited amount of time
allotted for the implementation, the inadequate website content and students’ culture of
learning were stated as the possible reasons for these results. The suggestions for the better

results are presented in the following sections for the future research.

5.3. Implications and Suggestions for Further Research

This study aimed to contribute to the current state of literature by investigating the use
of EBA English activities for students' gain of vocabulary and learner autonomy development.
To this end, a seven-week CALL treatment was implemented. The results revealed that EBA
had no remarkable effect on the enhancement of these determined skills. Hence, the findings
carry some recommendations that need to be considered by researchers in the field and the

stakeholders who are English language teachers, and the curriculum and program designers.

To start with, the implementation was conducted within a short period; of seven weeks
for two units. It would be most probable that working on more units within a longer process
contrary to the current study could be more efficient in investigating the effects of EBA on
students’ success. In other words, it is advisable for further research to be carried out for a
longer duration to be able to reveal different results. Besides that, the number of participants
in the study is 40. Conducting further studies with a larger sample size could provide a
diverse result. Furthermore, a delayed posttest which identifies the long-term vocabulary
recognition of the students can be designed to get deeper insight into the effects of the use of
EBA on vocabulary learning. The study also lacked qualitative data to investigate the views
of the users on the website. The perspectives of the students could be included in further

studies to be able to reach in-depth data revealing the attitudes of the students on the website.

Additionally, the contents available on EBA might be insufficient for students’
language learning. Language activities on EBA could be regulated and enriched according to

the needs of the students. Diverse online materials, activities, videos, interactive games, and
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songs would satisfy the needs of students in the language learning process. Besides, English
teachers should be trained in the ways to integrate online materials and activities into their
lessons and equipped to prepare their online activities on EBA. Also, further studies can be
conducted to investigate the effect of EBA on other language skills and subskills to extend the
scope of the research. The present study focused on the students’ achievement in retaining
target vocabulary. Conducting additional research to explore the impact of EBA on students’

vocabulary usage could offer deeper insights.

Lastly, the current study focused on the vocabulary learning achievement and learner
autonomy of the students through the use of EBA English activities designed by MoNE.
Further research can be conducted on the correlation between the use of any other
technological tools, such as Diyalekt, and the acquisition of other language skills beyond the
scope of this study. It would be worth integrating the use of such technological tools during

the language-learning process.
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GENISLETILMIS TURKCE OZET

Necmettin Erbakan Universitesi, Egitim Bilimleri Enstitiisii
Yabanci Diller Egitimi Anabilim Dali
Ingiliz Dili Egitimi Bilim Dal1
Yiiksek Lisans Tezi
EGITIiM BILiSIM AGI (EBA) KULLANIMININ YABANCI DiL. OLARAK

INGILIZCE OGRENEN OGRENCILERIN KELIME OGRENIM BASARILARI VE
OGRENEN OZERKLIGI GELiSIMLERI UZERINE ETKIiSi

Serife SERIN

Kelime 0grenimi yabanci dil 6grenmenin temel unsurlarindan biridir. Yabanci dil
ogrenenler belirli bir dilde yeterli kelime dagarcigi olmadan sozlii olarak iletisim kuramazlar.
Ellis'in (1994) belirttigi gibi Ingilizce dilinin edinimi, algilama, kavrama ve kelime ve
climleleri kullanarak etkilesimde bulunma becerisini gerektirir. Kelime bilmenin bir yabanci
dil 6grenmede ne kadar 6nemli oldugu bir¢ok arastirmaci tarafindan vurgulanmistir (Nation,
2003; Richards ve Renadya, 2002; Schmitt, 2010; Tuan, 2011). Bu nedenle, 6grenenlerin
ihtiyaglarina veya Ogrenmenin gerceklestigi baglama gore en uygun kelime O0grenme ve
O0gretme yolunun belirlenmesi ¢ok onemlidir. Ellis (1995) ortiilii ve agik kelime Ogrenimi
olmak iizere iki temel kelime 6gretimi yaklasimindan bahseder. Ortiilii kelime 6grenme
herhangi bir kelimeyi agik¢a ezberleme amaci olmadan, kelime dagarciginin bir baglamdan
stirekli maruz kalinarak dogal yolla 6grenilmesidir. A¢ik kelime 6grenimi ise Ogrencilerin
ogrenmekte olduklar1 kelimenin farkinda oldugu bilingli bir 6grenme yontemidir. Bu iki
yaklasimin sozciik bilgisinin  genisletilmesi siirecinde farkli yonlerden 6nemli oldugu
diisiiniilebilir. Ders esnasinda miifredattaki biitiin kelimelerin 6grenimi i¢in yeterli siire
olmayabilmektedir. Bu ylizden 6grencilerin 6grenme 6zerkligini de artiracak olan sinifta dil
Ogretimine de bagka alternatifler gerekli olmaktadir. Muchlis (2015) teknoloji kullanmanin
kelime Ogreniminde Ogrenen Ozerkliginin de gelistirilmesine yardimct oldugunu

vurgulamaktadir.

Bilgi ve iletisim teknolojilerindeki gelismeler egitimde, Ozellikle de yabanci dil
ogretiminde biiyiik firsatlar dogurmustur (Delibas ve Giinday, 2016). Bu nedenle, bilgisayar
tabanli dil dgrenimi, Ingilizce dili egitimi alaninda gegen yiizyilin popiiler bir yaklagimi
haline gelmistir. Gorsel ve isitsel bilgisayar destekli materyaller yardimiyla kelime kazanimi
ogrenciler icin daha kolay, daha ilgi ¢ekici ve daha motive edici olmaktadir. Bu yontem ile

saglanan kelime edinme siireci, geleneksel kelime 0grenme yontemiyle karsilastirildiginda
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daha tesadiifi olmaktadir. Kim ve Gilman'a (2008) gore, dil 6grencileri, geleneksel 6grenme
yontemi yerine, kelime edinimi ve bunun uzun vadeli akilda kalicilik tizerindeki olumlu etkisi
nedeniyle teknolojiyle biitlinlestirilmis kelime 6grenmeyi tercih ederler. Degisen bu 6gretme
ve 0grenme metodolojisi sayesinde ¢cogu iilke buna ayak uydurmaya calismis ve teknolojiyi
egitim sistemlerine entegre etmeye baglamistir. Tiirkiye'de yirmi birinci ylizyildaki
degisimleri yakalamak i¢in egitim amaglhi kullanilan bilgisayar tabanli araglardan biri de
bireylerin her zaman ve her yerde Ogrenmesine olanak tamiyan Egitim Bilisim Aglar
(EBA)'dir. EBA 6grenci ve 6gretmenlere yonelik e-dersler, okul miifredatinin tiim konularina
iliskin icerik modiilleri, ¢evrimi¢i 6grenme uygulamalari, uzaktan egitim i¢in canli ders
modiilleri, e-igerik iiretim modiilleri ve zorunlu egitime yonelik birgok ek materyalden
olusmaktadir. Ayrica platformda c¢ok sayida ders materyali mevcuttur. Ogrencilere ve
Ogretmenlere miifredatin hedeflerine gore tasarlanmis e-igerik materyalleri saglar. Tiim bu
materyalleri tamamlamak 6grencilere Ingilizce dersi miifredatinda yer alan kelimelere asina

olma firsat1 verebilir.

Tirkiye’de okullardaki kelime 6grenme pratikleri i¢in ¢ogu Ogrencinin tercih ettigi
kelime ve anlamin1 defalarca yazarak c¢alisma veya bir kelime kutusu olusturarak tekrar etme
yontemleri yararli bulunmaktadir fakat teknoloji kullanmaya merakli olan 21. yiizyil
Ogrencileri icin bu yontemler ilgi ¢ekici olmayabilir. Herhangi bir bilgisayar destekli kelime
o0grenme tekniginin kullanilmasi, 6grencilerin kelime dagarcigini ve dil becerilerini gelistirme
motivasyonunu artirabilir. Bu ¢alismada, bir bilgisayar destekli 6grenme aract olan EBA'nin
ogrencilerin  kelime Ogrenimindeki basarist ve Ogrenmede Ogrenen Ozerkliginin
gelistirilmesindeki etkinligi arastirilmistir. Literatiirdeki onceki aragtirmalar agirlikli olarak
O0gretmen ve Ogrencilerin yazilimin kullanimiyla ilgili deneyimlerine iliskin goriislerine
odaklanmistir. Ancak EBA platformu kullanimi ile 6grenen 6zerkliginin gelisimi ve dil
O0grenme basarisi, Ozellikle de kelime Ogrenimi arasindaki iliski lizerine sinirli arastirma
bulunmaktadir. Bu yiizden, bu arastirmada asagidaki aragtirma sorularina cevap aranarak bu

boslugun doldurulabilmesi amaglanmastir:

1. EBA kullaniminin 6grencilerin kelime 6grenim basarilarina etkileri nelerdir?
1.a. Gruplarin ¢alisma Oncesi ve sonrasi kelime basarilar1 arasinda istatistiksel
olarak anlamli bir fark var mi1?

2. EBA kullaniminin 6grencilerin 6grenen 6zerkligine etkileri nelerdir?

61



2.a. Gruplarin ¢aligma Oncesi ve sonrast 6grenen Ozerklik diizeyleri arasinda
istatistiksel olarak anlamli bir fark var mi1?

Hedeflenen dilin diizgiin bir sekilde &grenilebilmesi icin yeterli diizeyde kelime
bilmek 6nem arz eder. Ancak bu, Ogrencilerin kelime bilgilerini genisletmek i¢in sadece
smifta degil dil sinifi disinda da 6zerk olmalarim gerektirir. Ogrencilere bu ortami saglamanin
yollarindan biri teknolojinin 6grenme siireglerine entegrasyonu ile miimkiin olabilir. Ayrica,
bilgisayar destekli 6grenme araglarini dil 6grenimine dahil etme firsati biiyiik olasilikla ilham
verici ve heyecan verici olacaktir ve 6grencilere kelime bilgisi i¢in ¢esitli pratik tiirlerini
iceren ¢ok cesitli egitim kaynaklar1 sunabilir (Seljan vd., 2004). Ogrenciler, gesitli teknolojik
materyaller araciligiyla, yabanci kelime veya ifadelerin anlamlarini ve tanimlarini, bunlarin
gorsel temsilleri ile ve diger ¢esitli 6rneklerle edinebilirler. Literatiire baktigimizda birgok
arastirmada bilgisayar destekli dil 6grenme yontemlerinin kullanilmasinin 6grencilerin kelime
bilgilerini artirmada ve pekistirmede etkili oldugu sonucuna ulasilmistir (Bakla ve Cekig,
2017; Cakmak et al., 2021; Enayati ve Gilakjani, 2020; Hajebi vd., 2018; Korlu ve Mede,
2018; Sanosi, 2018; Toy, 2019). Bunun yan1 sira hem teknolojinin entegre edildigi 6grenme
yontemi hem de standart dil 6grenim yontemlerinin de ayni sonucu verdigi bazi aragtirmalar

da mevcuttur (Bagheri vd., 2012; Basoz, 2013; Oberg, 2011).

Bu c¢alismanin temel amaci MEB tarafindan gelistirilen EBA teknoloji tabanh
ogrenme aracinin  kullanmminin  dgrenen ozerkliginin ve Ingilizce kelime basarisinin
gelistirilmesine katki saglayip saglamadigini arastirmaktir. Icerik saglayici olarak EBA,
Tiirkiye'de son donemde Ogretmen ve Ogrenciler tarafindan simif iginde ve disinda
kullanilmaktadir. Ingilizce dersi miifredatinda yer alan biitiin kelimelerin edinimi igin ders
stireleri yeterli olmayabilmektedir. Bu sebeple 0Ogrencilerin de bilmedikleri kelimelerin
edinimi ve pekistirilmesi konusunda sorumluluk almalar1 gerekebilir. Richards'm (2015)
belirttigi gibi bu tiir bilgisayar destekli materyaller, 6grencilere ¢aligsmalarini sinif i¢i egitimle
sinirlamadan 6nemli dil 6grenme firsatlar1 sunmaktadir. Kelime ogretiminde oldugu gibi
ogrenci Ozerkliginin gelistirilmesinde teknolojik araglarin entegrasyonunun etkinligini
degerlendiren ¢ok sayida ¢alisma vardir (Ceylan, 2019; Farivar ve Rahimi, 2015; Ghufron ve
Nurdianingsih, 2019; Kizmaz, 2019; Mutlu ve Erdz-Tuga, 2013; Smith ve Craig, 2013).

EBA platformundaki etkinlikler, 6grenen 6zerkligini gelistirmenin yan sira kelime
ogrenmede basartyr saglamak icin de kullanilabilir. Dolayisiyla bu ¢alisma, platformun

kelime basarisinin  ve Ogrenen Ozerkliginin artirllmast  konusunda yeterliliginin
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degerlendirilmesi agisindan énemli olabilir. Literatiire bakildiginda Ingilizce 6gretimi ve EBA
kullanimi ile ilgili arastirmalar sinirlidir. Kayahan ve Ozdiiran (2016) Ingilizce grenen
ogrencilerin EBA ile ilgili goriislerini incelerken Erbay (2018) ise Ingilizce 6gretmenlerinin
EBA platformu ve Ingilizce dil 6grenimi icin sunulan e-igerikler hakkinda diisiincelerini
aragtirmistir. Erbay (2018)’1n arastirma sonuglarina goére, katilimer ingilizce &gretmenleri
EBA igerikleri ile miifredat kazanimlar1 arasindaki paralelligin yetersiz oldugunu belirterek
iceriklerin revize edilip Ogrencilerin ihtiyaglarina goére diizenlenmesini Onermektedirler.
EBA’nin dinleme becerisi iizerine etkilerini arastiran Kilic (2020), EBA kullaniminin
Ogrencilerin basarilar1 lizerinde olumlu sonuglart oldugunu belirtmistir. Pehlivan (2020) ise
arastirmasinda EBA kullaniminin ilkokul 6grencilerinin gramer ve kelime basarilari lizerine
etkili olup olmadigini incelemistir. On-test ve son-test sonuglar1 karsilastirildiginda EBA
destekli dil 6gretiminin standart dil 6gretimine gore dgrencilerin gramer ve kelime basarisinda
anlamli olarak biiyiik bir etkisi olmamasina karsin kalicilik testi uygulandiginda bu farkin
EBA kullanan 6grenciler lehinde anlamli olarak biiyiik oldugu sonucuna ulasilmistir. Sonug
olarak EBA kullannminin kelime bilgisi veya 06grenen Ozerkligi gelisimi gibi belirli bir dil
O0grenme alanina etkisini incelemek igin gerceklestirilmis yeterli niceliksel ¢alisma
bulunmamaktadir. Dolayisiyla bu calisma EBA’daki Ingilizce dersi etkinliklerinin
ogrencilerin kelime 6grenme basarilart ve 6grenen 6zerkligi seviyesinin gelisimi tizerindeki
etkinligini ortaya ¢ikarmak agisindan énemli olabilir. Ayrica EBA’da bulunan Ingilizce dersi
iceriginde dgrencilerin kelime bilgisini destekleyen alistirmalar ve 6grenen 6zerkligini artirict

ozellikler konusunda gelecekte yapilabilecek yeniliklere dair fikir verebilir.

Bu calisma kelime bilgisi 6n ve son revizyon testlerini ve besli Likert 6l¢ekli 6grenen
ozerkligi olgegini olgme araci olarak kullanilan bir nicel arastirmadir. Mackey ve Gass
(2022)’ e gore nicel arastirmalarin iki tiirii vardir: korelasyonel ve deneysel. Deneysel
arastirmalarda, arastirmacilar bir veya birden fazla degisken {izerinde bilingli olarak oynama
yapar. Bu ¢aligmada 6n test-son test kontrol gruplu yar1 deneysel bir tasarim benimsenmistir.
Seliger ve Shohamy'ye (1989) gore yar1 deneysel calisma tasarimi, egitimsel baglamlara
benzeyen ortamlarda gerceklestirildigi icin daha yiiksek gecerlilige sahip olarak kabul edilir
ve verilere ulasmak daha kolay oldugu i¢in 6gretmenler tarafindan yiiriitiilen aragtirmalar i¢in
miikemmeldir (s.149). Dolayisiyla bu ¢alismada, arastirmacinin Ingilizce dgrettigi bir devlet
ortaokulunun 6. siniflarindaki iki sinif, yar1 deneysel bir ¢aligma tasariminin iki karsilastirma
grubu olarak kullanilmistir. Arastirma sorularina cevap bulmak amaciyla deney grubuna EBA

kullanim1 uygulanirken, kontrol grubuna sadece standart dil egitimi uygulandi. Uygulama
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oncesinde veri toplama araglarinda yer alan sorularin Ogrenci seviyesine uygun olup
olmadigimin belirlenmesi ve testlerin gilivenirliginin belirlenmesi amaciyla pilot calisma

yapilmustir.

Arastirma 2022-2023 egitim 6gretim yilinin bahar doneminde Konya’da bir devlet
ortaokulunda uygulanmistir. Katilimcilar 6’ncr sinifta 6grenim goren iki biitiin smiftaki 40
ogrenciden olusmaktadir. 4 adet 6’nc1 sinif subesi mevcut olan bu okuldan iki 6’nc1 sinif
subesi calisma icin secilmistir. Bu siniflardan birisindeki 6grenciler deney grubu 6grencileri
olarak belirlenirken diger siniftaki 6grenciler kontrol grubu 6grencileri olarak belirlenmistir.
Her iki grupta da 20 katilimci 6grenci mevcuttur. Katilimcilarin segiminde, biitiin sinif
ornekleme yontemi kullanilmistir. Biitiin sinif 6rneklemesi, 6zellikle egitim baglamindaki
arastirmalarda katilimcilar olarak tiim gruplarin veya smiflarin secildigi durumlarda tercih

edilmektedir (Millan ve Schumacher, 1984).

Arastirmada EBA kullaniminin kelime 6grenimi ve o6grenen O6zerkligi lizerindeki
etkisini belirlemek icin nicel veri toplama araglarindan yararlanilmistir. Kelime 6grenim
basarilar agisindan farkliliklart belirlemek i¢in iki farkli katilimci grubuna bir 6n test ve bir
son test olarak aymi kelime revizyon testi uygulandi. Bu revizyon testi arastirmaci tarafindan
6’nc1 siif Ingilizce miifredatinda yer alan “meslekler” ve “tatil” konulu iinitelerine uygun
olarak kapsam gecerliligini saglayacak sekilde gelistirilmistir. Testin gecerlilik ve giivenirligi
icin On test uygulanmadan Once test maddelerinin kontrolii ve revizyonu i¢in Necmettin
Erbakan Universitesi’nde gdrev yapan iki uzmana ve arastirmaci ile ayn1 okulda gérev yapan
iic Ingilizce dgretmenine danisilmistir. Diizeltmeler yapildiktan sonra testin giivenirliginin
hesaplanmasi icin arastirma disinda kalan 14 6grenci ile bir pilot ¢alisma yapilmistir. Testin

Cronbach Alfa degeri 0.804 bulunmustur.

Ayrica EBA’nin 6grencilerin 6zerklik diizeylerine etkisini belirleyebilmek amaciyla
her iki gruba da uygulama oncesi ve sonrasi 14 maddeden olusan bir 6grenen 6zerkligi dlgegi
uygulanmigtir. Kullanilan bu 6lgek Senol ve Oraker (2017) tarafindan 6’nct sinif seviyesi
ogrencilerin Ingilizce dersinde 6zerkliklerini test etmek icin olusturulmustur. Olgegi olusturan
14 madde, bagimsiz ve sorumluluk alarak Ingilizce 6grenme, 6z farkindalik ve dil 6grenme
etkinlikleri temalarina dayanmaktadir. Bahsedilen arastirmacilar Tiirk 6grencilerin Ingilizce
dersinde 6zerk 0grenmelerini arastirmayi amacladiklari i¢in 6l¢ekteki maddelerin yazim dili

Tiirk¢edir. Boylece dlgegin mevcut ¢alisma i¢in son derece uygun oldugu diisiiniilmiistiir.
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Akademik yilin ilk doneminde her iki gruptaki tiim Ogrencilere arastirma siireci
hakkinda bilgi verildi ve sadece arastirmada yer almak isten 6grencilerin velilerinden onam
formlar1 doldurmalar istendi. Katilimc1 olmak isteyen dgrencilere ve velilerine siireg ile ilgili
gerekli yonergeler ve agiklamalar saglandi. Sonrasinda deney grubu 6grencilere gegici EBA
sifreleri verildi. Biitlin Ogrenciler zaten yaklasik olarak iki yildir sistemi kullanmaya

aliskinlardi.

Arastirmanin en basinda Ogrencilere kelime revizyon testinin ve 6grenen Ozerkligi
Ol¢eginin On testi uygulandi. Yedi haftalik arastirma siireci boyunca deney grubu 6grenciler
Milli Egitim Bakanlig: tarafindan dagitilan ders kitab1 disinda, bu ders kitabindan segilen iki
iinite ile uyumlu EBA etkinliklerini takip edip tamamlamadilar. Bu esnada kontrol grubu
ogrencileri sadece ders kitabi ile standart egitime devam ettiler. Arastirmaci, deney grubu
Ogrencilerine iinite soOzciiklerini tanitmak i¢in platform {iizerinden cesitli beceri temelli
etkinlikler (kelime bilgisi, dil bilgisi, okuma ve dinleme) géndermistir. Ogrencilerden okuldan
sonra bu yayimlanan etkinlikleri tamamlamalar1 istenmistir. Yedi haftalik uygulama siireci
tamamlandiktan sonra her iki gruptaki 6grencilere son test olarak aynmi kelime revizyon testi

ve 0grenen Ozerklik dlgegi ayni giin i¢inde uygulandi.

Kelime revizyon testi ve 0grenen 6zerkligi 6l¢egi yardimui ile toplanan veriler SPSS-27
programi kullanilarak analiz edilip karsilagtirilmistir. Veriler analiz edilmeden 6nce ideal
istatistiksel analiz yontemlerinin belirlenmesi amaciyla normallik testi uygulanmistir. Her iki
testin verilerinin normal dagildigr gozlenmistir. Dornyei'nin (2007) belirttigi gibi analiz
stirecinde parametrik testlerden birinin kullanilabilmesi i¢in verilerin normal dagilmasi
gerekmektedir. Bununla birlikte, arastirmada az sayida bir Orneklem varsa parametrik
olmayan testler, daha biiylik 6rneklem biiyiikligli (n>30) gerektiren parametrik testlere
kiyasla daha gii¢lii sonuclar saglayabilir. Bu bilgiler 1s1ginda degiskenlerin grup
ortalamalarindaki farkliliklart gorebilmek i¢in 2 gruplu on-test ve son-test degiskenlerinde
parametrik testler i¢in yeterli gézlem sayis1 olmadigindan non-parametrik Mann Whitney-U
analizi uygulanmistir. Degiskenlerin grup ortalamalarindaki farkliliklar1 gorebilmek igin
bagimli O6rneklem t-test analizi, yeterli gozlem sayisi olmadiginda ise bagimli 6rneklem

Wilcoxon test analizi uygulanmistir. Analizler alfa=0,05 seviyesinde uygulanmaistir.

Caligma Oncesinde 0grenci gruplarina uygulanan kelime revizyon on testi puanlari ile
calisma sonrast uygulanan kelime revizyon son testi puanlart bagimsiz 6rneklem Mann

Whitney-U testi ile analiz edilmistir. On test analiz sonuglarina gére deney grubu ve kontrol

65



grubu toplam puanlan istatistiksel olarak anlamli bir sekilde farklihik goéstermemistir
(p=,957>0,05). Yani, iki grup kelime oOn bilgisi acisindan farklilik gostermemistir.
Arastirmanin basinda her iki gruptaki bireylerin benzer kelime bilgisine sahip oldugu
sonucuna varilabilir. Son test analiz sonuglarina bakildiginda ise gruplarin son test gruplarina
gore son test toplam puani yine istatistiksel olarak anlamli bir sekilde farklilik gostermemistir
(p=,056>0,05). Bu durum her iki grubun da uygulama sonunda kelime 6grenme basarilari
acisindan benzer oldugunu gostermektedir. Her iki gruptaki 6grenme siireci sonunda iki

grubun da kelime bilgilerinin arttig1 s6ylenebilir.

Gruplarin kendi icinde kelime bilgisi gelisimine bakacak olursak, her iki grup i¢in son
test- on test degiskeni Bagimli Orneklem Wilcoxon Analizi yapilmistir. Analiz sonuglarina
gore hem deney grubu hem de kontrol grubu sinav toplam puanlari, 6n test ve son test
puanlar agisindan istatistiksel olarak anlamli farklilik gostermistir (p=,000<0,05). Sinav Son
test puan ortalamalari, sinav On test puan ortalamalarindan anlamli bir sekilde farkli ve
biiytiktiir. Bu durumda, dil 6grenim yontemi fark etmeksizin iki grubun da kelime bilgilerinde

gelisme olmustur.

Ogrenen 6zerklik dlgeginde de kelime revizyon testinde oldugu gibi calisma dncesinde
ve calisma sonrasinda iki gruba da uygulanan 6lceklerin 6n test ve son test puanlart bagimsiz
orneklem Mann Whitney-U testi ile analiz edilmistir. Uygulama 6ncesi 6zerklik 6l¢egi analiz
sonuglarina gore On test gruplarina gore on test toplam puani istatistiksel olarak anlamli bir
sekilde farklilik gostermemistir (p=,316>0,05). Uygulama sonrasi 6grenen dzerkligi dlgeginin
sonucglari, EBA kullaniminin = &grencilerin - 6grenen  Ozerkligi  seviyesini etkileyip
etkilemedigini ortaya ¢ikarmistir. Uygulama sonrasinda uygulanan 6grenen 6zerkligi 6lgegi
sonuclar1 analizine bakilirsa yine son test gruplarina gére son test toplam puani istatistiksel
olarak anlamli bir sekilde farklilik gostermemistir (p=,498>0,05). Arastirma sonunda deney

ve kontrol gruplarinin 6grenen 6zerkligi diizeyleri agisindan benzer oldugu goriilmektedir.

Gruplar iginde 6grenen 6zerkligi diizeyleri gelisimini ortaya ¢gikarmak i¢in hem deney
hem kontrol grubu icin son test- on test degiskeni Bagimli Orneklem Wilcoxon analizi
yapilmistir. Analiz sonuglarma goére hem deney grubu hem de kontrol grubu sinav toplam
puanlari, 6n test ve son test puanlari agisindan istatistiksel olarak anlamli farklilik
gostermemistir (p>0,05). Deney grubu c¢alisma sonrast 6zerklik Olgegi ortalama puaninda

(M=53.40) ¢alisma Oncesi alinan puana (M=51.70) kiyasla hafif bir artis olmasina ragmen
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EBA aktivitelerinin kullaniminin 6grencilerin 6grenen 6zerkligi diizeyi tizerinde kayda deger

bir olumlu etkisinin olmadigi soylenebilir.

[lk arastirma sorusu ve onun alt sorusu, EBA kullanimmin o6grencilerin kelime
kazanimi {izerinde etkisinin olup olmadigina cevap aramaktadir. Kelime revizyon testi
sonuclarinda bahsedildigi gibi, EBA kullanan 06grenci grubu ile kullanmayan &grenci
grubunun kelime 6grenme basar1 diizeyleri arasinda istatistiksel olarak anlamli bir fark tespit
edilememistir. Her iki grubun da arastirma sonucunda benzer diizeyde basar1 yakaladig:
ortaya konulmustur. Ogrenciler aldiklar1 dil egitimi ydntemine bakilmaksizin kelime
kazanimlarinda basar1 gostermislerdir. Bu sonuglara gore, standart dil 0gretimine destek
olarak EBA aktivitelerinin kullanilmasinin, 6grencilerin kelime 6grenmelerinde kayda deger
bir etkisinin olmadig1 sOylenebilir. Bu bulgular daha 6nce gergeklestirilen bazi arastirma
sonuglart ile uyumludur (Baghari vd., 2012; Basoz, 2013; Oberg, 201). Basoz’e (2013) gore
yaygin inanisin aksine bilgisayar destekli kelime 6gretimi her zaman daha iyi bir 6grenme

deneyimi saglayamayabilir.

Hischel ve Frits (2013)’in ve Pehlivan (2020)’1in arastirmalarinin istatistiksel
sonuglari, bilgisayar destekli dil 6grenme uygulanan deney grubunun ve geleneksel kelime
Ogretimi alan kontrol grubunun son test puan sonuclarina gore dgrencilerin kisa siireli kelime
basarisinda anlamli bir fark bulunamamaistir. Yine de deney grubunun kalicilik test gruplarina
gore toplam puaninin, kelimeleri uzun siireli akilda tutma agisindan kontrol grubu puanindan
daha iyi oldugu goriilmiistiir. Ancak bu ¢alismada, 6grencilerin uzun siireli kelime akilda

tutma basarisini 6l¢en kalicilik testi kullanilmamustir.

Diger yandan, onceki c¢aligmalarin biiylik ¢ogunlugunda, deney grubu Ogrencilerin
bilgisayar destekli dil 6grenme tabanli 6grenme platformlar1 sayesinde kelime bilgilerini
onemli dlgiide artirdigi; deney grubunun dil yeterliligi agisindan kontrol grubuna goére daha iyi
performans gosterdigi ve bu ¢alismanin sonuglarinin aksine iki grubun basari testleri puanlari
arasinda istatistiksel olarak anlamli farkliliklar oldugu ortaya ¢ikmistir (Bakla ve Cekig, 2017;
Cakmak vd., 2021; Enayati ve Gilakjani, 2020; Hajebi vd., 2018; Korlu ve Mede, 2018;
Sanosi, 2018; Toy, 2019). EBA'nin dil 6grenimi iizerindeki etkilerini arastirmay1 amaclayan
onceki ¢alismalara bakildiginda ise mevcut arastirma ile g¢elisen sonuglar ortaya c¢ikmistir

(Kilig, 2020; Pehlivan, 2020).
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Mevcut calismada da EBA, 0Ogrencilere geribildirim verirken onlarin kelime
ogrenmelerine katkida bulunan cesitli etkinliklere katilmalarina da olanak tanimistir. Deney
grubunun istatistiksel test sonuglari, uygulama Oncesi ve uygulama sonrasinda grup icinde
kelime 6grenme basarisi agisindan anlaml bir fark oldugunu, ancak literatiiriin ¢gogunlugunun
aksine geleneksel dil 6grenme yonteminden anlamli bir fark yaratmadigini ortaya koymustur.
Dolayisiyla 6grenme yontemi farkliliklarina ragmen her iki grubun kelime dagarciginin
benzer sekilde gelisti§i sonucuna varilabilir. Bu sonuglar, calismanin uygulandig siirenin
sinirlt olmasindan ya da platformda yeterli i¢erigin bulunmamasindan kaynaklaniyor olabilir.
Yildiz ve Giindiiz (2019) ortaokul 6gretmenlerinin EBA e-igeriklerine iligkin goriislerini
incelemislerdir ve 6gretmenlerin EBA igerik tasarimlarinin 6grencilerin dikkatini ¢ekmede
yetersiz oldugunu, iceriklerin ¢ok kisa ve giincelden uzak oldugunu tespit ettikleri sonucuna
varmiglardir. Ayni sekilde Cakmak ve Taskiran (2017) da e-igerik kalitesinin arttirilmast
gerektigini savunmaktadir. Ayrica Erbay'in (2018) arastirmasinda EBA igeriginin

Ogrenenlerin ihtiyaglarina gore diizenlenmesi ve yenilenmesi gerektigi tartisilmistir.

Ikinci arastirma sorusu ve onun alt sorusu ise, EBA kullanimmin 6grencilerin 6grenen
ozerkligi gelisimine etkisini ortaya ¢ikarmak amaciyla olusturulmustur. Arastirma
sonuglarinda uygulama oOncesi ve sonrast 0grenen Ozerkligi diizeyleri bakimindan gruplar
arasinda ve gruplar i¢inde istatistiksel olarak anlamli bir farklilik bulunmamistir. Deney grubu
ogrencilerinin 6zerklik diizeyinde hafif bir artis oldugu yine de EBA kullaniminin grubun
ogrenen Ozerklik diizeyleri acisindan istatistiksel olarak anlamli bir fark yaratmadigi
goriilmiistiir. Ogrenme yontemi fark etmeksizin, yedi hafta boyunca her iki grubun 6zerklik
diizeyleri kayda deger bir farklilik gostermemistir. Bulgular, dil 6grenme siirecinde EBA
kullaniminin 6grencilerin 6grenen 6zerkligi seviyeleri lizerinde kayda deger bir olumlu etkisi

olmadigin1 géstermektedir.

Bulunan sonuglar, bilgisayar destekli dil Ogretiminin 6grenen 6zerkliginin
gelistirilmesinde O6nemli bir etkiye sahip oldugunu ortaya koyan arastirma g¢aligmalariin
bircogu ile ¢elismektedir (Ceylan, 2019; Farivar ve Rahimi, 2015; Ghufron ve Nurdianingsih,
2019; Kizmaz, 2019; Mutlu ve Eréz-Tuga, 2013; Smith ve Craig, 2013). Bunun olasi
nedeninin bilgisayar destekli 6gretim stiresinin kisitli olmasi olabilir ¢iinkii deney grubunun
EBA etkinlikleri ile caligmasi gereken siire Ogrencilerin ozerkligini gelistirmede yeterli
olmayabilir. Yine de deney grubu ortalama puanlari1 arasindaki fark, kontrol grubu ortalama

puan farkindan biraz daha yiiksektir. Bu da bilgisayar destekli dil 6grenimi uygulamasinin
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daha uzun siireli olmasinin, deney grubu puanlarinda daha onemli bir fark ortaya
cikarabilecegini gostermektedir. Buna ek olarak, EBA'daki mevcut e-igerikler, 6grencileri
siif dist 6grenme ve etkilesimlere katilmaya motive edecek kadar yeterli ve cekici
olmayabilir. Timur vd. (2017) ¢alismasinda 6grencilerin EBA web sitesinin yararli oldugunu
diistinmelerine ragmen ¢ogunlugu platform kullanimini yetersiz buldugunu belirtmistir. Konu
ile ilgili ve bilgilendirici daha ¢ok igerik eklenerek ve daha fazla 6grenci ¢ekebilecek ilgi
cekici bir ana sayfa olusturularak web sitesinin genel kalitesinin zenginlestirilmesi gerektigini
onermislerdir. Aymi sekilde Tiiysiiz ve Cimen (2016) ortaokul &grencilerinin EBA
hakkindaki diislincelerini arastirmis ve EBA’da daha fazla igerik, test ve eglenceli oyunlara

yer verilmesinin onerildigi goriilmiistiir.

Son olarak, bir diger olas1 etken de Tiirk 6grencilerin 6zerk 6grenim yontemine aliskin
olmamalar olabilir. Ulkedeki alisilmis 6grenme bigimi ve dgretmenin rolii ile dgrenciler
lizerindeki asir1 smav baskisi, Tiirk Ogrenciler i¢in Ozerk bir 6grenme atmosferinin
olusturulmasinin oniindeki engeller olarak goriilebilir (Dogan ve Mirici, 2017). Sonug olarak,
bu arastirmanin sonuglari, katilimcilarin 6grenen 6zerkliginin gelistirilmesine iliskin 6nceki
calismalarla ortigmemektedir. Reinders ve White'in (2011) soyledigi gibi, teknoloji 6zerk
ogrenme i¢in gerekli olanagi saglasa da 6grencilerin 6grenmede sorumluluk alma duygularini
ve Ogrenme becerilerini gelistiremeyebilir ve saglanan materyaller ve girdilerin kalitesi

ogrenen 6zerkligi gelisiminde biiylik rol oynar.

Bu arastirmada elde edilen sonuglardan daha farkli sonuglar ortaya konabilmesi i¢in
daha uzun siireli ve daha fazla katilimcinin yer aldig1 arastirmalarin yapilmasi tavsiye edilir.
Ayrica EBA kullaniminin kelime 6grenim basarisi lizerindeki etkilerini daha derinlemesine
anlayabilmek adina, 6grencilerin 6grendiklerini uzun vadede hatirlama basarilarini belirleyen
bir kalicilik testi uygulanabilir. Bunun yaninda, bu arastirma kullanicilarin web sitesi
hakkinda fikirlerini arastirmaya yonelik nitel verilerden de yoksundur. Ogrencilerin web
sitesine olan tutumlarim ortaya koyan derinlemesine verilere ulasabilmek i¢in daha sonraki
calismalarda dgrencilerin bakis agilarina da yer verilebilir. Ayrica EBA'daki Ingilizce dersi
aktiviteleri Ogrencilerin ihtiyacglarima gore diizenlenebilir ve zenginlestirilebilir. Cevrimigi
materyal ve etkinliklerin derse nasil entegre edileceginin Ingilizce 6gretmenleri tarafindan
ogrenilmesi ve EBA {izerinde kullanacaklar1 etkinlikleri hazirlayabilme becerisine sahip
olmalar1 gerekmektedir. ilaveten, arastirmanin kapsamini genisletmek amaciyla EBA'nin

diger Ingilizce dil becerileri ve alt becerileri iizerindeki etkisini arastiran yeni ¢alismalar da
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uygulanabilir. Yine bu ¢alismanin kapsami disinda, bagka bir teknolojik aracin kullanimi ile
dil becerilerinin kazanilmasi arasindaki iligki konusunda daha fazla arastirma yapilabilir. Bu

tiir teknolojik araglarin kullanimini dil 6grenme siirecine entegre etmek faydali olacaktir.

70



REFERENCES

Alemi, M., & Tayebi, A. (2011). The Influence of incidental and intentional vocabulary
acquisition and vocabulary strategy use on learning L2 vocabularies. Journal of
Language Teaching and Research, 2(1), 81-98.
https://doi.org/10.4304/JLTR.2.1.81-98

Allan, R. (2010). Concordances versus dictionaries: Evaluating approaches to word
learning in ESOL. Insights into Non-Native Vocabulary Teaching and Learning,
112-125. https://doi.org/10.21832/9781847692900-009

Allen, V. F. (1983). Techniques in teaching vocabulary. Oxford University Press.

Almekhlafi, A. G. (2006). The effect of computer assisted language learning (CALL) on
United Arab Emirates English as a foreign language (EFL) school students’
achievement and attitude. Journal of Interactive Learning Research, 17(2), 121-
142. https://www.researchgate.net/publication/234760693

Almusharraf, N. (2018). English as a foreign language learner autonomy in vocabulary
development. Journal of Research in Innovative Teaching & Learning, 11(2), 159—
177. https://doi.org/10.1108/jrit-09-2018-0022

Almusharraf, N. (2021). Perceptions and application of learner autonomy for vocabulary
development in saudi efl classrooms. International Journal of Education and
Practice, 9(1), 13-36. https://doi.org/10.18488/journal.61.2021.91.13.36

Altun, M. (2015). The integration of technology into foreign language teaching.
International Journal on New Trends in Education and Their Implications, 6(6),
22-27. www.ijonte.org

Bagheri, E., Roohani, A., & Ansari, D. N. (2012). Effect of CALL-based and non-CALL
based methods of teaching on L2 vocabulary learning. Journal of Language
Teaching and Research, 3(4), 744—752. https://doi.org/10.4304/jltr.3.4.744-752

Bakla, A., & Cekig, A. (2017). Using an online vocabulary memorization tool versus
traditional vocabulary exercises. Ana Dili Egitimi Dergisi, 5(4), 948-966.
www.anadiliegitimi.com

Balci, O., & Cakir, A. (2012). Teaching vocabulary through collocations in EFL classes:
The case of Turkey. International Journal of Research Studies in Language
Learning, 1(1), 21-32. https://doi.org/10.5861/ijrsll.2012.v1i1.31

Balgikanli, C. (2008). Fostering learner autonomy in EFL classrooms. Kastamonu
Educational Journal, 16(1), 277-284.

Balgikanli, C. (2010). Learner autonomy in language learning: Student teachers’ belief.
Australian Journal of Teacher Education, 35(1), 90-103.

Barcroft, J. (2004). Second language vocabulary acquisition: A lexical input processing
pproach. Foreign Language Annals, 37(2), 200-208.
https://doi.org/10.1111/J.1944-9720.2004.TB02193.X

71



Basoz, T. (2013). The effectiveness of computer-assisted instruction on vocabulary
achievement [Master’s Thesis]. Dokuz Eyliil University.

Beatty, K. (2013). Teaching & researching: Computer-assisted language learning.
Routledge. https://doi.org/10.4324/9781315833774

Benson, P. (2011). Teaching and researching autonomy (C. N. Candlin & D. R. Hall,
Eds.; Second edition). Routledge.

Benson, P. (2013). Learner autonomy. TESOL Quarterly, 47(4), 839-843.
https://doi.org/10.1017/S09583440

Benson, P. (2016). Language learner autonomy: Exploring teachers’ perspectives on
theory and practice. In R. Barnard & J. Li (Eds.), Overview; Language learner
autonomy: Teachers’ beliefs and practices in Asian contexts (pp. Xxxiii—xliii). IDP
Education (Cambodia). https://doi.org/10.5746/LEIA/LA_Asia

Best, J. W., & Kahn, V. K. (1998). Research in education (8th ed.). Allyn Bacon.

Bush, M. D. (2008). Computer-assisted language learning: From vision to reality.
CALICO Journal, 25(3), 443-470. https://doi.org/10.1558/CJ.VV2513.443-470

Butler-Pascoe, M. E. (2011). The history of CALL. International Journal of Computer-
Assisted Language Learning and Teaching, 1(1), 16-32.
https://doi.org/10.4018/ijcallt.2011010102

Cakici, D. (2017). An investigation of learner autonomy in Turkish EFL context.
International Journal of Higher Education, 6(2), 89-99.
https://doi.org/10.5430/ijhe.v6n2p89

Cakmak, F., Namaziandost, E., & Kumar, T. (2021). CALL-enhanced L2 vocabulary
learning: Using spaced exposure through CALL to enhance L2 vocabulary
retention. Education Research International, 2021, 1-8.
https://doi.org/10.1155/2021/5848525

Cakmak, Z., & Taskiran, C. (2017). Sosyal bilgiler 6gretmenlerinin perspektifinden
egitim bilisim ag1 (EBA) platformu. Uluslararas: Tiirk Egitim Bilimleri Dergisi,
5(9), 284-295. http://www.eba.gov.tr/

Cardak, U., & Giiler, C. (2021). Examination of teachers’ educational information
network (EBA) awareness in terms of some variables. Kastamonu Egitim Dergisi,
29(5), 799-812. https://doi.org/10.24106/kefdergi.757539

Carter, R. (2012). Vocabulary: Applied linguistic perspectives. In Vocabulary: Applied
Linguistic Perspectives. Routledge. https://doi.org/10.4324/9780203124659

Ceylan, N. O. (2019). Thoughts on learner autonomy in a computer assisted language
learning program. International Online Journal of Education and Teaching
(I0JET), 6(2), 339-354. http://iojet.org/index.php/IOJET/article/view/490

Chan, T. W., Roschelle, J., Hsi, S., Kinshuk, Sharples, M., Brown, T., ... & Hoppe, U.
(2006). One-to-one technology-enhanced learning: An opportunity for global

72



research collaboration. Research and Practice in Technology Enhanced Learning,
1(01), 3-29.

Channell, J. (1988). Psycholinguistic considerations in the study of L2 vocabulary
acquisition. Vocabulary and Language Teaching, 83-96.

Chen, X. L., Zou, D., Xie, H. R., & Su, F. (2020). Twenty-five years of computer-
assisted language learning: A topic modeling analysis. Language Learning &
Technology, 25(3), 151-185. http://hdl.handle.net/10125/73454

Chih-Ming Chen & Yi-Lun Li (2010) Personalised context-aware ubiquitous learning
system for supporting effective English vocabulary learning, Interactive Learning
Environments, 18:4, 341-364, DOI: 10.1080/10494820802602329

Cobanoglu, L. (2022). EBA attitudes and usage habits of teachers after the pandemic.
Arastirma Makalesi Western Anatolia Journal of Educational Sciences, 158—181.

Creswell, J. W. (2009). Research design: Qualitative, quantitative, and mixed methods
approaches (3rd ed.). Sage Publications.

Creswell, J. W., & Creswell, J. D. (2018). Research design: qualitative, quantitative, and
mixed methods approaches. SAGE.

Crocki, A. (2016). Developing learner autonomy through tasks: Theory, research,
practice. LinguaBooks.

Dakun, W. (2000). Vocabulary acquisition: Implicit learning and explicit teaching.
REACT, 2000(2), 15-22.

Dashdestani, R. (2013). EFL teachers’ and students’ perspectives on the use of
electronic dictionaries for learning English. CALL-EJ, 14(2), 51-65.

Davies, G. (2006). Language education, computer-assisted. In Encyclopedia of Language
& Linguistics (pp. 460-470). Elsevier. https://doi.org/10.1016/B0-08-044854-
2/00973-1

Davies, G., Otto, S. E. K., & Riischoff, B. (2012). Historical perspectives on CALL. In
M. Thomas, H. Reinders, & M. Warschauer (Eds.), Contemporary computer-
assisted language learning (pp. 19-38). Bloomsbury Academic.

Delibas, M., & Giinday, R. (2016). Action oriented method and educational software as
foreign language learning tools and materials. Participatory Educational Research
(PER), 4(2), 134-143.

Demir, D., Ozding, F., & Unal, E. (2018). Egitim biligsim ag1 (Eba) portalina katilimin
incelenmesi (Siirt ili 6rnegi). Erzincan Universitesi Egitim Fakiiltesi Dergisi, 407—

422. https://doi.org/10.17556/erziefd.402125

Dickinson, L. (1993). Talking Shop: Aspects of autonomous learning. ELT Journal,
47(4), 330-336.

73



Dickinson, Le. (1987). Self-Instruction in Language Learning. Cambridge University
Press.

Dogan, G., & Mirici, I. H. (2017). EFL instructors’ perception and practices on learner
autonomy in some Turkish universities. Journal of Language and Linguistic
Studies, 13(1), 166-193.

Dornyei, Z. (2007). Research methods in applied linguistics: Quantitative, qualitative,
and mixed methodologies. Oxford University.

Dornyei, Z. (2009). The psychology of second language acquisition. Oxford University
Press.

Elgort, 1. (2011). Deliberate learning and vocabulary acquisition in a second language.
Language Learning, 61(2), 367-413.
https://doi.org/http://dx.doi.org/10.1111/j.1467-9922.2010.00613.x

Ellis, N. C. (1994). Vocabulary acquisition: the implicit ins and outs of explicit cognitive
mediation. In N. C. Ellis (Ed.), Implicit and explicit learning of languages (pp. 211—
282). Academic.
https://www.scirp.org/(S(351jmbntvnsjtlaadkposzje))/reference/referencespapers.as
px?referenceid=1095573

Ellis, N. C. (1995). The psychology of foreign language vocabulary acquisition:
Implications for CALL. Computer Assisted Language Learning, 8(2-3), 103-128.
https://doi.org/10.1080/0958822940080202

Ellis, N. C. (2005). At the interface: Dynamic interactions of explicit and implicit
language knowledge. Studies in Second Language Acquisition, 27(2), 305-352.

Elyas, T., & Alfaki, I. (2014). Teaching vocabulary: The relationship between techniques
of teaching and strategies of learning new vocabulary items. English Language
Teaching, 7(10), 40-56. https://doi.org/10.5539/ELT.V7N10P40

Enayati, F., & Gilakjani, A. P. (2020). The impact of computer assisted language
learning (CALL) on improving intermediate EFL learners’ vocabulary learning.
International Journal of Language Education, 4(1), 96-112.
https://doi.org/10.26858/ijole.v4i2.10560

Ender, A. (2016). Implicit and explicit cognitive processes in incidental vocabulary
acquisition. Applied Linguistics, 37(4), 536-560.
https://doi.org/10.1093/applin/famu051

Erbay, A. (2018). Fatih projesi kapsaminda kullanima sunulan EBA (egitim bilisim agi)
ders Ingilizce iceriklerinin ortaokul Ingilizce ogretim programi agisindan
incelenmesi [Master’s Thesis]. Erciyes University.

Ergin, A. (2021). An evaluation of educational information network (EBA) via
educational criticism model. Kesit Akademi, 27(27), 37-51.
https://doi.org/10.29228/kesit.50667

74



Farivar, A., & Rahimi, A. (2015). The impact of CALL on Iranian EFL learners’
autonomy. Procedia-Social and Behavioral Sciences, 192, 644-649.
https://doi.org/10.1016/J.SBSPR0.2015.06.112

Figura, K., & Jarvis, H. (2007). Computer-based materials: A study of learner autonomy
and strategies. System, 35(4), 448-468.
https://doi.org/10.1016/j.system.2007.07.001

Garrett, N. (2009). Computer-assisted language learning trends and issues revisited:
Integrating  innovation.  Modern  Language Journal, 93,  719-740.
https://doi.org/10.1111/j.1540-4781.2009.00969.x

Ghanizadeh, A., Razavi, A., & Jahedizadeh, S. (2015). Technology-enhanced language
learning (TELL): A review of resourses and upshots. International Letters of
Chemistry, Physics and Astronomy, 54, 73-87.
https://doi.org/10.18052/WWW.SCIPRESS.COM/ILCPA.54.73

Ghufron, M. A., & Nurdianingsih, F. (2019). Flipped teaching with call in EFL writing
class: How does it work and affect learner autonomy? European Journal of
Educational Research, 8(4), 983-997. https://doi.org/10.12973/eu-jer.8.4.983

Gimeno-Sanz, A. (2016). Moving a step further from “integrative CALL”. What’s to
come? Computer Assisted Language Learning, 29(6), 1102-1115.
https://doi.org/10.1080/09588221.2015.1103271

Godfroid, A. (2019). Sensitive measures of vocabulary knowledge and processing:
expanding Nation’s framework. The Routledge Handbook of Vocabulary Studies,
433-453. https://doi.org/10.4324/9780429291586-28

Golonka, E. M., Bowles, A. R., Frank, V. M., Richardson, D. L., & Freynik, S. (2014).
Technologies for foreign language learning: a review of technology types and their
effectiveness. Computer Assisted Language Learning, 27(1), 70-105.
https://doi.org/10.1080/09588221.2012.700315

Giindiiz, N. (2005). Computer assisted language learning (CALL). Journal Of Language
And Linguistic Studies, 1(2), 193-214.

Haidari, S. M., Baysal, S., & Kanadli, S. (2020). Dijital teknoloji temelli yabanci dil
ogretiminin kelime 6grenimi tizerine etkisi: bir meta-analiz ¢alismasi. Bolu Abant
Izzet Baysal Universitesi Egitim Fakiiltesi Dergisi, 20(1), 236-251.

Hajebi, M., Taheri, S., Fahandezh, F., & Salari, H. (2018). The role of web-based
language teaching on vocabulary retention of adult pre-intermediate EFL learners.
Journal of Language Teaching and Research, 9(2), 372.
https://doi.org/10.17507/jltr.0902.20

Han, L. (2014). Teacher’s role in developing learner autonomy: A literature review.
International Journal of English Language Teaching, 1(2).
https://doi.org/10.5430/ijelt.v1n2p21

75



Han, L. (2022). A study on developing learner autonomy through the reading circle
method. English Language Teaching, 15(7), 149.
https://doi.org/10.5539/elt.v15n7p149

Hardy-Gould, J. (2013, February 29). Learner autonomy. Oxford University Press ELT
Global Blog.

Hatch, E., & Brown, C. (1995). Vocabulary, semantics, and language education.
Cambridge University Press.

Hazar, E. (2020). Use of digital games in teaching vocabulary to young learners.
Educatia 21, 19(19), 98-104. https://doi.org/10.24193/ed21.2020.19.12

Higgs, J. (1988). Planning learning experiences to promote autonomous learning. In D.
Bound (Ed.), Developing student autonomy in learning (pp. 40-58). Kogan Page.

Hirschel, R., & Fritz, E. (2013). Learning vocabulary: CALL program versus vocabulary
notebook. System, 41(3), 639-653. https://doi.org/10.1016/J.SYSTEM.2013.07.016

Holec, H. (1981). Autonomy and foreign language learning. Pergamon.

Hoopingarner, D. (2009). Best practices in technology and language teaching.
Linguistics and Language Compass, 3(1), 222-235. https://doi.org/10.1111/].1749-
818X.2008.00123.x

Huang, S. H. (2015). Mixed-method research on learning vocabulary through technology
reveals vocabulary growth in second-grade students. Reading Psychology, 36(1), 1—
30. https://doi.org/10.1080/02702711.2013.808723

Hulstijn, J. H. (2003). Incidental and intentional learning. In C. J. Doughty & M. H.
Long (Eds.), The handbook of second language acquisition (pp. 349-381).
Blackwell Publishing Ltd.

Hulstijn, J. H. (2007). Psycholinguistic perspectives on language and its acquisition.
International Handbook of English Language Teaching, 783-795.
https://doi.org/10.1007/978-0-387-46301-8_52

Hung, H.-T. (2015). Intentional vocabulary learning using digital flashcards. English
Language Teaching, 8(10), 107-112. https://doi.org/10.5539/elt.v8n10p107

Hunt, A., & Beglar, D. (2005). A framework for developing EFL reading vocabulary.
Reading in a Foreign Language, 17(1), 23-59. http://nflrc.hawaii.edu/rfl

Hwang, G. J.,, Tsai, C. C., & Yang, S. J. (2008). Criteria, strategies and research issues of
context-aware ubiquitous learning. Journal of Educational Technology & Society,
11(2), 81-91.

Iiter, B. G. (2015). How does technology affect language learning process at an early

age?  Procedia-Social and  Behavioral  Sciences, 199, 311-316.
https://doi.org/10.1016/j.sbspro.2015.07.552

76



Ince, M. N. (2017). The analysis of EFL teachers’ perceptions of CALL and variables
influential on teachers’ attitudes. Journal of Narrative and Language Studies, 5(8),
59-72.

Jacobs, G. M., & Farrell, T. S. C. (2001). Paradigm shift: Understanding and
implementing change in second language education. TESL-EJ, 5(1).

Jafarian, K., Soori, A., & Kafipour, R. (2012). The effect of computer assisted language
learning (CALL) on EFL high school students’ writing achievement. European
Journal of Social Sciences, 27(2), 138-148.
http://www.europeanjournalofsocialsciences.com

Jarvis, H., & Achilleos, M. (2013). From computer assisted language learning (CALL) to
mobile assisted language language use (MALU). Tesl-Ej, 16(4).

Jenkins, J. R., & Dixon, R. (1983). Vocabulary learning. Contemporary Educational
Psychology, 8, 237-260.

Johnson, R. B., & Christensen, L. B. (2004). Educational research: quantitative,
qualitative, and mixed approaches. Allyn and Bacon.

Kalyaniwala, C., & Ciekanski, M. (2021). Autonomy CALL.ing: A systematic review of
22 years of publications in learner autonomy and CALL. Language Learning &
Technology, 25(3), 106-131.

Karabiyik, A. (2008). The relationship between culture of learning and Turkish
university preparatory students’ readiness for learner autonomy (Unpublished
master's thesis). [hsan Dogramaci Bilkent University, Ankara, Tiirkiye.

Karagoz, C. (2022). Analyzing teachers’ views toward the use of EBA during covid-19
pandemic based on the technology acceptance model [Unpublished master’s thesis].
Middle East Technical University.

Karakog, D., & Kose, G. D. (2017). The impact of vocabulary knowledge on reading,
writing and proficiency scores of EFL learners. Journal of Language and Linguistic
Studies, 13(1), 352-378. www.jlIs.org

Karanfil, F., & Ozet, M. N. (2021). How EBA (Educational Informatics Network)
platform and Memrise may help EFL learners: A review for state school EFL
learners in Turkey. Journal of Foreign Language Education and Technology, 6(1),
76-91. http://jflet.com/jflet/

Kartal, G., & Balcikanli, C. (2019). Tracking the culture of learning and readiness for
learner autonomy in a Turkish context. TEFLIN Journal: A publication on the
teaching and learning of English, 30(1).

Kayahan, S., & Ozduran, K. (2016, February). ingilizce dersinde uygulanan EBA market
mobil yazilimlarina iliskin 68renci goriisleri. Xviu. Akademik Bilisim Konferansi.

Kern, R. (2006). Perspectives on technology in learning and teaching languages. TESOL
Quarterly, 40(1), 183. https://doi.org/10.2307/40264516

77



Khezrlou, S. (2019). Form-focussed instruction in CALL: What do learners think? RELC
Journal, 50(2), 235-251. https://doi.org/10.1177/0033688217738820

Kim, D., & Gilman, D. A. (2008). Effects of text, audio, and graphic aids in multimedia
instruction for vocabulary learning. Educational Technology & Society, 11(3), 114
126.

Kilig, A. (2020). 4 study on improving EFL learners’ listening skills through education
informatics network (EBA) and identifying learners’ perceptions towards the
platform [Master’s Thesis]. Uludag University.

Kizilet, E., & Ozmen, K. S. (2017). Ict integration in Turkey: Evaluation of English
language E-content of the FATIH project. Turkish Online Journal of Educational
Technology, 16(4), 33-41.

Kizmaz, Z. (2019). The use of call to foster learner autonomy in EFL: a quasi-
experimental study [Master’s Thesis]. Middle East Technical University.

Kocaman, O., & Cumaoglu, G. K. (2014). The effect of educational software (DENIS)
and games on vocabulary learning strategies and achievement. Egitim ve Bilim,
39(176), 305-316. https://doi.org/10.15390/EB.2014.3704

Korlu, H., & Mede, E. (2018). Reflective practice autonomy in vocabulary learning of
Turkish EFL learners. The EUROCALL Review, 26(2), 58-70.

Krashen, S. (1989). We acquire vocabulary and spelling by reading: Additional evidence
for the input hypothesis. The Modern Language Journal, 73(4), 440-464.
https://doi.org/10.1111/j.1540-4781.1989.tb05325.x

Kremenska, A. (2007). Technology enhanced language learning: Student motivation in
computer assisted language learning. Proceedings of the 2007 International
Conference on Computer Systems and Technologies, 1-6.
https://doi.org/https://doi.org/10.1145/1330598.1330690

Kurnaz, A. (2020). Using educational informatics network (EBA) as an educational
learning platform in EFL courses in Turkey [Unpublished master’s thesis].
Cukurova University.

Kuyubasioglu, M., & Kilig, F. (2019). Ortaokul oOgretmenlerinin gorlislerine gore
egitimde bilisim ag1 (EBA) kullanim diizeylerinin incelenmesi. Journal of
Advanced Education Studies), 1(1), 32-52.

Lamb, T. (2017). Knowledge about language and learner autonomy. In Language
Awareness and Multilingualism (pp. 173-186). Springer International Publishing.
https://doi.org/10.1007/978-3-319-02240-6_14

Lamb, T., & Reinders, H. (Eds.). (2008). Learner and teacher autonomy (Vol. 1). John
Benjamins Publishing Company. https://doi.org/10.1075/aals.1

Laufer, B. (2005). Focus on form in second language vocabulary learning. EUROSLA
Yearbook, 5(1), 223-250. https://doi.org/10.1075/EUROSLA.5.11LAU

78



Lee, K. (2000). English teachers’ barriers to the use of computer-assisted language
learning. The Internet TELS Journal, 6(12). http://iteslj.org/Articles/Lee-
CALLDbarriers.html

Levy, M. (1997). Computer-assisted language learning: Context and conceptualization.
Oxford University Press.

Levy, M., & Hubbard, P. (2005). Why call CALL “CALL”? Computer Assisted
Language Learning, 18(3), 143-149. https://doi.org/10.1080/09588220500208884

Lewis, M. (1993). The lexical approach: the state of ELT and a way forward. . Hove,
England: Language Teaching Publications.

Little, D. (1991). Learner autonomy 1: definitions, issues and problems. Authentik
Language Learning Resources.

Little, D., Dam, L., & Legenhausen, L. (2017). Language learner autonomy: Theory,
practice and research. Multilingual Matters.

Littlewood, W. (1999). Defining and developing autonomy in East Asian contexts.
Applied Linguistics, 20(1), 71-94. https://doi.org/10.1093/applin/20.1.71

Liu, X. (2021). Explicit and implicit vocabulary learning: A comparative study based on
EFL textbooks in Mainland China and Hong Kong. Journal of Language Teaching,
1(2), 1-10. https://doi.org/10.54475/j1t.v1i2.10

Longman. (n.d.). Vocabulary. In Idoceonline.com dictionary. Retrieved November 17,
2022, from https://www.ldoceonline.com/dictionary/vocabulary

Looi, C. K., Wong, L. H., & Milrad, M. (2015). Guest editorial: Special issue on
seamless, ubiquitous, and contextual learning. IEEE Transactions on Learning
Technologies, 8(01), 2-4.

Macaro, E. (1997). Target language, collaborative learning and autonomy. Multilingual
Matters.

Macaro, E., Handley, Z., & Walter, C. (2012). A systematic review of CALL in English
as a second language: Focus on primary and secondary education. Language
Teaching, 45(1), 1-43. https://doi.org/10.1017/S0261444811000395

Mackey, A., & Gass, S. M. (2022). Second language research: Methodology and design
(third edition). Routledge.

McCarthy, M., O’Keeffe, A., & Walsh, S. (2010). Vocabulary matrix: understanding,
learning, teaching. Heinle Cengage Learning.

Meara, P. (1980). Vocabulary acquisition: A neglected aspect of language learning.
Language Teaching, 13(3-4), 221-246.
https://doi.org/10.1017/S0261444800008879

Meara, P. (1996). The vocabulary knowledge framework. Vocabulary Acquisition
Research Group Virtual Library, 1-11.

79


https://www.ldoceonline.com/dictionary/vocabulary

MEB. (2023). http://fatihprojesi.meb.gov.tr/.

Miles, S., & Kwon, C.-J. (2008). Benefits of using CALL vocabulary programs to
provide systematic word recycling. English Teaching, 63(1), 199-216.

Millan, J. M., & Schumacher, S. (1984). Research in education: A conceptual
introduction. Brown & Co.

Milrad, M., Wong, L.-H., Sharples, M., Hwang, G.-J., Looi, C.-K., & Ogata, H. (2013).
Seamless learning: An international perspective on next generation technology
enhanced learning. In Z. L. Berge, & L. Y. Muilenburg (Eds.), The handbook of
mobile learning (pp. 95-108). New York, NY: Routledge.

Milton, J. (2009). Measuring second language vocabulary acquisition (Vol. 45).
Multilingual Matters. https://doi.org/10.21832/9781847692092

Milton, J. (2013). Measuring the contribution of vocabulary knowledge to proficiency in
the four skills. In C. Bardel, C. Lindqgvist, & B. Laufer (Eds.), L2 vocabulary
acquisition, knowledge and use: new perspectives on assessment and corpus
analysis (Vol. 2, pp. 57-78).

Ming, T. S. (2009). Investigating the learner autonomy of Malaysian ESL learners:
Towards a redefinition. Learner autonomy: Research and practice in Malaysia and
Singapore, 13-32.

Monteverde, M. R., & Gaona, M. del R. D. (2011). Learner autonomy and computers in
a Mexican self-access centre. In D. Gardner (Ed.), Fostering autonomy in language
learning (pp. 252—260). Zirve University.

Mouri, K., Uosaki, N., & Ogata, H. (2018). Learning analytics for supporting seamless
language learning using e-book with ubiquitous learning system. Educational
Technology & Society, 21 (2), 150-163.

Muchlis, M. (2015). The implementation of technology approaches to develop learners’
autonomy in learning English. Al-Ta Lim Journal, 22(3), 276-285.
https://doi.org/10.15548/jt.v22i3.144

Murray, G., Gao, X., & Lamb, T. (Eds.). (2011). Identity, motivation and autonomy in
language learning. Multilingual Matters. https://doi.org/10.21832/9781847693747

Mutlu, A., & Er6z-Tuga, B. (2013). The role of computer-assisted language learning
(CALL) in promoting learner autonomy. Eurasian Journal of Educational
Research, 51, 107-122.

Mutlu, G., & Kashoglu, O. (2016). Vocabulary size and collocational knowledge of
Turkish EFL learners. Journal of Theory and Practice in Education, 12(6), 1231
1252.

Nation, I. S. P. (1998). Helping learners take control of their vocabulary
learning. GRETA, 6(1), 9-18.

Nation, I. S. P. (1990). Teaching and Learning Vocabulary. Newbury House.

80



Nation, I. S. P. (2001). Learning vocabulary in another language. Cambridge University
Press. https://doi.org/10.1017/CB09781139524759

Nation, I. S. P. (2003). Vocabulary. In D. Nunan (Ed.), Practical English Language
Teaching (International Ed., pp. 129-152). McGraw-Hill.

Neuman, S. B., & Dwyer, J. (2009). Missing in action: Vocabulary instruction in pre-K.
The Reading Teacher, 62(5), 384-392. https://doi.org/10.1598/RT.62.5.2

Oberg, A. (2011). Comparison of the effectiveness of a CALL-based approach and a
card-based approach to vocabulary acquisition and retention. CALICO Journal,
29(1), 118-144. https://doi.org/10.2307/calicojournal.29.1.118

Ogata, H., Yin, C., El-Bishouty, M. M., & Yano, Y. (2010). Computer supported
ubiquitous learning environment for vocabulary learning. International Journal of
Learning Technology, 5(1), 5-24.

Oktay, A. (2015). Foreign language teaching: A problem in Turkish education. Procedia
- Social and Behavioral Sciences, 174, 584 — 593.

Orakci, S., & Gelisli, Y. (2017). Learner autonomy scale: A scale development
study. Malaysian Online Journal of Educational Sciences, 5(4), 25-35.

Oraket, S., & Gelisli, Y. (2017). Learner autonomy scale: A scale development study.
Malaysian Online Journal of Educational Sciences, 5(4), 25-35.

Ou, C. (2017). A review on language learner autonomy research in China (2006-2016):
Based on 12 key domestic journals. English Language Teaching, 10(11), 76.
https://doi.org/10.5539/elt.v10n11p76

Oxford, R. L., & Scarcella, R. C. (1994). Second language vocabulary learning among
adults: State of the art in vocabulary instruction. System, 22(2), 231-243.
https://doi.org/10.1016/0346-251X(94)90059-0

Oner, G. (2017). Sosyal bilgiler ve tarih dersleri i¢in alternatif bir kaynak: eba.gov.tr.
International Journal of Turkish Education Sciences, 5(9), 227-257.

Ozer, O., & Yiikselir, C. (2021). Learner autonomy in the Turkish EFL context: A meta-
synthesis study of 2009-2019 qualitative research. Mehmet Akif Ersoy Universitesi
Egitim Fakiiltesi Dergisi, (58), 154-171.

Pala, K. F., Arslan, H., & Ozding, F. (2017). Egitim bilisim ag1 web sitesinin otantik
gorevler ve goz izleme ile kullanilabilirliginin incelenmesi. [hlara Egitim
Arastirmalart Dergisi, 2(1), 24-38.
https://www.researchgate.net/publication/321998461

Palfreyman, D. (2003). Introduction: Culture and learner autonomy. In D. Palfreyman &
R. C. Smith (Eds.), Learner autonomy across cultures: Language education
perspectives (pp. 1-19), Basingstoke: Palgrave Macmillan.

Palfreyman, D. & Smith, R. C. (2003). Learner autonomy across cultures: Language
education perspectives. Basingstoke: Palgrave Macmillan.

81


https://doi.org/10.2307/calicojournal.29.1.118
https://doi.org/10.1016/0346-251X(94)90059-0
https://www.researchgate.net/publication/321998461

Pehlivan, D. S. (2020). The use of EBA (Education Information Network) in teaching
vocabulary and grammar to EFL young learners [Master’s Thesis]. Mugla Sitki
Kog¢man University.

Pennycook, A. (1997). Cultural alternatives and autonomy. In P. Benson & P. Voller
(Eds.), Autonomy and independence in language learning (pp. 35-53). London:
Longman.

Qian, D. D., & Lin, L. H. F. (2019). The relationship between vocabulary knowledge and
language proficiency. The Routledge Handbook of Vocabulary Studies, 66-80.
https://www.taylorfrancis.com/chapters/edit/10.4324/9780429291586-
5/relationship-vocabulary-knowledge-language-proficiency-david-gian-linda-lin

Quiroz, M. F., Gutiérrez, R., Rocha, F., Valenzuela, M. P., & Vilches, C. (2021).
Improving English vocabulary learning through kahoot!: A quasi-experimental high
school experience. Teaching English with Technology, 21(2), 3-13.

Rahimpour, M. (2011). Computer assisted language learning (CALL). International
Journal of Instructional Technology and Distance Learning, 8(1), 3-9.

Read, J. (2000). Assessing vocabulary. In Assessing Vocabulary. Cambridge University
Press. https://doi.org/10.1017/CB09780511732942

Reinders, H. (2010). Towards a classroom pedagogy for learner autonomy: A framework
of independent language learning skills. Australian Journal of Teacher Education
(Online), 35(5), 40-55.

Reinders, H., & Hubbard, P. (2013). CALL and learner autonomy: Affordances and
constraints. Contemporary Computer Assisted Language Learning, 359-375.

Reinders, H., & White, C. (2011). Special issue commentary: Learner autonomy and
new learning environments. Language Learning and Technology, 15(3), 1-3.

Reinders, H., & White, C. (2016). 20 years of autonomy and technology: How far have
we come and where to next? Language Learning & Technology, 20(2), 143-154. m
http://1lt.msu.edu/issues/june2016/reinderswhite.pdf

Richards, J. C. (1976). The role of vocabulary teaching. TESOL Quarterly, 10(1), 77.
https://doi.org/10.2307/3585941

Richards, J. C. (2015). The changing face of language learning: Learning beyond the
classroom. RELC Journal, 46(1), 5-22. https://doi.org/10.1177/0033688214561621

Richards, J. C., & Renadya, W. A. (2002). Methodology in language teaching: An
anthology of current practice. Cambridge University Press.

Sakai, S., Takagi, A., & Chu, M. P. (2010). Promoting learner autonomy: Student
perceptions of responsibilities in a language classroom in East Asia. Educational
Perspectives, 43(1), 12-27.

Sanosi, A. B. (2018). The effect of quizlet on vocabulary acquisition. Asian Journal of
Education and E-Learning, 6(4), 4-11. https://doi.org/10.24203/ajeel.v6i4.5446

82



Schmenk, B. (2005). Globalizing learner autonomy. TESOL Quarterly, 39(1), 107.
https://doi.org/10.2307/3588454

Schmidt, R. W. (1990). The role of consciousness in second language learning. Applied
Linguistics, 11(2), 129-158. https://doi.org/10.1093/applin/11.2.129

Schmitt, N. (2008). Review article: Instructed second language vocabulary learning.
Language Teaching Research, 12(3), 329-363.
https://doi.org/10.1177/1362168808089921

Schmitt, N. (2010). Researching vocabulary: A vocabulary research manual. Palgrave
Macmillan UK. https://doi.org/10.1057/9780230293977

Schmitt, N. (2014). Size and Depth of Vocabulary Knowledge: What the Research
Shows. Language Learning, 64(4), 913-951. https://doi.org/10.1111/LANG.12077

Seliger, H. W., & Shohamy, E. (1989). Second language research model. Oxford
University Press.

Seljan, S., Berger, N., & Dovedan, Z. (2004). Computer-assisted language learning
(CALL ). Proceedings of the 27th International Convention MIPRO, April, 262—
266.

Shams, I. E. (2013). Hybrid learning and Iranian EFL learners’ autonomy in vocabulary
learning.  Procedia-Social and Behavioral Sciences, 93, 1587-1592.
https://doi.org/10.1016/j.sbspro.2013.10.086

Shetzer, H., & Warschauer, M. (2000). An electronic literacy approach to network-based
language teaching. In M. Warschauer & R. Kern (Eds.), Network-based language
teaching: Concepts and practice (pp. 171-185). Cambridge University Press.

Shi, W., & Han, L. (2019). Promoting learner autonomy through cooperative learning.
English Language Teaching, 12(8), 30-36.

Smith, K., & Craig, H. (2013). Enhancing the autonomous use of CALL: A new
curriculum model in EFL. Language Learning Environments, 30(2), 252-278.
https://doi.org/10.2307/calicojournal.30.2.252

Smith, R., Kuchah, K., & Lamb, M. (2017). Learner autonomy in developing countries.
In Autonomy in Language Learning and Teaching: New Research Agendas (pp. 7—
27). Palgrave Macmillan. https://doi.org/10.1057/978-1-137-52998-5 2

Sokmen, A. J. (1997). Current perspectives on vocabulary teaching and learning. In N.
Schmitt & M. Mccarthy (Eds.), Vocabulary: Description, Acquisition and
Pedagogy (pp. 237-257). Cambridge University Press.

Sonbul, S., & Schmitt, N. (2013). Explicit and implicit lexical knowledge: Acquisition of
collocations under different input conditions. Language Learning, 63(1), 121-159.
https://doi.org/10.1111/j.1467-9922.2012.00730.x

83



Tanrikulu, F. (2017). EBA’nin Tiirkce dersi 6grenme alanlarini karsilama yeterliligine
yonelik  Ogretmen gorlsleri. Ana Dili  Egitimi Dergisi, 5(3), 395-416.
www.anadiliegitimi.com

Taylor, R. P., & Gitsaki, C. (2004). Teaching WELL and loving it. In S. Fotos & C.
Browne (Eds.), New perspectives on CALL for second language classroom (pp.
131-147).

Thornbury, S. (2002). How to teach vocabulary. Pearson Education Limited.

Tick, A. (2006). From computer assisted language learning to computer mediated
language learning. Proceedings of 4th Joint Slovakian-Hungarian Symposium on
Applied Machine Intelligence SAMI, 450-459.

Timur, B., Yilmaz, S., & Isseven, A. (2017). Ortaokul dgrencilerinin egitim bilisim ag
(EBA) sistemini kullanmalarina yonelik gortsleri. Asian Journal of Instruction,
5(1), 44-54. http://www.eba.gov.tr/

Toy, F. (2019). The effects of Quizlet on students’ and EFL teachers’ perceptions on
vocabulary learning / teaching process [Master’s Thesis]. Siileyman Demirel
University.

Tuan, L. T. (2011). An empirical research on self-learning vocabulary. Theory and
Practice in Language Studies, 1(12), 1688-1695.
https://doi.org/10.4304/tpls.1.12.1688-1695

Tiystiz, C., & Ciimen, V. (2016). Opinions of secondary School students about EBA
course Website. Usak Universitesi Sosyal Bilimler Dergisi, 9(3), 278-296.

Ushioda, E. (2011). Why autonomy? Insights from motivation theory and research.
Innovation in Language Learning and Teaching, 5(2), 221-232.

Varisoglu, B. (2019). Ogretmenlerin egitim bilisim agi (EBA) tutumlarimin incelenmesi.
Turkish Studies-Social Sciences, 14(6), 3511-3521.
https://doi.org/10.29228/turkishstudies.39294

Vu, D., Lian, A., & Siriyothin, P. (2022). Integrating natural language processing and
multimedia databases in CALL software: Development and evaluation of an ICALL
application for EFL listening comprehension. Computer Assisted Language
Learning Electronic Journal (CALL-EJ), 23(3), 41-609.
https://www.researchgate.net/publication/365892704

Walker, A., & White, G. (2013). Technology enhanced language learning: Connecting
theory and practice-Oxford handbooks for language teachers. Oxford University
Press.

Wallace, M. J. (1982). Teaching vocabulary. Heinemann Educational Books Limited.

Wang, P. (2011). Constructivism and learner autonomy in foreign language teaching and

learning: To what extent does theory inform practice? Theory and Practice in
Language Studies, 1(3). https://doi.org/10.4304/tpls.1.3.273-277

84



Warni, S., Aziz, T. A., & Febriawan, D. (2018). The use of technology in English as a
foreign language learning outside the classroom: An insight into learner autonomy.
Journal: A Journal on Language and Language Teaching, 21(2).
https://doi.org/10.24071/11t.2018.210203

Warschauer, M. (2000). The death of cyberspace and the rebirthof CALL. English
Teachers’ Journal, 61-67. http://www5.compag.com/rcfoc/20000410.html

Warschauer, M., & Healey, D. (1998). State of the art article computers and language
learning: An overview. Language Teaching, 31, 57-71.
http://osu.orst.edu/~healeyd/

Warschauer, M., & Kern, R. (Eds.). (2000). Network-based language teaching: Concepts
and practice. Cambridge University Press.
https://doi.org/https://doi.org/10.1017/CB09781139524735

Warschauer, M., & Meskill, C. (2000). Technology and second language teaching a brief
history of technology and language learning. In Handbook of undergraduate second
language education (pp. 303-318). Lawrance Erlbaum.
http://education.uci.edu/person/warschauer_m/tslt.htmi

Watts Taffe, S., & Gwinn, C. B. (2007). Integrating literacy and technology: Effective
practice for grades K-6. Tools for Teaching Literacy. Guilford Press.

Webb, S. (2005). Receptive and productive vocabulary learning: The effects of reading
and writing on word knowledge. Studies in Second Language Acquisition, 27(1),
33-52. https://doi.org/10.1017/S0272263105050023

Webb, S. (2008). Receptive and productive vocabulary sizes of L2 learners. Studies in
Second Language Acquisition, 30(2), 79-95.
https://doi.org/10.1017/S0272263108080042

Webb, S. (2013). Depth of Vocabulary Knowledge. In The Encyclopedia of Applied
Linguistics (pp. 346-354). Blackwell Publishing Ltd.
https://doi.org/10.1002/9781405198431.wbeal 1325

Webb, S., & Nation, P. (2012). Teaching Vocabulary. In The Encyclopedia of Applied
Linguistics. Blackwell Publishing Ltd.
https://doi.org/10.1002/9781405198431.wbeal1177

Wilkins, D. A. (David A. (1972). Linguistics in language teaching. Edward Arnold.

Wong, L. H., & Looi, C. K. (2010). Vocabulary learning by mobile-assisted authentic
content creation and social meaning-making: two case studies. Journal of Computer
Assisted Learning, 26, 421-433. http://dx.doi.org/10.1111/j.1365-
2729.2010.00357.x

Wong, L. H. & Looi, C. K. (2011). What seams do we remove in mobile-assisted
seamless learning? A critical review of the literature. Computers and Education,
57(4). http://doi.org/10.1016/j.compedu.2011.06.007.

85


http://dx.doi.org/10.1111/j.1365-2729.2010.00357.x
http://dx.doi.org/10.1111/j.1365-2729.2010.00357.x
http://doi.org/10.1016/j.compedu.2011.06.007

Wong, L. H., Milrad, M., & Specht, M. (Eds.). (2015). Seamless learning in the age of
mobile connectivity (pp. 1-500). Singapore: Springer.

Yang, X., Kuo, L. J., Eslami, Z. R., & Moody, S. M. (2021). Theoretical trends of
research on technology and L2 vocabulary learning: A systematic review. Journal
of Computers in Education, 8(4), 465-483.

Ye, S. H., & Hung, Y. C. (2010, April). The study of self-seamless teaching strategy for
ubiquitous learning environments. In 2010 6th IEEE International Conference on
Wireless, Mobile, and Ubiquitous Technologies in Education (pp. 182-186). IEEE.

Yerli, M. S. (2018). Sosyal bilgiler ogretiminde egitim bilisim ag1 (Eba) uygulamasinin
ogrencilerin - akademik basarisina etkisi [Ytksek Lisans Tezi]. Adiyaman
Universitesi.

Yildiz, T., & Giindiiz, S. (2019). Secondary school teachers about the EBA course E-
contents: A qualitative study. Turkish Online Journal of Qualitative Inquiry, 10(2),
243-266. https://doi.org/10.17569/t0jqi.480231

Zareva, A., Schwanenflugel, P., & Nikolova, Y. (2005). Relationship between lexical
competence and language proficiency: Variable sensitivity. Studies in Second
Language Acquisition, 27(4), 567-595.
https://doi.org/10.1017/S0272263105050254

Zhang, R., & Zou, D. (2022). Types, purposes, and effectiveness of state-of-the-art
technologies for second and foreign language learning. Computer Assisted
Language Learning, 35(4), 696—742.
https://doi.org/10.1080/09588221.2020.1744666

Zhao, Y. (2003). Recent developments in technology and language learning: A literature
review and meta-analysis. CALICO Journal, 21(1), 7-27.

Zhong, H., & Hirsh, D. (2009). Vocabulary growth in an English as a foreign language
context. University of Sydney Papers in TESOL, 4(4), 85-113.

Zimmerman, C. B. (1997). Do reading and interactive vocabulary instruction make a
difference? An empirical study. Source: TESOL Quarterly, 31(1), 121-140.

Zou Haoran Xie, D., Lee Wang, F., Zou, D., & Xie, H. (2018). Future trends and
research issues of technology-enhanced language learning: A technological
perspective. Knowledge Management & E-Learning: An International Journal
(KM&EL) Knowledge Management & E-Learning, 10(4), 426-440.

86



APPENDICES

Appendix-1: Vocabulary Revision Test for 6™ Grades (Unit 6 and 7)

A. Choose the best option to fill in the blanks.
lLlama........ooooiininni, I can cut and sew fabrics.
a) barber
b) doctor
c) tailor
d) mechanic

2. There is decay here. I’'m sorry but I need to
...................... your tooth.

a) pull out

b) extinguish

c) design

d) dye

3. Alex: | think I have a problem with my car.
Ben: A mechanic can...................... it for you.
a) take order
b) repair
c) plan
d) defend

4. Myuncleisa ............oeuvenn. , he can deliver letter.
a) salesman

b) tailor

c) soldier

d) postman

5. Teacher: Who can build bridges?
Student: A ........cooviiinnn.

a) architect

b) dentist

c) soldier
d) manager.

6) Alfred: What is your job?
Lily: coooiiii

a) I’m a teacher

b) I’'m a dentist

¢) I’'m a doctor

d) I’'m a vet

B. Match the unfinished sentences with the correct options.

1. | take orders and
2. I’'m an architect
3. When did your sister c. do?
4. What do you

a. become a doctor?
b. serve food.

d. but I also can design hair.

C. Fillin the blanks choosing the correct words in the box. Use each word only once.

put out barber nurse manager salesman

1. Your hair looks amazing. Who is your ...................... ?

2. The service is not good. I want to speak to the hotel ......................

3. Jacobisthebest...................... because he sells more than 100 cars every month.
4. My motherisa ..............ce....n. She looks after ill people.

5. Firemencan ...................... fire.
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D. Choose the best option to fill in the blanks.
1. Alice: How was your holiday?
Michael: It was great, we joined a ........... tour.
a) cable car
b) gardening
c) campsite
d) sightseeing

2. My brother and | went camping in the forest. We
............... in a tent.

d) learn

3. Nick: We went to Agr1 last summer.
Ben: Really? Did you ................ Mount Agri?
a) stay
b) pick up
c) join
d) climb

4. Look outside! It’s snowing. How about making a
a) sandcastle
b) river

) snowman

d) campsite

5. I like walking on the beach and ...................
a) playing snowball.
b) picking up shells.
¢) climbing a tree.
d) walking my dog

6) Turkey is a great country. There are many
...................... to travel.

a) holidays

b) campfires

c¢) famous places

d) cable cars

E. Match the unfinished sentences with the correct options.

1. My family went to Italy
2. In Cappadocia you can take

a. in the lake.
b. fruits in the garden.

c. a balloon tour.
d. and travel ancient places.

3. Yesterday, Cindy pick
4. My father likes fishing

F. Fill in the blanks choosing the correct words in the box. Use each word only once.

ancient vacation skiing visit seaside
1. Itwasgreattolearn ....................
2. Lisa.....coceeviiinnnn. her grandparents yesterday.
3. Doyouknowagood.................... hotel in Bodrum?
4. Wheredid yougoonyour.................... ?
5. There are many .................. places to visit in Istanbul.
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Appendix-2: 6" Grade English Lesson Annual Plan

2022-2023 EGiTiM OGRETIM YILI TOKi YAVUZ SELiM ORTAOKULU
6. SINIFLAR iNGILiZCE / SECMELi iINGILiZCE DERSI YILLIK PLANI

=Yashlar Haftas *Tlrk Dinyasi ve
Topluluklan Haftas

Month / Language Skills and Suggested Contexts,
Hour | Unit / Theme Functions & Useful Language . . y
Week / Euag Learning Outcomes Tasks and Assipnments
- Talking about occupations
< 3 What does your uncle do? Contexts
E & —He's a salesman, but he also works at a Advertisements
= 3 restaurant on Fridays. E6.6.LL Students will be able to understand Brochures
a ' What do you do? familiar words and simple phrases concerning Cartoons )
] —lam a nurse. ::.usp:_ezfsst:;cdu |:|attior|_lsI iI|;| |:|Eball t;rjal t:lx'ts;‘z B} ﬁ:ﬂn\::satlons
. 3 . hents wil e able umder: n s ons
7
E:J:lvlo:a::llld a house? the time, days and dates. Magazines
y ) Postcards
What can you do? Spoken Interaction Posters
- Unit 6: =l can make dresses. | can cut and sew E6.6.511. Students will be able to tzlk sbout Songs
o R i oCoupsEtions.
E’: = Occupations fabric. Rt Staries
b . . i Videos
= ~ 3 Asking personal questions Spoken Production
3' | Was s/he in istanbul last week? EE.S.SlP‘l. Students will be able to ask personal .
m Were you at schaal vesterday? questions. Tasks/Activities
v Y? Ve EE.6.5P2. Students will be able to state the Drama (Role Play, Simulation,
tinen e ousom Paromime
i ) ) Find Somecne Who =--
*Vergi Haftasi Reading Games
Telling the time, days and dates E6.5.R1. Students will be able to understand Inf son/Opinion G
" P —5/he was in istanbul in May. familiar werds and simple sentences about n {)rn‘lat,onf pinion Gap
=< 3 Sivil Savunma - Information Transfer
E = I . —l was at school yesterday occupsEtions and the dates. i
o Gunt *Yesilay i Matching
g g 3 Haftas: —l was born on 10th of February, 2005 Writing Labeling
m‘ = *Girisimcilik —S,Ifh.E was born in Malatya in 1550. E6.5.W1. Students will be able to produce = Questions and Answers
~ Haftas: architect, -5 piece of writing about cccupations and the Reordering
cook, -5 dates. Starytelling
dentist, -5 True/False/No information
driver, - Assignments
E fr_;nglneer, = » Students keep expanding their visual
= Fmer, -5 dictionary by including new vocabulary
< i - *Vergi Haftasi )
E UO? :1:\' rd;;esier, : 'Siv:;gSavun ma Glnid *Yesilay Haftas: tems. -
T += 3 YL, - Girisimcilik Haft * Students find out the occupations of
a2 Manager, -s irigimeiiik Aattast their family members and write what
N2 mechanic, -5 they do.
] salesman/saleswoman
2022-2023 EGITIM OGRETIM YILI TOKI YAVUZ SELIM ORTAOKULU
6. SINIFLAR INGILIZCE / SECMELI INGILIZCE DERSI YILLIK PLANI
Month / Language Skills and Suggested Contexts,
Hour | Unit f Theme Functions & Useful Language . . y
WwWeek / EUag! Learning Qutcomes Tasks and Assignments
Contexts
Advertisements
. . Brochures
- Listening C
£ : artoons
Et § Talking about past events E6.7.L1. Students will be able to spot the Conversations
%= 3 (Making simple inquiries) activities about holidays in oral texts. Ilustrations
= - What did you do in your holiday? . Maps
m Spoken Interaction P
™~ g Unit 7; =l played with my friends, and | learned ) Magazines
. Kiin E6.7.511. Students will be able to talk Postcard
Holidays Sxling- . about their holidays. DSteares
—My brother and | climbed trees and - Posters
icked fruit. | enjoyed it. . Son
*Dinya P _ Hoy Spoken Production gs
dinl .| ™We walked in the forest yesterday. E6.7.5P1. Stud ill be abl Staries
Kadinlar GO0 | \nas gid s/ne do in the holiday? -7.5P1. Stugents will be able to Videos
*[stiklal Z5/he studied English describe past activities and personal
Marsi'nin ici s experiences. Tasks/Activiti
bl —5/he visited her/his grandparents last asks/Activities
= Kabuli ve . Drama (Role Play, Simulation,
< week. ' s .
= § Mehmet Akif Reading i Pantomime)
T - 3 Ersoy'u Anma | forest E6.7.R1. Students will be able to Find Someaone Who ==
& w v o rest, -5 understand short, simple sentences and Games
& om Gund flower, -s expressions related to past activities. . .
- fruit Information,/Opinion Gap
*Sehitler Giing | 13K, 5 ) Writing IMnchmagon Transfer
mauntain, - E6.7.W1. Students will be able to write ME 'E.g uppets
*yashlar pick short and simple pieces in various forms atching
T river, -5 about holida: Labeling
Haftas *Turk sailing ve- Questions and Answers
Didnyasi ve seaside Reordering
Topluluklan i i . . i
— p sightseging =Dinya Kadinlar Gond *Istiklal Marsi'min Storytelling - .
< 5 Haftasi skiing Kabulii ve Mehmet Akif Ersoy'u Anma True/False/MNo information
E E snowball Ginil
= N 3 snowman “Sehitler Guni Assignments
F tree, -5 * Students prepare a postcard and write
~

about what they did on their holiday.

» Students prepare a pamphlet showing
different places for different holiday
activities in their country.
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Appendix-3: Learner Autonomy Scale

Ozerklik Ol¢egi

Learner Autonomy Scale (LAS)

Asagida egitim sirecine iliskin 6zerklik durumlarini betimlemeye yonelik ifadelere yer

verilmistir. Litfen sorularinizi cevaplarken INGIiLIiZCE OGRENMEYi disiiniiniiz. Her bir madde ile
tanimlanan davranisi gosterme sikliginizi, asagida belirtilen besli derecelendirme 6lgegi lizerinde

uygun gelen segenegi (6lgcek noktasini) isaretleyerek (X) belirtmeniz beklenmektedir.

£
2
s s §
@ ifadeler £ s E £ < €
r— N S -
58 E 8 5 ES
- & & T EZ
r £ 2 =2 g£8
ingilizce 6grenmemi saglayacak en uygun aktiviteyi
1
se¢mek isterim. @ @ @ @ @
2 ingilizce dgrenirken sorumluluk almak isterim. @ @ @ @ @
3 !nglll.zce 0grenirken benim goérislerimin alinmasini @ @ @ @ @
isterim
ingilizce dersinde 6gretilecek konularda séz sahibi
4 olmak isterim @ @ @ @ @
5 ingilizce 6grenirken zayif taraflarimi tespit edebilirim. @ @ @ @ @
6 ingilizce 6grenirken giigli taraflarimi tespit edebilirim. @ @ @ @ @
ingilizce derslerimle ilgili video/CD' leri sinif disinda
7
kullanmak isterim. @ @ @ @ @
8 ingilizce iletisim kurmak igin risk almayi severim. @ @ @ @ @
9 ingilizceyi sadece 6gretmenin yardimiyla 6grenebilirim. @ @ @ @ @
10 Seviyeme gore yazilmis Ingilizce kitaplari kendi istegimle @ @ @ @ @
okurum.
11 Kendi 6grenme ihtiyaglarimi belirleyebilirim. @ @ @ @ @
ingilizcede yaptigim calismalarimi kendim
12 degerlendirebilirim. @ @ @ @ @
13 Yapll'an aktivitelerde bana da sec¢im hakki verilmesini @ @ @ @ @
isterim.
14 Ingilizce bir konuyu 6gretmen anlatmazsa, onu @ @ @ @ @

ogrenemeyecegim diye korkarim.
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Appendix-4: Permit for the Present Study from Provincial Directorate of National

Education

T
KONYA VALILIGI KONYA
Il Milli Egilim Mﬂdﬂr]ﬁgﬁ 2021
»
Sayr : E-B3688308-605.99-65906710 15.12.2022
Konu : Arastirma Izni (Serife SERIN)
DAGITIM YERLERINE

figi  :-a) Milli Egitim Bakanlifanin (Yenilik ve Egitim Teknolojileri Genel Midirliigii) 21.01.2020
tarihli ve 2020/2 sayih Genelgesi.
b) 29/11/2022 tarihli ve E.48178250-300-274924 sayil: yazimz.
¢) 12/12/2022 tarihli Amastirma Izinleri Degerlendirme Komisyonu Tutanag.

Necmettin Erbakan Universitesi Egitimi Bilimleri Enstitiisi Yabanci Diller Egitimi Anabilim
Dal ingiliz Dili Egitimi Bilim Dah Tezli Yiiksek Lisans Programu dgrencisi Serife SERIN'in "Egitim
Bilisim Ag: (EBA) Kullaniminin Yabanc: Dil Olarak Ingilizece Ogrenen Ogrencilerin Kelime Ogrenim
Basanlari ve Ogrenen Ozerkligi Gelisimleri Uzerine Etkisi" konulu arastirmasimi uygulama talebi
incelenmistir.

Arasurmanin, Karapmar Toki Yavuz Selim Ortaokulu Midirligiinde egitim goren 6. smmf
ogrencilerine egitim Ogretimi aksatmamak ve ilgi (a) Genelgede belirilen aciklamalara uyulmas:
kaydiyla gergeklestirilmes: ilgi (¢) komisyon tutanag: ile uygun goriilmektedir. Midirliigimiize bagh
egitim kurumlarindaki ¢alismalann 2022-2023 egitim dgretim yili igerisinde tamamlanmasi zorunludur.
Arastirma kapsamunda yiriitilecek caligmalarin 2022-2023 cgitim ogretim yilinda tamamlanmamas:
durumunda Midirligiimiizden tekrar izin alinmas: gerekmektedir.

Aragurmada Midirligiimiz tarafindan onaylanarak gonderilen veri toplama araglarinin
kullamilmasi, elde edilecek kisisel verilerin gizliligi hususuna dikkat edilmesi ve arastirma sonucunun
caliyma bitiminden itibaren 30 giin igerisinde elektronik ortamda Mudirligtiimiiz istatistik42@meb.gov.tr
e-posta adresine gonderilmesi gerekmektedir.

Arz/Rica ederim.

Murat YiGIT

il Milli Egitim Mudiiri

Ek:

1-Genelge (3 Sayfa)

2-Veli Onam Formu (1 Sayfa)
3-Kelime Revizyon Testi (2 Sayfa)
4-Ozerklik Olgegi (1 Sayfa)

Dagitim:
Geregi: Bilgi:
Necmettin Erbakan Universitesi Rektorligiine Karapmar Ilge Milli Egitim Midirligiine
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Appendix-5: English Activities on EBA

Unit 6 “Occupations”

TOKI Yavuz Selim Ortaokulu

Ne aramigtimz?

‘ Match the words with the correct pictures.

10 puan

Serife Serin

Sayfam

Dersler

Canli Dersler

Sinavlar

Kuttiphane

Listeler

Calismalar v
Raporlar

Muze Deneyimleri

Mesleki Gelisim v

SERIT

Cross out the wrong word.

1 When did / was she become a nurse?

2 Where |/ What do you do?

w

Where does she work in / on Mondays?

4 | can cut fabric but| can /[ can't sewit.

[4)]

He became a cook at / in 2014,
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@ Vocabulary Exercise 3: Occupations

Choose the correct answer for each blank. mﬂ:
I'm very lucky because I've got a great family. My mother is a I - She always
[ my dresses. My father is a I -Hecan e allthe
electrical devices. I've got a brother. He is CHEEET 4  He |\ people and
technician
cargo.He’s very good-looking in his s my dream job? Well, | want to be a/an
self-employed

|\ because my favorite school subject is computer studies.

O Vocabulary Exercise 2: Occupations

Match to make sentences.

| can cut and sew fabric.

When did your father

I'm a salesperson but | also waork at a restaurant.

What does your father become a tailor?
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Unit 6 “Holidays”

o Vocabulary Exercise 1: Holidays

Match the words with the correct pictures.

1 £ 3 3

O Vocabulary Exercise 3: Holidays

Choose the correct answer for each blank

People usually go ¢ in Uludag in winters but | went there to a youth camp for my

summer saling as fabulous. We did lots of thrilling things in the M -
skiing

We went hiking, ro ook pictures... We picked blueberries from g - We

swimming
even stayed in [\ one night. We |\ games and sang songs around the
campfire. On our last day, we went |\ tosee the famous places in Bursa. |

| the camp very much. | had a really good time there.
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@ Grammar Exercise 6: Holidays

Match the sentences with the pictures.

She learned swimming in Side.

She was on her grandparents’ farm

They came back from holiday yesterday.

We climbed trees and picked fruit.

o Reading Exercise: Holidays

Read the text and choose the correct answer accordingly.

Clara: | was in Paris with my mom, dad and
brother. We saw Eiffel Tower and visited Louvre 1 Who went sailing?
Museum. Then we went to Disneyland. | saw
Cinderella, Aladdin, Mickey Mouse and Donald
Duck. | think it was fascinating. But my brother O Zeynep
found it boring. We came back from Paris last P
Wednesday. ) Akio
Zeynep: | went to Hemsin to visit my aunt. |
stayed there for two months. | climbed trees and
picked fruit. | also went hiking with my cousins. 2 Who went sightseeing?
We camped and cooked our food. It was )

amazing but | missed my family very much. O Clara

Akio: Last month | was in Turkey with my family.
We went to Cesme. The weather was )
beautiful. There were a lot of tourists from many ) Akio
countries. Then we went to the small islands
near Cesme. | enjoyed travelling in a boat. | also
learned swimming. I'd like to visit Cesme again.

O Clara

O Zeynep

3 Who wenton holiday alone?

O Clara
O Zeynep
) Akio
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