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Chapter I: Introduction

The aim of this chapter is to provide an overview of the main concepts of

concern to the study including a description of computer-assisted language

learning (CALL), self-efficacy, learner autonomy, and motivation. It also

includes statement of the problem, significance of the study, the research

questions and hypotheses, and the definition of the key terms used in the

study.   

    Given the wide expansion and usage of computers, language teachers need

to consider the application of computers in language teaching and learning. 

Recently, the use of the Internet and computer-assisted learning has rapidly

increased. Bangs and Cantos (2004) believe that in the age of information

and communication technology (ICT), computer literacy is a necessity.  

    Otokunefor (2005) holds that computer literacy is the computer knowledge

of a person and the degree to which such knowledge can be used in problem

solving. One of the most expanded areas in educational technologies in the

second half of the 20th century was computers. Nowadays, computers and

Web-based instruction have become more powerful, faster, easier to use, 

more convenient and cheaper. Hence, the demand for using computers and

the Internet has increased (Gündüz, 2005). With different types of

hyperlinked multimedia documents and computer-assisted language learning

instruments, the Web can help instructors to incorporate Web resources into

the classroom (Son, 2007; Warschauer, 2001). 



    In the era of booming information and technology, the role of computer

and the Internet in teaching English is undeniable. It can be used to help

teachers and students to cooperate with each other and access information. 

Recently, people from different places contact each other more easily than

ever before. Crossman (1997) holds that in comparison with other

instructional technologies, Web-based learning is growing faster than any

other technology.  

    Furthermore, Ahmad, Corbett, Rogers and Sussex (1985) claim that using

computers have certain advantages for language teachers as it allows them to

process and present real-life situations with flexibility. Hence, computer and

Web-based instruction or Internet connections allow for better preparation

for education (Cabada et al. Yazdanpanah, Sahragard &

Rahimi, 2010). Computer-assisted learning involves the use of computer

programs to facilitate learning. According to Huizhong (1985), computer-

assisted learning is when computer is used as an aid to improve students’

learning and to help them understand the content more efficiently.  

    Web-based instruction can be considered as a ‘virtual teacher’ for students

because students can get the instructional materials anytime and anyplace. In

other words, it allows them to get the instructional materials everywhere

even away from school. With the expansion of computer-assisted language

learning and Web-based instruction, more questions have been raised about

learner autonomy, motivation, self- efficacy, and some other traits. The



present study seeks to examine the effects of computer-assisted language

learning and Web-based instruction on Iranian EFL learners’ autonomy, 

motivation, and self-efficacy. 

    Computers and the Internet are important tools for developing autonomy

through activities which help learners to study without assistance from

teachers (Joshi, 2011). In language learning, the role of autonomy has been

discussed in the fields of EFL and ESL, and there has been an agreement

among researchers about the need for a shift from teacher-centered

instruction to learner-centered instruction (Benson, 2007; Godwin-Jones, 

mo & Rilley, Holec, 1981; Lamb & Reinders, , 

1991). According to Thanasolus (2000, p. 117), learner autonomy is “the

learner’s willingness and capacity to control or oversee her own learning’’.  

    Little (1991, p.45) defines autonomy as the “capacity for detachment, 

critical reflection, decision-making and independent action”. Nunan (1995, 

p.138) suggests different stages including ‘intervention’, ‘creation’, and

‘transcendence’ through which students develop autonomy. In computer-

assisted language learning, autonomous learning can help learners modify

input and gauge learning, control their progress, and think carefully and

prioritize learning (Darasawang &

Toogood & Pemberton, 2002).  

    Another related factor in Web–based and computer-based instruction is

motivation. Web-based learning has the potential to enhance learners’



motivation and to engage learners in real situations and provide them with

highly interactive language experience (Chun Kung & Chuo, 

Motivation is a vital element that everyone

brings to every activity. Increasing motivation among students is the main

concern of instructional programs. Teachers employ different techniques to

motivate their students because they know that without motivation, learning

cannot happen. Dickinson (1995, p.6) holds that “autonomous learner

become more highly motivated and work more efficiently”. Keller and

Litchfield (2002) define motivation as a person’s willingness to follow an

aim or accomplish a task.  

    Another factor of concern to this study is learner self-efficacy. Self-

efficacy has to do with focusing on one’s abilities and confidence. Bandura

(1997a) states that self-efficacy is a multidimensional structure that is used

largely different domains such as psychological, social, and academic

domains. “People’s beliefs in their efficacy affect almost everything they do:

how they think, motivate themselves, and behave” (Bandura, 1977, p. 53). A

low sense of self–efficacy is associated with depression, anxiety, and

helplessness.  

    According to Bandura (1986), self-efficacy refers to the belief that people

have about themselves in completing a task.  Similarly, Aliegro (2006)

believes that self-efficacy is one’s abilities in performing a task that

influence their success and, in turn, contribute to enhanced effort and



persistence. As it can be seen from the definition of self-efficacy, self-

efficacy has been found to influence learner beliefs and engage them in

learning. It may also influence how strategic they may be when dealing with

a task (Pajares & Johnson, 1996; Pajares & Miller, 1994). For reasons of

manageability, of all personal traits, the focus of the present study is on

motivation, self-efficacy, and learner autonomy. 

Statement of the Problem

Many studies have explored the impact of Web-based instruction, computer-

assisted language learning, and personal traits from different aspects

separately (Ahmad et al., Bandura, 1997b; . 

Moreover, many researchers have been interested in CALL/Web-based

instruction and language learning. However, few have explored the effect of

CALL and Web-based learning on improving personal traits, especially on

Iranian EFL learners. In an attempt to fill part of the existing gap, this study

aims at investigating the effect of CALL/Web-based instruction on

improving personal traits of Iranian EFL learners. Specifically, the focus of

attention in the present study is on the effect of CALL/Web-based instruction

on improving EFL learners’ self-efficacy, learner autonomy, and motivation. 



Significance of the study  

Integrating computers and Web-based instruction into language learning

process, which can offer a more powerful and authentic language learning

experience, might be one of the ways to help EFL learners to satisfy their

needs for learning. The use of CALL/Web-based learning is often seen as an

effective tool to improve students’ involvement.  

    According to Ahmad et al. (1985), using computers offers certain benefits

to teachers, as they allow teachers to present flexible and authentic materials. 

Although many researchers have studied the effect of CALL/Web-based

instruction on EFL learning, there are few studies investigating the effect of

CALL/Web-based instruction on EFL learners’ motivation, self- efficacy, 

and autonomy.  

    The importance of computer and Web-based technology and the paucity of

research on the effectiveness of such technology in improving learning

signify the need for studies such as this one. This importance is further

corroborated by considering the fact that attributes like motivation, attitude, 

and self-efficacy have an undeniable role to play in learning, in general, and

in EFL learning, in particular.  



Research Questions

In order to fill the above mentioned gaps, this study aims at answering the

following research questions:

RQ1. Is there a significant difference between the effects of CALL/Web-

based instruction and conventional teaching methods on Iranian EFL

learners’ motivation?

RQ2. Is there a significant difference between the effects of CALL/Web-

based instruction and conventional teaching methods on Iranian EFL

learners’ general self- efficacy?

RQ3. Is there a significant difference between the effects of CALL/Web-

based instruction and conventional teaching methods on Iranian EFL

learners’ academic self-efficacy?

RQ4. Is there a significant difference between the effects of CALL/Web-

based instruction and conventional teaching methods on Iranian EFL

learners’ autonomy?

Hypotheses

Based on the above questions, the following null hypotheses are formulated:

1. There is no significant difference between the effects of CALL/Web-based

instruction and conventional methods on Iranian EFL learners’ motivation.  



2. There is no significant difference between the effects of CALL/Web-based

instruction and conventional methods on Iranian EFL learners’ general self-

efficacy.   

3. There is no significant difference between the effects of CALL/Web-based

instruction and conventional methods on Iranian EFL learners’ academic

self- efficacy. 

4. There is no significant difference between the effects of CALL/Web-based

instruction and conventional methods on Iranian EFL learners’ autonomy. 

Definition of the key terms  

In this study, the key terms are defined as follows:

Autonomy: according to Little (1991), autonomy is “the learner’s

psychological relation to the process and content of learning-a capacity for

detachment, critical reflection, decision-making, and independent action” (p. 

45).  

Computer-assisted language learning (CALL): is used as a tool to enhance

and improve learning. Januszewski and Molenda (2008) define computer-

assisted language learning as techniques for using technology in the field of

language learning. Davis (2002) holds that CALL is used as an aid in

teaching, learning, presentation, reinforcement, and evaluation of materials. 



Learner autonomy: according to Breeze (2002), learner autonomy is an

investigation of thinking and experience. Little (1990, p.7) holds that learner

autonomy is fundamentally a matter of learners’ psychological relation to the

process and content of learning. 

Motivation: according to Ryan and Deci (2000), motivation “concerns

energy, direction, persistence and equifinality-all aspects of activation and

intention’’ (p.69).  

Self- efficacy: refers to beliefs in one’s ability to organize and execute the

courses of action required to produce given attainments (Bandura, 1997b). In

other words, self-efficacy refers to one’s capabilities to execute a specific

behavior in a specific situation. For the purpose of the present study, all the

above-mentioned attributes will be measured as the participants’

performance on specially designed questionnaires. 

Web-based instruction: includes a variety of online instructional activities

which improve the quality of interaction and learning. It provides the

opportunity for learners to examine the task from different perspectives. 

Kahn (1997) describes it as a new approach which uses World Wide Web by

giving instruction to a remote audience. 

Conventional methods: refers to the use of the blackboard, chalk, paper, 

pencil and textbooks by the teacher to deliver lessons to the students face to

face in the classroom. 



                                               



Chapter 2: Literature Review

2.1. Introduction

This chapter includes a review of the history and theories of CALL/Web-

based instruction, learner autonomy, self-efficacy, motivation, and the

relationships among them. 

2.2. Computer–assisted language learning (CALL) / Web-based

instruction

In order to improve students’ learning, computer technology has been

explored by many researchers ( Guthrie

Scardamalia & Bereiter, 1991; Van

Aacken, 1999). According to Gale (1991), learners are more eager and

motivated in Web-based instruction. Also, Smith (2004) holds that

“computer technology can provide the student with the means to control his

or her own learning, to construct meaning and to evaluate and monitor their

own performance” (p.1). 

2.2.1. Historical overview of CALL/ Web-based learning

Recently, a great deal of interest in using computer for language teaching and

learning has been shown. Hence, with the advent of computer and



multimedia technology and Internet, the role of computers in teaching and

learning has become an important issue now. Technology has changed the

way of thinking, learning, communicating and planning. It is used by

teachers, people, and students all over the world.   

    CALL originated from Computer-Assisted Instruction (CAI); it was

considered as assistance for teachers in 1960s (Lepper & Gurtner, 1989). 

According to Davies, Hewer, Rendall, and Walker (2004), till the late 1970s, 

CALL was restricted to universities. With the advent of personal computers

in the late 1970s, computers came into the range of wider access of audience, 

and this led to the development of CALL programs. Therefore, Computer-

Assisted Language Instruction (CALI) changed into Computer-Assisted

Language Learning.    

    Computer-assisted language learning provides new opportunities for

people to learn at their own convenience and pace. Many studies have been

conducted on CALL, most of which have shown the positive effect of CALL

Ertmer, Ottenbreit-lefwich holds

that computer and technology can positively affect EFL classrooms by

allowing learners to learn in authentic situations and communications. Stepp-

Greany (2002) declares that because of the interactive features of the

classrooms that are equipped with technology, students’ motivation is



enhanced. Similarly, Mayora (2006) believes that by using multimedia in

EFL classrooms, students’ interest can be increased.  

    Recently, the Internet-based environment has experienced productive

development. Recent research has demonstrated that content delivered in

Internet-based conditions may be more efficient than that provided in

conventional classrooms (Abdous &Yoshimura, 2010). 

    Web-based learning continues to attract the attention of researchers (e.g. 

, 2003). 

Theoretically, Web-based instruction is a suitable environment for learning

language. It allows teachers to practice with their students individually or in

small groups. Many studies have been conducted to investigate the effect of

Web-based instruction on language learning. As an example, Stepp-Greany

(2002) examined students’ perceptions of using multimedia for language

instruction in Spanish classes. She found that most of the students agreed that

instruction was facilitated in the multimedia environment. According to

Chaudron (2001), a historical review of technology in language learning and

teaching offers more insight into the role that computers have had in the

language learning classroom. Salaberry (2001) believes that the most

important things for researchers are the pedagogical aspects of it, not

technology.  



2.2.2. Stages and Types of CALL

The history of CALL can be classified into three parts: behavioristic CALL, 

communicative CALL, and integrative CALL (Warschauer & Healey, 1998), 

each of which is briefly reviewed below. 

Behavioristic CALL

It was developed in the late 1960s and used largely under the effect of Audio

lingual teaching method in the 1970s. According to Warschauer and Kern

(2005), the “programs were designed to provide immediate positive or

negative feedback to learners on the formal accuracy of their responses” (p. 

8). In this stage, students were never allowed to work on their own; it was

believed to hinder motivation. It consisted of grammatical explanations, 

extensive drills and translation (Warschauer & Healey 1998).  

    Moreover, there are those like Warschauer and Kern (2005), who believe

that this approach has some disadvantages; the aim of the program was

repeating the same materials, and there was no excitement among teachers

and students, and only one possible answer was accepted. But recently, 

Warschauer shows a significant difference in his publication, and he names

this approach structural CALL (e.g. Warschauer & Healey, 1998). 



Communicative CALL  

   By the 1980s, personal computers provided the possibility of working for

individuals at school, and the behavioristic approach was being rejected at

theoretical and pedagogical levels. Communicative CALL is similar to

cognitive theories which emphasized that learning was a process of

discovery, expression and development. In communicative CALL, emphasis

was on what students did with each other while they were working with the

computer (Warschauer & Healey, 1998).  

       According to Underwood (1984), communicative CALL has some

features; for example, it allows students to create original utterances, focuses

on using forms, teaches grammar implicitly rather than explicitly; it is

flexible, and it generates a natural environment for using the target language. 

Warschauer and Kern (2005) believe that the advantage of this approach is

that it allows learners to construct new knowledge from their existing

knowledge by exploration, problem solving and hypothesis testing.  

Interactive CALL

In the 1990s, communicative CALL began to be criticized. This period was

the time when communicative approach to language teaching was being

rejected and emphasis was on using language in authentic social contexts. 

Interactive CALL is integrated with multimedia technology. It focuses on



two important multimedia developments of the last decade: multimedia

computers and the Internet. In the process of language learning, students are

able to use a variety of technological tools or hypermedia (Warschauer &

Healey, 1998). 

      In the context of language learning, hypermedia offers some advantages. 

First, it provides a more authentic and meaningful learning environment. 

Second, skills (reading, writing, speaking, and listening) are combined in one

single activity. Next, students have control over their learning; they work

together not individually. Finally, it focuses on content and allows students

to have rapid access to grammatical explanations, vocabulary glosses, 

pronunciation information, questions, and exercises that encourage them to

assume an adequate learning strategy (Warschauer, 1996).   

     Furthermore, there are different types of CALL including Traditional

CALL, Explorative CALL, Multimedia CALL, and Web-based CALL

programs. The common features of traditional CALL are discrete error

analysis and feedback. In the early forms of traditional CALL, the stimulus

was in the form of a text on screen, and learners responded to it by entering

answers using the keyboard. It was a teacher-centered approach (Matthews, 

1994). Explorative CALL is learner-centered rather than teacher-centered, 

and is distinguished by the use of concordance programs (Davies et al., 

2004). In Multimedia CALL, learners will be able to use interactive video

discs. It provides the condition in which learners combine sound, 



photography, images and video recording in imaginative presentations. 

Davies et al. (2004) maintain that role play activity is the main feature of

Multimedia CALL. Learners can record and play back their voice. Finally, 

Web-based CALL can be used in Web-activation for teaching and learning

language, and it can be combined with other types to create hybrid types of

CALL.  

   

2.2.3. Features of web-based instruction

Any form of instruction which is delivered in World Wide Web is defined as

Web-based instruction. Conventional environments may ignore the personal

needs of learners and the development of problem solving (Hannum & Brigg, 

1982). Web-based instruction is a suitable environment for learners to learn

on their own.  In a Web-based environment, students can work in more

comfortable places. According to Owston (1997), students who work, play

and learn with computers are more visual and interactive learners than others

because their environment is full of visual stimulus.  

    Web-based learning is a powerful and effective tool for learning. It has

developed from computer-based, computer-assisted, computer-aided, 

Internet-based or Web-based instruction. It allows learners to be involved in

and to be responsible for their own learning, and in comparison with

conventional methods, it may be a more appropriate one. It opens new



horizons of foreign language learning and teaching. The process of learning

is integrated with the authentic world. 

    Moreover, there are those like McCormack and Jones (1998), who believe

that one reason for using Web-based instruction for most instructors is that it

is more ‘effective’, ‘efficient’, and ‘enjoyable’ (p.17). Web-based instruction

can offer learners a ‘virtual teacher’ because they can access the materials

anytime and anywhere they want. The World Wide Web can be used to

provide instructional support, and offers learners with cooperative learning, 

social instruction, distance education and multimedia. While learners enjoy

flexibility of the materials in the real world, they have the ability of

discussing and problem solving. So, learners are exposed to vast amounts of

authentic materials, and in comparison with the conventional method, the

nature of materials becomes dynamic. 

    Conventional classrooms are space bound; learning occurs in classrooms, 

schools and other places. But the Web expands the boundaries of learning; it

can occur in classrooms and in workplaces. Owston (1997) asserts that in

spite of physical boundaries and time constraints of classes, Web-based

instruction can provide a flexible environment for teaching and learning.  

    Since the process of learning is integrated with the real world, the Web can

promote experiential learning or learning on site, and the source of content

change from book and teacher to different sources of information. In this

pedagogical situation (Internet)-based, students have the right and power to



make decisions (Crookes & Lehner, 1998). As a result, the conventional

language classroom is slowly changing with the development of technology.  

    Web-based instruction has the advantages of combining several

technologies such as email, word processing, online chat, Web sites, and

World Wide Web resources. It also has the potential to enable learners to

connect sources in many different forms, use resources at any time and any

place. Despite these benefits, Web-based instruction has some disadvantages;

it is time consuming; it is not suitable for all activities in the classroom; it

cannot cope with ambiguity; the time and effort required to develop CALL

programs could be considerable, and thus its cost-effectiveness becomes

questionable. It also requires competence in the target subject area, 

pedagogical skills and computer experience. 

    Web-based instruction may have multiple dimensions of use in education

and training environments. Kahn (1997) refers to eight frameworks for

meaningful learning in Web-based learning; Pedagogical; Technological;

Interface design; Evaluation; Management; Resource Support; Ethical and

Institutional. Later, Kahn (2001) proposed a framework for using Web-based

instruction ranging from ‘macro’ to ‘micro’ uses. All these have one feature

in common: Internet or World Wide Web. 

    Web-based learning supports the shift from conventional teacher-centered

to learner-centered environment. Learners are encouraged to learn by

themselves. In comparison with the conventional search in libraries, the Web



offers a more powerful searching tool. Simply put, multimedia make the

Web more attractive than conventional learning environments. 

    Galloway (1998) refers to three levels of Web-use. In level one, there is no

online instruction; the Web is used as post course material. Students only use

information rather than searching for it. In the second level, the Web is used

as the medium of instruction. For example, group projects, lecture notes, and

assignments are posted on the Web, and the role of the teacher is as a

facilitator. Third, teachers and learners interact with each other on the

Internet. Knowledge of using technology is very important at this level. 

    A number of studies have been done in the field of CALL-based

instruction. Licenjacka and Filologia (2007) compared the vocabulary

learning of students in conventional and CALL-based instruction. They

chose two groups, namely comparison and experimental. The comparison

group was asked to memorize words without any access to computer or word

processing programs, whereas the experimental group had opportunity to

learn through computers. They concluded that the experimental group had a

better performance. 

    Also, Getkham (2004) examined the vocabulary performance of students

in two groups: one used conventional texts, and the other used multimedia

computer programs. By comparing the results of immediate and delayed

posttests, they found that the degree of forgetting of vocabulary in the

multimedia group was less than the group in which texts were printed. They



concluded that multimedia computer programs can help learners to retain

vocabulary.  

    In a different study, Fletcher (1990) compared interactive videodisc

instruction with conventional instruction. The results of Flecher’s meta-

analysis showed that interactive video instruction was both more effective

and less costly than conventional instruction. 

      In another study, Al-Jarf (2004) investigated the effects of Web-based

learning and conventional learning on EFL learners’ writing. He found that

using Web-based instruction as a supplement in conventional classes has

significant effects on writing structure. The study also examined the effects

of instructional technology and distance learning. Based on the results, a

significant causal relationship was found between students’ learning and on-

line instruction. It was reported that the experimental group performed better

than the comparison group. 

    Meihami, Meihami and Varmaghani (2013) explored the effect of CALL

on Iranian EFL learners’ listening comprehension. To this end, 74 male and

female Iranian EFL students were selected. They were assigned into two

groups (experimental and comparison). The CALL was used in the

experimental group, while conventional method was employed in the

comparison group. The results of the study indicated that CALL instruction

has a significant effect on improving Iranian EFL learners’ listening. 



    In a study conducted by Fletcher and Atkinson (1972), the participants of

the experimental group received computer-assisted language instruction 8-10

minutes a day for five months; the rest of the day was the same for all

students. The findings of the study showed that the students who received

computer-assisted instruction performed better than those who did not. 

    In studies carried out by Allen and Thomposn (1994); Beyer (1992);

Chambless and Chambless (1994); Davis and Mahoney (1999); and Hart

(1992), it was reported that telecommunication technology, electronic mail, 

using computer in the classroom in order to teach writing and computer-

assisted writing software will enhance the quality and quantity of writing

instruction.  

    Jang, Hwang, Kim, Kim, and Park (2005) examined the effects of Web-

based instruction on undergraduate nursing students’ learning of

electrocardiography (ECG). To this end, 105 senior nursing students in

Korea were selected. They were divided into two groups, 54 students were

assigned to the experimental group and 51 students to the comparison group. 

Based on the results, it was concluded that Web-based ECG learning

program was more effective in helping students to interpret ECG recording

and there was no significant difference in the level of motivation of students

in Web-based and conventional instruction

    Barimani and Naraghizadeh (2013) conducted a study with 60 male and

female students of two institutes in Tehran, Iran. They investigated the effect



of CALL on the vocabulary learning of Iranian EFL learners. To this end, 

two groups (experimental and comparison) with the same level of vocabulary

knowledge were selected. The experimental group received 16 sessions of

instruction using the CALL, while the comparison group experienced the

same hours without any audio-visual features. The results showed that the

experimental group performed better in their vocabulary knowledge than the

comparison group. In other words, CALL had a positive effect on learning. 

    Similarly, Braine (1997), Liou (1997), Pennington (1993), Sullivan and

Pratt (1996) observed that the writing skills of the EFL students who used

computer-assisted and Web-based instruction became better than that of

other students. 

     In line with the above studies, Osuna and Meskill (1998) conducted a

study on the role of Internet resources, especially in authentic contexts. To

this end, five Spanish language activities were given to 13 students on the

web. They were asked to fill post-activity questionnaires about the results of

their learning. The results revealed the positive attitude of the students

toward using the Internet for learning the target language. 

    In a similar study by Kung and Chuo (2002), 49 College students were

asked to do their homework in Web-sites. The questionnaire results showed

that learning through Web-sites with the control of the teacher was

interesting. 



    On the contrary, in some EFL classes, conventional instruction has been

shown to be more efficient than instruction using technology. Izzo (1996)

found that hand-written essays were more organized than that of the students

who used computer in learning English for specific purposes (ESP) because

instead of the writing process, the teacher spent more time on teaching how

to use the workstations. 

    In another study with college students in Taiwan, Huang (1998) reported

that students who used face to face discussions in conventional classrooms

performed better than students who used computer-meditated discussions in

producing written essays because they could support each other, while in the

computer-meditated environment, they moved quickly without explaining

about their reasons.  

2.3. Motivation

Motivation is an essential factor that everyone brings to every activity. It has

an important role in the process of language learning. Applying technology

to improve learners’ motivation has been the concern of several researchers

o damalia &

Bereuter, 1991). 



2.3.1. Historical overview of motivation

With the aid of computer, excitement and interest can be enhanced, because

it suggests an additional opportunity for success and learning. Jonassen

(2000) believes that technology-equipped classes encourage students and

teachers positively. According to Anderson and Speck (2001), equipped

classrooms not only motivate learners but also engage them in the four skills

(reading, writing, speaking, and listening). 

     However, in designing a Web-based or computer-based course, teachers

must consider that each learner has different interests and expectations. The

definition of motivation depends upon its application. However, according to

Gardner (1985), motivation is “the extent to which the individual works or

strives to learn the language because of a desire to do so and the satisfaction

experienced in this activity (p.10)”. Also, Dornyei (1994) believes that “the

exact nature of the social and pragmatic dimensions of second language

motivation is always dependent on who learns what languages where”

(p.275).  

     According to Linnenbrink and Pintrich (2003), motivation is personal and

individual; however, instructors and teachers have an important role in

fostering it. Increasing student motivation is a major aim of instructional

design. Furthermore, it depends on a large number of factors including the

psychological and emotional needs of students, learning environment, and so

on. Keller (1983) holds that “Motivation refers to the choices people make



as to what experiences or goals they will approach or avoid and the degree

of effort they will exert in this respect” (p.389). 

    Keller and Litchfield (2002) believe that true motivation occurs at three

phases: motivation to learn, motivation to work, and self-motivation. Each

level puts particular responsibility on the learner. Moreover, a teacher or

instructional designer can work with a variety of situations and different

extrinsic motivators to increase self-motivation. These levels consist of three

basic components in second language learning process: the target language, 

the language learner, and the learning environment. They also reflect three

different parts of language, the social dimension, the personal dimension, and

the educational subject matter dimension (Clement, Dornyei &Novel, 1994).   

2.3.2. Source of motivation

The source of motivation can be either extrinsic (outside the person) or

intrinsic (internal to the person). Several theories emphasize the difference

between intrinsic and extrinsic motivation (Sansone & Harackiewicz, 2000). 

An individual decides whether or not to participate in learning. Hence, 

factors that affect this decision may be extrinsic or intrinsic (Keller &

Litchfield, 2002). Intrinsically motivating activities are those which people

are motivated to do not for external pressure or reward, but for their own



sake. In other words, they are engaged in an activity because they are

interested (Deci & Rayan, 1985).  

    Deci, Patrick, Rigby, and Ryan (1992) claim that the results of many

studies on the relationship between motivation and learning achievement

show that when learners are involved in learning, they will be more flexible

and eager to learn new knowledge in their learning situations.    

    Deci and Ryan (1985) assert that intrinsic motivation refers to doing

something, because it is innately interesting, attractive, enjoyable, and leads

to creativity. Extrinsic motivation refers to the outcomes that can be

separated. They report that intrinsic motivation leads to effective learning

and is encouraged in conditions in which the learner has a measure of self-

determination. It promotes a high quality of learning and creativity. Maslow

(1970) believes that intrinsic motivation is better than extrinsic.  According

to Deci and Ryan (1985, p.35), extrinsic motivation refers to “learning

situations where the reason for doing a task is something other than an

interest in the task (or broader learning endeavor)”.  

    Gardner and Lambert (1959) explain two types of motivation, instrumental

and integrative motivation. Instrumental motivation is the desire to learn

language for specific purposes (i.e. finding a job). On the other hand, 

integrative motivation is the desire to learn language for communicating with

other people who speak the target language. The most well-known model for

evaluating motivation is ARCS model (Keller   & kopp, 1987). 



    In a study, Yang (2006) investigated the relationship between motivation

and reading comprehension of 120 sophomore ESL students on two types of

motivation; integrative and instrumental. The results showed a positive

relationship between integrative motivation and social strategies and a

negative relationship between instrumental motivation and cognitive

strategies.  

2.3.3. Models and concepts of motivation

Becker (2000) claims that when students work with computers, they exhibit

positive feelings and a more active pattern of participation. According to

Keller (2006), motivational design is the systematic way of arranging

resources and procedures which cause changes in student motivation. Keller

(2006) asserts that motivational design is specific procedures, roles, and

processes for making instruction appealing to students. Furthermore, Keller

(1983) holds that the ARCS model designs the motivational aspects of

learning situations for stimulating and sustaining students’ motivation to

learn. 



Figure 2.1. Instructional Design Process (taken from Barger & Byrd, 2011)

    The main components of the ARCS model, attention, relevance, 

confidence, and satisfaction, provide a systematic frame for designing

motivational plans for learners. It may be combined with lesson plans and

instructional goals to carry out motivational strategies. Motivational plan

provides a systematic design framework that can be integrated with

instructional design. 

     Keller (1999) holds that the ARCS model has been used in different types

of classes and learning situations such as computer-based learning and e-

learning. Although, the ARCS model is planned to be systematic, 

individuals’ motivation is not measured systematically. In this regard, the

teacher must add individual judgment to form instructional design towards

the learners (Keller & Litchfield, 2002). Keller and Kopp (1987) assert that

the ARCS model should be used in conjunction with instructional design. 

Kinzie, Julian and Davis (2004) define instructional design as a process of



examining the needs of learners in learning by considering course content

and developing delivery system to meet these needs.  

     Reiser and Dick (1996) outline a systematic theory for instructional

design (figure. 2. 1). The fifth stage focuses on computer-based instructional

strategies. This arrangement helps us focus on computer and Web-based

learning for motivating students. 

    According to Smith and Ragan (1999), instructional design is “systematic

process of translating principles of learning and instruction into plans for

instructional materials, activities, information resources, and evaluation” (p. 

2). Cheng and Yeh (2009) believe that the factor of motivation can help

learners enjoy the process of acquiring knowledge. 

     A dynamic and flexible guideline for building effective training and

performance is ADDIE model. In Morrison’s (2010) point of view, “the

ADDIE model is a framework that used by instructional designer and

training developers” (p.28). The components of this model include (analysis, 

design, development, implementation, and evaluation). 

     Abraham Maslow is known for his hierarchy of needs. His emphasis was

on humanistic psychology and self-actualization. He refers to the idea that

human behaviors are directed toward reaching goals (Barger & Byrd, 2011). 

According to Barger and Byrd (2011), Maslow’s hierarchy of needs is

classified into self-actualization (i.e. creativity, problem solving, etc.), self-



esteem (i.e. confidence, respect of others, etc.), belonging (i.e. family, 

friendship, etc.), safety (family, health, employment, etc.), and physiological

needs (i.e. water, food, air, etc.). Maslow’s hierarchy of needs and the

ADDIE ISD model can be applied as a process to achieve the desired degree

of a comprehensive Web-based learning instructions design (Ahmad, 2010). 

     A number of studies have investigated the relationship between

CALL/Web-based instruction and motivation as well as the factors that may

influence them. Wang and Reeve (2006) investigated the effects of a Web-

based learning environment on students’ motivation to learn science. 

Individual student interview, teacher interview, motivation questionnaire, 

and observation were used to collect data. Based on the results, it was

concluded that web-based learning environment and the associated learning

activities improved students’ motivation. 

                              Figure 2.2 ADDIE ISD Model (taken from Ahmad, 2010)    



     Ghalami and Ahangari (2012) investigated the impact of CALL on

Iranian EFL learners’ task-based listening skill and motivation. 40 male and

female Iranian EFL university students were selected and divided into the

experimental and comparison groups. The CALL and some extra task-based

listening comprehension materials through e-mails were used in the

experimental group while the conventional method was used in the

comparison group. The results of the study revealed that the motivation of

the experimental group was higher than that of the comparison group, and

that there was a significant difference between post-test listening

comprehension scores of the experimental and comparison groups. 

          In one of the few studies on the effects of computer-assisted

instruction on students’ motivation for writing and communication, 

Warschauer (1996) explored the relationship between motivation and

computer assisted instruction among university students. 167 ESL and EFL

students who had taken academic writing courses took part in his study. A

30-item questionnaire was administered. The results showed a significant and

positive relationship between students’ motivation and computer-assisted

instruction; some other variables such as gender, typing skill and access to

computer at home were also correlated positively with students’ motivation. 

In other words, students had positive attitudes towards using computer.   

     Erdogan, Bayram and Deniz (2008) investigated factors influencing

academic achievement and attitudes in web-based instruction. To this end, a



sample of 127 students who had enrolled in the e-MBA Master Degree was

selected. The demographic information questionnaire and a Web-Based

education attitude scale were used as data collection instruments. The results

of the study showed that web-based education had positive effects on the

improvement of academic achievement and motivation of learners. 

     In a different study, Ilter (2009) investigated the effect of technology on

EFL learners’ motivation in language classes. To this end, 350 students, 186

male and 164 female students, were chosen. To collect data, a 15-item

questionnaire on computer, films, videos, CDs, and e-learning was used to

examine the participants’ attitudes. The results showed significant

differences between female and male students’ ideas on using technology. 

Female students wanted to use technology in the classroom more than males. 

The participants believed in a strong correlation between language learning

motivational factors and using technology. 

     In another study, Nguyen, Hsieh, and Allen (2006) explored whether or

not a Web-based learning environment would improve the attitudes of

middle school students towards mathematics. To this end, various

instruments including printed worksheets, papers, pencils, the Internet, and

interviews were used. They concluded that students were more enthusiastic

about Web-based learning than conventional learning. 

     In another study with 90 college freshmen, Chang (2010) investigated the

effect of self-monitoring strategy on Web-based language learners’



performance and motivation. To this end, general English proficiency tests, a

course-based reading comprehension test, and a modified version of

motivation strategies for learning questionnaire (MSLQ) were used as data

collection instruments. The results showed significant correlations between

self-monitoring strategy use and better academic performance. The results

also showed the existence of positive motivational beliefs in Web-based

learning environments. The students who received the self-monitoring

strategy performed academically better than those who did not.  

     Granito and Chernobilsky (2012) investigated the effect of technology on

students’ motivation and knowledge retention. Two treatments were given

over the course of nine weeks; conventional and computer-based learning. 

The results of the study revealed that students retained knowledge, regardless

of the type of treatment (conventional or computer-based) they received. 

    Chien, Kao, Yeh and Yilin (2012) examined 322 elementary school

teachers’ attitudes and motivation toward Web-based professional

development. AWPD (Attitudes toward Web-based Professional

Development) and MWPD (Motivation Toward Web-based Professional

Development) questionnaires were administered to the teachers. Based on the

results, a positive correlation was found between the teachers’ attitudes and

their motivation toward web-based professional development. 

    Additionally, Genc and Aydin (2010) conducted a study with 126 EFL

learners in Turkey. They investigated the relationships between the level of



motivation and other variables such as age, gender, types of high school, 

parents, educational background, compulsory and voluntary learning of a

foreign language, and Web-based instruction. They reported that EFL

learners had a high level of motivation towards using Web-based instruction

and computer in the learning process. A positive correlation was also

reported between learners’ beliefs and the level of their motivation.  

     Anjum, Majeed, Mahmood, and Waheed, (2013) examined the effect of

computer-based instruction on learning capacity and motivational level of

students. To this end, two groups of students were selected: one technology-

based and the other whiteboard lecturing method. They found a positive and

significant correlation among learning, motivation and computer-based

instruction. In other words, CALL enhanced the participants’ learning

capacity and motivation. 

      In another study, Shirani Bidabadi (2012) examined the motivational

English language learning strategies 0f 48 Iranian female freshman EFL

learners through computer. The results of the study revealed that learners had

a high level of motivation towards computer use while learning English, and

that computers were good motivators for learning English. 

    In yet another study, Hodge, Richardson and York (2009) investigated

students’ motivation and perceptions of learning in relation to the use of a

Web-based homework tool in a college Algebra course. 1333 students who

enrolled in a college algebra course were selected. The results showed that



the students in the Web-based environment were more motivated than those

in the conventional method. Most of the participants announced that their

mathematical understanding increased. 

   Roblyer and Doering (2010) assert that technology can have effects on

students’ motivation, attitudes, and interest in learning. They recommend that

the factors which motivate leaners be determined to achieve effective

learning. Using technology, Internet, Web-based instruction, computer-based

authentic materials, CD, films, and distance education can be one of the

effective solutions to overcome students’ motivational problems in EFL

classrooms.  

  2.4. Self-efficacy

According to Pajares (1996), self-efficacy in online learning is considered as

a key psychological factor for learners’ success because it can change

learners’ perceptions of their learning situations. Hence, learners might

observe their learning situations either positively or negatively. 

2.4.1. Historical overview of self-efficacy

Different researchers have looked at learners’ self-efficacy from different

perspectives. Hence, for describing the relevant use of self-efficacy in



Internet-based environment research, it may be useful to adopt an appropriate

definition for self-efficacy. Self-efficacy, grounded in the theoretical

framework of Bandura’s Social Cognitive Theory (SCT), is defined as

“judgments of individual’s ability to organize and execute courses of action”

(Bandura, 1986, p. 391).  

    According to Wood and Bandura (1989), SCT consists of personal, 

behavioral, and environmental factors, and the relationships among them are

bidirectional. The SCT indicates that self-efficacy is the most important

predicator of human behavior. It influences aims and results that are also

foretellers of human behavior. In the SCT, people are considered to be self-

organizing, self-reflective, self-regulative, and to make judgments about their

own activity.  

     Also, Bandura (1997b) believes that self-efficacy influences personal

motivation and behaviors, and that they should be related to personality

features as well as to stress perception, life satisfaction, and achievements on

different areas of functioning. Pajares (2000) defines the concept of self-

efficacy as learners’ judgments of their academic competence. Similarly, 

Bernhardt (1997) claims that self-efficacy is learners’ beliefs about their

abilities to achieve a task. 

     Additionally, Brown (2008) claims that self-efficacy influences

individual’ decisions, aims, and their amount of effort in managing a task. 

According to Alivernini and Lucidi (2011), self-efficacy helps learners to



adjust and deal with the unfamiliar learning situation, even when they have

little experience (Swan, 2004).  

     According to Bandura (1997b), sources of self-efficacy in online

environments are influenced by prior experiences with online learning

systems, online learning technology tension, teacher feedback, pre-course

training, and the factors that enact mastery experience, social persuasion, and

affective situations (Bates & Khasawheh, 2007).    

Figure 2.3. Bandura’s social cognitive model (taken from Wood & Bandura, 1989)

      Bandura (1994, 1977) and Bandura, Caprara, Barbaranelli, Gerbino, and

Pastorelli (2003), suggested four experiential sources for development of

self-efficacy; Mastery experiences, vicarious experiences or Modeling, 

Physiological Factors and Social persuasion.

      The most effective way of creating strong self-efficacy is mastery

experiences because they are based on real life experience (Bandura, 1997a). 

They are related to individuals’ success or failure in doing a task. According

to Bandura (1997a), results of performance and past experiences of students

are the most important source of self-efficacy. Learners’ success enhances



self-efficacy, but failures may destroy it (Bandura, 1997a, 1994). According

to Bandura (1998), “Successes build a robust belief in one’s personal

efficacy. Failures undermine it, especially if failures occur before a sense of

efficacy is firmly established” (p.53). 

    The second way of creating self-efficacy is through vicarious experiences

or modeling. According to Bandura (1994, 1997a), vicarious experience is

modeling. It allows an individual to imagine oneself in someone else’s

situation without the possible negative results. The effect of modeling on

self-efficacy is strongly influenced by seeing the similarity of models. It

allows learners to compare themselves with others without any negative

results (Bandura, 1994).  Most people try to choose models for themselves

from among others. Hence, the success of the selected model increases a

person’s self-efficacy, particularly when there are a lot of similarities

between the individual and the chosen model.  

    Social persuasion constitutes the third source of self-efficacy. Learners

develop their self-efficacy through verbal messages and social persuasions

they receive from others: parents, classmates, and teachers (Bandura, 1994). 

When people in the social environment assure learners that the learners have

the ability to do a task, they will be encouraged to make an effort to do it.   

    Finally, physiological and emotional states pertain to people’s physical

and affective condition during task completion. Mood or attitudes are

necessary for developing high self-efficacy (Bandura, 1994). Positive



feelings give learners a good sense of achievement and high self-efficacy, 

while negative moods cause stress, tension, fatigue, and low levels of self-

efficacy. Bandura (1986) declares that “treatments that eliminate emotional

arousal to subjective threats heighten perceived self-efficacy with

corresponding improvements in performance” (p.401). 

    Recently, a vast amount of research related to self-efficacy has been

carried out in educational settings. However, different studies have

considered leaners’ self-efficacy from different views points. Therefore, prior

to describing the relevant applications of self-efficacy in CALL/Web-based

instruction, it may be useful to differentiate between different types of self-

efficacy. 

2.4.2. General self-efficacy

Generally, self-efficacy refers to feelings of an individual in doing particular

tasks (Bandura, 1997b). According to Bandura’s (1997b) SCT, general self-

efficacy should be related to personality or individual difference variables, 

positive and negative feeling, job representation, and satisfaction.  

    General self-efficacy, which is a stable sense of individual competence, 

refers to judgments of people about how they cope effectively with a broad

range of stressful or challenging environments (Luszczynska, Scholz, &

Schwarzer, & Jeru . 



     Also, Bandura (1997b) asserts that individuals with low self-efficacy have

low self-esteem and are hopeless about their achievements and personal

traits. Persons with high self-efficacy have high self-esteem, so they engage

in more challenging goals than those with low self-esteem. Therefore, self-

efficacy is related to positive and negative emotions. Generalized sense of

self-efficacy appears to be a universal construct producing meaningful

relations with other psychological constructs (Luszczynska et al., 2005). 

     Many studies have explored the connections of this sense with other

psychological constructs. In this regard, Gutierrez, Luszczynska, and

Schwarzer (2005) investigated general self-efficacy in various domains of

human functioning, highest positive associations (e.g. self-esteem; self-

regulation, and positivism) and highest negative associations (e.g. anxiety

and depression). To this end, 8796 participants from Costa Rica, Germany, 

Poland, Turkey, and the USA were examined. Results showed a significant

relationship between general self-efficacy and psychological constructs.  

     As to the relationship between general self-efficacy and social cognitive

variables, behavior self-efficacy, health behaviors, and well-being, 

Luszczynska et al. (2005) studied 1933 students in 3 countries (Germany, 

South Korea, and Poland). General Self-Efficacy Scale was used for data

collection. The results of data analysis showed meaningful relations with

other psychological constructs.  



2.4.3. Academic self-efficacy

Generally, academic self-efficacy relates to learners’ perception of academic

learning (Girasoli & Hannafin, 2008). By applying academic self-efficacy to

academic areas, researchers open new horizons in different aspects of

language learning and teaching. There are those like Altunsoy, Çimen, Ekici, 

Atik, and Gökmen (2010), who believe that academic self-efficacy is

learners’ beliefs about the ability to achieve tasks in their classwork. 

According to Schunk (1991), the concept of self-efficacy refers to persons’

beliefs that they can do a given academic task successfully at designated

levels. Midgley et al. (2000) give a similar definition. Lent, Brown, and

Larkin (1984) believe that learners with higher levels of self-efficacy get

higher marks. They also reported that academic self-efficacy is related to

standardized test scores and high school rankings. Odaci (2011) found that

“students’ belief in their academic self-efficacy and their ability to begin and

continue their studies is also highly important” (p.1110). 

    Pintrich and De Groot (1990) believe that academic sense of efficacy is

positively related to intrinsic value and cognitive and self-regulatory strategy

use and negatively related to anxiety. Also, it is related to different result

measures, grades, scores on exams and quality of texts and essays. 

    According to Hill and Hannafin (1997), in Web-based instruction/CALL, 

computer self-efficacy is one of the most important and noticeable factors in

determining the success of individuals’ performance. Computer self-efficacy



is described as the perceived confidence regarding one’s ability to use

   According to Marakas, Yi and Johnson (1998), computer self-efficacy is

defined as “individual’s perception of efficacy in performing specific

computer related tasks within the general computing domain” (p.127). In

other words, computer self-efficacy is regarded as one’s belief in his/her

ability to perform specific computer tasks. Studies have shown that computer

literacy and experiences have positive effects on computer self-efficacy. 

According to Hasan (2003), computer experiences have different levels of

effects on an individual’s computer self-efficacy. 

     Additionally, Tsai and Tsai (2003) believe that general Internet self-

efficacy relates to individuals’ perceptions about their abilities to use the

Internet, while Internet-based learning self-efficacy relates to individuals’

confidence and self-beliefs about their own abilities to manage an online

learning activity (Yukselturk & Bulut, 2007). There are those like Pen, Tsai, 

and Wu (2006), who believe that internet self-efficacy is of two kinds, 

general Internet self-efficacy and communicative Internet self-efficacy. 

General Internet self-efficacy is concerned with basic functions and goals, 

while communicative self-efficacy is concerned with communication and

interaction. 

    In a study, Wu and Tsai (2006) investigated the attitudes of 1313

Taiwanese university students' towards general Internet self-efficacy. The



results of the study revealed a positive relationship between students’

attitudes and Internet self-efficacy and communicative Internet self-efficacy. 

Similarly, Pen et al. (2006) carried out a study on 1417 Taiwanese university

students. They found that students who used the Internet showed higher

communicative Internet self-efficacy than other students. 

    Several studies have shown that individual variables such as gender can

influence learners’ perception of self-efficacy and academic performance. 

Although Momanyi, Ogoma and Misigo (2010) found no significant

difference between males and females in self-efficacy, a significant

difference was reported between genders in academic performance. Also, 

Peters (2013) found that males have a higher level of mathematic self-

efficacy than females, whereas in academic performance in mathematics, 

there was no difference. 

     In another study, Ferla, Valcke and Cai (2009) found that academic self-

concept influenced academic self-efficacy beliefs, and it was a better

mediator for affective motivational variables, whereas academic self-efficacy

was the better mediator for academic achievement. 

    Turgut (2013) examined undergraduate mathematics students’ academic

self-efficacy beliefs as a function of gender, grade level and academic

performance. To this end, a sample of 244 undergraduate students (195

female and 49 male), who enrolled in a mathematics course in Turkey, were

selected. Based on the results, there was no significant interaction between



gender and academic performance, gender and grade level, as well as grade

level and academic performance. There was no significant effect of these

factors on self-academic beliefs of the participants, either. 

    Additionally, Celik (2015) investigated the effects of computer courses on

computer self-efficacy, computer attitude and achievements of young

individuals’ in Siirt, Turkey. To this end, 60 unemployed young individuals

were selected. To collect data, demographic information, computer self-

efficacy scale, computer attitudes scale, and a computer achievement test

were used. Results showed that instruction affected computer self-efficacy, 

and that computer attitude and achievement levels of the participants

improved positively. 

     Levine and Donitz-Schmidt (1998) reported that as learners expressed

stronger computer confidence, they showed positive ideas toward computers

and expressed more knowledge about computers. In a similar study, Benson

and Osborn (2001) reported that participants with high confidence in

computer skills and less computer anxiety were more eager to work in an

online course.   

    Terry and Doolittle (2008) examined the effect of We-based tools on the

self-efficacy of students by engaging participants in a time management

strategy. 64 undergraduate and graduate students were involved in the Web-

based time management tool. The results of the study revealed that

involvement with online time management tools increases self-reported time



management behaviors. However, there was no significant correlation

between students’ self-efficacy and online learning environment. 

     In another study, Duan, Wu and Zhang (2001) examined learners’ self-

efficacy beliefs of distance learning, and its relation to learners’

characteristics. A motivation questionnaire, a self-efficacy questionnaire, and

a questionnaire on students’ personal demographics and educational

characteristics were administered as data collection instruments. Based on

the results, learners showed positive distance self-efficacy. Also, although

there was no significant difference between genders, male students had more

positive beliefs. 

    In line with the above study, Flowers (2011) investigated students’

academic self-efficacy in online courses (i.e. science, technology, 

engineering and mathematics) versus the conventional approach. The results

of the study showed that levels of self-efficacy in online and conventional

environments were similar.  

    As to the relationship between EFL learners’ self-efficacy and English

listening comprehension, Chen and Deborah (2007) conducted a research at

two universities in Taiwan. To this end, the students’ listening course grades

were used as their listening proficiency level. English listening self-efficacy

scale, Mathematics Anxiety Scale (MAS), and Student Attitude Scale were

administered to the students. The results of the study showed a significant

correlation between self-efficacy beliefs and listening achievement. 



     Additionally, Siew and Wong (2005) conducted a study with 74 graduate

English as Second Language (ESL) pre-service-teachers in Malaysia. They

investigated the relationship between language learning self-efficacy and

language learning strategies by two author-designed questionnaires. The

results showed a highly significant correlation between language learning

strategies and language self-efficacy.     

    Students have opportunities to learn via the Internet in Web-based

instruction; so, their self-efficacy may influence their views and learning

outcomes in Internet-based instruction. In a study by Joo, Bong, and Choi

(2000), the relationship of academic self-efficacy, and self-efficacy for self-

regulated learning, Internet self-efficacy, and learners’ performance in a

Web-based context was investigated. To this end, 152 junior high school

students in Seoul, Korea, were selected. Based on the results, a positive

correlation was found between computer self- efficacy and students’ success.  

    In a different study, Tsai and Tsai (2003) investigated students’

information searching strategies in Web-based science learning activities and

the role of Internet self-efficacy on these strategies. The results of the study

revealed that students with high Internet self-efficacy learn better than those

who have low self-efficacy in Web-based learning, and that they use better

information searching strategies. 

    Pan (2008) investigated the behavior and self-efficacy of 164 Hispanic

students in a pre-service technology course. The results of the study showed



a significant relationship between students’ self-efficacy and technology

integration. The self-efficacy of the participants was also found to be affected

by prior experience with the computer. 

    As to the relationship between self-efficacy and technology, Bag and Ucak

(2012) studied 705 elementary school pupils. They examined the levels of

the elementary school pupils’ self-efficacy towards science, technology

lessons and their sub-dimensions: confidence in science and technology

lesson, the ability to deal with difficulties in science and technology, and

confidence in performing science and technology tasks. A personal

information form, and a science and technology lesson self-efficacy scale

were administered to collect data. Based on the findings, the self-efficacy of

the elementary school pupils turned out to be high.  

   Tangestani, Sharifi, and Sharifi (2014) investigated the scores of students

in academic achievement, self-efficacy, self-regulation and creativity. To this

end, 146 female and 154 male undergraduate students were selected. Self-

efficacy, self-regulation and creativity questionnaires were used as data

collection instruments. The results of the study showed a significant

difference between the mean scores of students in academic achievement, 

girls were better than boys, but no significant difference among self-efficacy, 

self-regulation and creativity scores of females and males. 

     Also, Goulão (2014) conducted a study with 63 students (female and

male). She investigated the relationship between self-efficacy and academic



achievement of adult learners in an online context. The results showed a

significant and positive correlation between self-efficacy and academic

achievement of the adult learners. 

    Topkaya (2010) conducted a study with 288 pre-service English language

teachers in Turkey. He investigated pre-service English language teachers’

perceptions of computer self-efficacy in relation to different variables and

general self-efficacy. Based on the results, pre-service English teachers had a

moderate level of computer self-efficacy perceptions for the use of

computers.  In addition, there were positive correlations between the pre-

service English teachers’ computer self-efficacy and general-self-efficacy, 

and between computer experience and computer self-efficacy. Computer

experience, frequency of use and gender were the variables that had impact

on computer self-efficacy beliefs of the participants. Also, there was a

significant difference between the males’ and females’ perceptions (males

had higher self-efficacy beliefs than females). 

      Mohammadyari (2012) compared the relationship between general

perceived self-efficacy and test anxiety of 350 male and female students. The

results revealed a positive correlation between self-efficacy and academic

achievement, and a negative relationship between test anxiety and academic

achievement of males and females. He found that test anxiety has a

significant negative effect on females’ academic achievement, and self-

efficacy has a significant effect on the academic achievement of males. 



    Castagnaro (2012) examined sixth graders’ self-efficacy in applying

educational technology. The results of the study showed a positive and

significant correlation between self-efficacy and using technology in the

classroom. Also, Hill and Hannafin (1997) showed that self-efficacy

influences the process of using Web-based learning. 

    In line with the above studies, Hoffman and Spatariu (2008) reported that

in Internet–based instruction, students with higher self-efficacy perform

better than students with lower self-efficacy. Additionally, Bassi, Steca, 

Della Fave, and Caprara, (2007) conducted a study with 130 Italian students

with high and low self-efficacy. During one week, the participants dealt with

different academic tasks, and their personal skills were controlled. Based on

the findings of the study, learners with high self-efficacy were more

motivated than the low level ones. According to Zimmerman (2000), self-

belief has appeared as an effective predictor of learners’ motivation and

learning. 

    In sum, self-beliefs provide a sense of well-being, motivation and personal

accomplishment (Pajares, 2002). Based on all these studies on self-efficacy, 

it may be concluded that researchers, educators and teachers need to pay

more attention to the capability of learners because their beliefs are an

important part of their motivation. In Web-environments, learners are

responsible for their own learning and outcomes (Reeves & Reeves, 1997). 



This suggests that teachers had better try to make students autonomous

before training them. 

2.5. Learner autonomy

With the rapid development of technology and access to technology, the

demand for using CALL materials in learner-centered approaches has

increased, where learners take control of their own learning, in their own

2009).  

2.5.1. Historical overview of autonomy

Independent learning of a foreign language has attracted the attention of

many educators and teachers. Many definitions have been given for this

term. Some define it as the ability to learn, others consider it as one of the

characteristics of the learning process. In order to understand this concept

well, educators and linguists have tried to define this term in different ways. 

Benson (2001) defines it as the learner accepting his/her own learning

responsibilities. Similarly, Holec (1981) defines autonomy as “the ability to

take care of one’s own learning” (p.47).  



     Learner autonomy is different from autonomy. The term learner

autonomy was first coined in 1981 by Holec, the father of learner autonomy, 

who defined autonomy as the ability to take charge of one’s own learning

(Holec, 1981). Cotterall (2000) believes that learner autonomy must be the

aim of all learning. If learners do not accept responsibility for learning, they

will be unwilling to learn. Hence, there is a need for fostering learner

autonomy in order to provide an efficient learning environment (Sanprasert, 

2010). Also, Schwienhorst (2008) asserts that learner autonomy is based on

different philosophical, political, pedagogical, and psychological ideas. 

    Moreover, Schwienhorst (2003) believes that autonomy in CALL involves

learners in critical self-assessment and independence. Also, for promoting

learner autonomy, Schwienhorst (2003) sketches three approaches for CALL

researchers and developers: individual-cognitive approach, social-interactive

approach, and experimental participatory approach. In the first approach, 

reflective processes are gained through the act of writing (as opposed to

speaking). Social- interactions are aided through interactions with peers or

native speakers. In the last one, learners are made to be their own agents, and

make their own choices. 

    Dickinson (1993) believes that autonomous learners have five features:

First, they are able to integrate what has been taught and what the teachers’

intentions are. Second, they are able to manage their own learning purposes, 

whether in working with the teacher or in competition with him/her. Third, 



they are able to select and use suitable learning strategies. Fourth, they can

control their use of the learning strategies and replace the effective strategies

for the ineffective ones.  Finally, they can make judgment about their own

achievements.  

2.5.2. Models and levels of autonomy

Littlewood (1997) explains a 3-stage model of autonomy; ‘language

acquisition’, ‘learning approach’, and ‘personal development’ (p.81). In

language acquisition, autonomy is an ability to function independently with

the language, and to communicate personal meanings in real life situations. 

In learning approach, autonomy involves learners’ ability to take

responsibility for their own learning and to use relevant strategies. In

personal development, autonomy is self-determination, the desire not to be

controlled by others.  

    In Benson’s (1997) point of view, autonomy consists of technical, 

psychological and political versions. Oxford (2003) extended Benson’s

model to identify ‘a technical perspective’, ‘a psychological perspective’, ‘a

sociocultural perspective’, and ‘a political-critical perspective’ (p.76-80). 

The technical stage focuses on the physical environment, without the

interaction of a teacher. The psychological perspective emphasizes features

of learners; it allows learners to take more responsibility for their own



learning. The sociocultural aspect focuses on interaction with others

(mediated learning). Finally, the political-critical perspective focuses on the

content of learning. In other words, it allows learners to control the process

and content of learning.   

    Additionally, Nunan (1997) discusses five models of learner development

activities in language (p.195). They include ‘awareness’, ‘involvement’, 

‘intervention’, ‘creation’ and ‘transcendence’. These levels are concerned

with contents and processes. At the awareness level, learners would be made

aware of the pedagogical goals and content of the materials. The second

stage focuses on decision making. Learners make choices from among a

range of options. Next, intervention allows the learner to recognize and adopt

the goals and content of the learning programs. Learners are encouraged to

move from intervention in the learning process and then make their own

goals and objectives. In transcendence level, learners make a link between

the content of classroom learning and the world beyond. In other words, they

take responsibility for their own learning. 

     Also, Macaro (1997) offers a three-stage model; ‘autonomy of language

competence’, ‘autonomy of language learning competence’, and ‘autonomy

of choice and action’ (p.170-172). Moreover, there are those like Benson and

Voller (1997), who believe that autonomy has been used in at least five ways

(p.2). 

1. for situations in which learners study completely on their own. 



2. for a group of skills that can be learned and used in self-directed learning. 

3. for an innate ability which is suppressed by institutional education. 

4. for the exercise of learners’ responsibility of their own learning. 

5. for the right of learners to determine direction of their own learning. 

    The notion of autonomy can be related to some philosophical bases:

positivism, constructivism, and critical theory. According to Thanasolus

is

related to autonomy, is “the widespread notion that knowledge is attained by

dint of the hypothesis-testing model and that it is more effectively acquired

when it is discovered rather than taught” (p. 119). Benson (1997) explains

that positivism emphasizes learning management. The next one is

constructivism, which focuses on cognitive processes, because it considers

individual brain mechanism, mental structure and enthusiasm to learn. 

Finally, Thanasolus (2000) believes that critical theory is about power and

ideology. Learners become aware of social content and identify their boards

while they slowly become independent. It emphasizes learning content

(Benson, 1997). 

    Nowadays, fostering autonomy has turned into an important goal in

educational systems. In this regard, Dam and Legenhausen (1996) conducted

a project on learner autonomy of seventh grade Danish learners. They

examined the language development process of a Danish comprehensive



school class in an autonomous learning context. The results showed that in

terms of c-test scores, the students in the autonomous class were better than

those in a conventional class.  

    WU (2009) investigated the teaching effectiveness of the network-based

multimedia autonomous teaching and learning model with a conventional

one. To this end, two groups of freshmen (experimental and comparison)

with the same level of English proficiency were selected. The network-based

multimedia autonomous teaching and learning was used in the experimental

group, whereas conventional learning and teaching was implemented in the

comparison group. The results showed that the experimental group

performed better than the comparison group. In other words, they found the

effectiveness of network-based multimedia teaching model in the

development of students’ autonomy in English learning. 

    As to the role of computer-assisted language learning in increasing learner

autonomy, Orina and Nyongesa (2012) conducted a study in Kisi high

school, Kenya. To collect data, an 11-item questionnaire for English teachers

and a 13-item questionnaire for students were used to examine teachers’ and

learners’ attitudes towards using CALL. The results of the study showed that

computer-based language materials have the potential of encouraging learner

autonomy.  

    In a study by Hayta and Yaprak (2013), the relationship between learner

autonomy and computer technology as a facilitator of autonomous language



learning was examined. The questionnaire results showed a positive

correlation between technology and autonomous learning activities. In other

words, learners improved their language learning process using computer

technology.  

     Mutlu and Eroz-Tuga (2013) investigated the role of computer-assisted

language learning in promoting learner autonomy. To this end, a sample of

48 intermediate level students at a private university in Ankara, Turkey, were

selected. They were divided into two groups; the strategy training group

(STG) and the non-strategy training group (NSTG). The STG received a

five-week strategy training through CALL, while in the NSTG, regular

curriculum was implemented. Questionnaires, semi-structured face to face

interviews, classroom observations, and e-learning diaries were used for data

collection. Based on the findings of the study, it was concluded that the

participants of the STG had higher motivation; they were more willing to

take responsibility for their own learning, and they were more engaged than

NSTG. 

    In a study by Rahman (2013), the relationship between CALL and learner

autonomy was examined. Results showed that learner autonomy has a

positive effect on learners’ language learning when CALL was integrated

into the learning process. 

    Nunan (1995) carried out a study for over twelve weeks to examine the

effect of autonomous learning environments on learners’ learning. In this



study, learners took part in cooperative learning, whole class work, group

work, learning beyond the classroom and individualized learning. The results

of the study indicated that the students became more communicative than

before. They preferred the process-oriented approach and took care of their

own learning. In other words, the study showed that autonomous learning

environments have a positive effect on students’ learning.    

   Wach (2012) investigated the relevance of computer-mediated

communication as an autonomy enhancement instrument for advanced

learners of English. The results of the study revealed that learners were more

willing in using computer and online instruction as an autonomy

enhancement instrument. 

    In line with the above study, Celik, Arkin and Sabriler (2012) investigated

the use of information and communication technology (ICT) for self-

regulated learning in EFL learners. 399 EFL learners from Eastern

Mediterranean universities were selected. The study showed that there was

no significant difference between males and females in use of ICT for self-

regulated learning and between elementary and intermediate levels of

learners.

    In another study, Kaur and Sidhu (2010) investigated the perspectives of

Malaysian adult learners toward distance learning. Based on the findings, 

there were a positive relationship between online interactions and learner



autonomy. In other words, online interactions helped them to develop

autonomy.  

    Peng (2001) investigated the effects of learner control on computer

assisted language learning in hypertext environment versus a linear text

environment. Two versions of English learning tutorial programs, a pretest, a

post test, and an attitude questionnaire were used to collect data. The results

revealed a significant relationship between hypertext method and learner

autonomy. Motivation and attitudes of the participants in the hypertext

approach were better than those in the conventional methods.  

     Additionally, Bedoya (2014) examined learner autonomy in a virtual EFL

course in Colombia. The results revealed a positive correlation between

course design, teacher’s role and autonomy of the participants. 

    Liu (2014) examined the attitudes of students towards computer assisted

autonomous learning of English. The results revealed that computer was

more effective than any other tool. The participants believed that computer

enhanced their learning and independence in language learning.  

   To sum up, most of the above studies have shown that “autonomous

learners become more highly motivated and work more effectively”

(Dickinson, 1995, p.6). Furthermore, Kahn and Vega (1997) hold that Web-

based instruction is an important tool for receiving, delivering and designing

lessons. Although many studies have been done on CALL/Web-based



instruction, few of them have dealt with the effect of CALL/Web-based

instruction, especially on improving Iranian EFL learners’ personal traits. In

an attempt to partially fill the existing gap, the present study aims to

investigate the effects of CALL/ Web-based instruction on improving Iranian

EFL learners’ personal traits. 



                                            Chapter Three:  Method

  3.1. Introduction

This chapter explains the method including the participants, the instruments

and the procedure that was followed to collect data. 

3.2. Participants

In the present study, a sample of 110 (both male and female) Iranian EFL

learners with an age range of 16 to 25 studying English at different language

institutes was selected. 10 of the students did not answer the Michigan test, 

leaving a total number of 100 participants. Three other participants were

excluded from the study because of extremely high or low levels of

proficiency measured with the Michigan Test of English Language

Proficiency. Hence, the final number of the participants was 97.  

3.3. Instruments

To answer the research questions, the following instruments were used. 

1. A Michigan test of English language proficiency ( MTELP)

2. An Autonomy questionnaire

3. A Motivation questionnaire



4. General self-efficacy scale

5. Academic self-efficacy scale

3.3.1. Michigan test of English language proficiency (MTELP)

To homogenize the participants and to make sure that they were all at the

same level of proficiency in English, the MTELP was used. The MTELP

used in the present study was a 100-item multiple choice test consisting of

three sections, measuring learners’ grammar, vocabulary, and reading

comprehension. The test included 40 items on grammar, 40 items on

vocabulary, and 20 items on reading comprehension. To check the reliability

of the test, the KR-21 formula was used, and the reliability index turned out

to be .78 (A copy of the test is given in Appendix A). 

3.3.2. Autonomy questionnaire

An autonomy questionnaire with 21 items on a five-point Likert scale and

coded as (A. Never, B. Rarely, C. Sometimes, D. Often, E. Always) was

given to the participants to check their beliefs about autonomy. To estimate

the reliability of the questionnaire in the context of this study, Cronbach’s

alpha was checked, which turned out to be .86 (A copy of the questionnaire

is given in Appendix B). 



3.3.3. Motivation questionnaire

A modified version of Gardner's Attitude/Motivation Test Battery (AMTB)

on a 5-point Likert scale from 'strongly disagree' to 'strongly agree’ including

25-items was given to the participants. To estimate the reliability of the

questionnaire in the context of this study, Cronbach’s alpha was checked, 

which turned out to be .89 (A copy of the questionnaire is given in Appendix

C). 

3.3.4. General self-efficacy

A General self-efficacy scale was used to measure the participants’ self-

efficacy. This scale, which was the modified version of Sherer’s general self-

efficacy, consisted of 12-items (Bosscher & Smit, 1998). The choices

included 1 disagree strongly, 2, disagree moderately, 3, neither agree, nor

disagree, 4, agree moderately, and 5, agree strongly. The total sum of the

item scores reflected general self-efficacy. The higher scores indicated higher

levels of self-efficacy. To estimate the reliability of the questionnaire in the

context of this study, Cronbach’s alpha was checked, which turned out to be

.79 (A copy of the scale is given in Appendix D).  



3.3.5. Academic self-efficacy

The participants’ academic self-efficacy was measured using Chemers, Hu, 

and Garcia’s (2001) questionnaire. It includes 8-items. The participants were

asked to report on a scale from Disagree Strongly to Agree Strongly. 

Chemers et al. (2001) found a positive relationship between the scores of

individuals on academic self-efficacy and academic performance. To

estimate the reliability of the questionnaire in the context of this study, 

Cronbach’s alpha was checked, which turned out to be .81 (A copy of the

scale is given in Appendix E).  

3.3.6. Teaching materials

To collect data, the researcher used Iran Language Institute Intermediate (1, 

2, & 3) student books. They included 8 units from page 1 to 122. 

  

3.4. Procedure

The following procedure was followed in order to achieve the purpose of the

present study. 

     First, to homogenize the participants, a general proficiency test (MTELP)

was administered at the beginning of the study to make sure that there was no



significant difference among the participants in terms of their proficiency

level. They were given 60 minutes to complete this proficiency test. In order

to select a homogeneous group of participants, their scores on the MTELP

were checked; those participants whose score was less than one standard

deviation away from (above or below) the mean were selected as the

participants of the study, and the rest were excluded from all subsequent

analyses. 

    In the second stage, the participants were informed of the purpose of the

study to remove any possible source of anxiety, and they were asked to

complete the questionnaires. The participants were in two groups:

experimental and comparison. The treatments were given over a period of 10

weeks, 2 days a week. The syllabus in both groups was the same, except that

in the conventional methods, there was no multimedia tool (i.e. computer). 

All computers in the experimental classrooms were connected to the Internet. 

The participants’ experience of computer and the Internet, ranged from 2-5

years. 

     In the third stage, the autonomy, motivation, and self- efficacy, 

questionnaires were given to all the participants. The participants had 30

minutes to complete these questionnaires. Then, the participants were given

their treatments, during which half of the participants were instructed

through web-based/CALL-based activities, and the other half received

conventional classroom instruction.  



    Each session proceeded in the following way. In the CALL-based

instruction class, a variety of specialized EFL texts were sent to students

through web sites and e-mails each session. All the participants were

required to read and find answers for different types of questions. For

example, the instructor posted an essay about global warming to each student

(A sample of pre-activities is given in Appendix F). They were asked do

some activities, for example, answering different types of questions, finding

names of clean cities and looking for some vocabulary items about pollution, 

checking grammatical points, writing a short story about pollution in Iran. 

They then shared and posted it to other classmates through e-mails, 

chartrooms or any other electronic devices, and after receiving comments

from others, they emailed it to the teacher. The students were encouraged to

use online references and dictionaries. Other activities included downloading

pictures, games, chatting, etc. They could do their homework online with the

help of other classmates or people. Having done these activities, they

attended their class, one of the students read a text in his/her book and

discussed it with his/her classmates. The instructor commented on their

discussion, and then they surfed the Internet to find ways of decreasing

global warming and pollution. Finally, they read their findings for their

instructor and classmates.  

    The participants who were randomly assigned to the comparison group

were taught through conventional methods of teaching (blackboard, book, 

workbook, pencil, chalk and paper) without the use of any multimedia. They



were expected to read the text of their books and to write answers to

exercises in their workbooks in the classroom. At the end of each session, 

they had to read their exercises for their classmates and instructor. The

instructor wrote some sentences on the board, and the learners needed to

respond to them for the following session. At the end of the experimental

period, all the participants were asked to respond to the same questionnaires

again. The obtained data were then submitted to statistical analyses. 

3.5. Data analysis

To analyze the obtained data and to answer the research questions, four

separate ANCOVA procedures were used to see the effect of CALL/Web-

based instruction on improving Iranian EFL learners’ personal traits. 





Chapter Four: Results and Discussion

4.1. Restatement of the problem

This study investigated the effect of CALL/Web-based instruction on

improving EFL learners’ personal traits. In this chapter, the results of data

analysis are presented in tables. 

4.2. Results

4.2.1. Investigation of the first research question

The first research question sought to investigate the effects of CALL/Web-

based instruction on Iranian EFL learners’ motivation. To this end, the

ANCOVA procedure was used. Table 4.1 shows the results of the descriptive

statistics.                                               
                                                  Table 4.1   Descriptive statistics for motivation

It can be seen that the experimental group, which received CALL/Web-

based learning, has a higher mean score (x =93.74) than the comparison

group, which received conventional methods (x=71.34). To see whether or

Group Mean Std. 

Deviation

N

Experimental 93.74 11.43 59

Comparison 71.34 7.21 38

Total 84.96 14.82 97



not the observed difference between the groups was statistically significant, 

the test statistics were also checked. The results of the ANCOVA are given

in Table 4.2. 

    As Table 4.2 shows, there is a significant difference between the effects of

CALL/Web-based instruction and conventional methods on Iranian EFL

learners’ motivation. Since there was no significant difference in their pretest

scores, it may be safely concluded that the observed difference between the

two groups in terms of their motivation is statistically significant and

meaningful. Moreover, the index of the strength of association indicates that

45% of the observed difference between the groups is attributable to the

independent variable. This means that the remaining 55% of the variance is

left unaccounted for. Also, the index of cook’s distance was checked and

there was no problem with it.        

              Table 4. 2.   Test statistics for the ANCOVA on motivation  

Source Type II
Sum of
Squares

D
f  

Mean  
Square

F Si
g. 

Partial
Eta

Squared

Non cent. 
Parameter

Observe
d Power

b

Corrected model 11746.26a 2 5873.13 58.95 .00 .556 117.90 1.00

Intercept 27050.51 1 27050.51 271.5 .00 .74 271.52 1.00
Motivation pre 145.10 1 145.10 1.45 .23 .01 1.45 .22
Group 7893.82 1 7893.82 79.23 .00 .45 79.23 1.00
Error 9364.63 94 99.62

Total 721426.00 97

Corrected Total 21110.90 96

a. R Squared = .556 (Adjusted R Squared = .547)
b. Computed using alpha = .05



4.2.2 Investigation of the second research question

The second ANCOVA procedure was run to see the effects of CALL/Web-

based instruction on Iranian EFL learners’ general self-efficacy. Table 4.2

summarizes the results of the descriptive statistics.                                            

Table 4.3   Descriptive Statistics for general self-efficacy

Group Mean Std. 

Deviation

N

experimental 38.44 4.75 59

comparison 32.47 4.66   38

Total 36.10 5.53 97

    

Based on Table 4.3, it can be seen that the experimental group, which

received CALL/Web-based learning, has a higher mean score (x=38.44) than

the comparison group, which received instruction through the conventional

methods (x=32.47). In order to see whether or not the observed difference

between the groups was statistically significant, the test statistics were also

checked. The results of the ANCOVA are given in 4.4. 

    As Table 4.4 shows, there is a significant difference between the effects of

CALL/Web-based instruction and conventional methods on Iranian EFL

learners’ general self-efficacy. Meanwhile, it can also be seen from Table 4.4

that there was a significant difference between the groups on the pre-test. 

          



        Table 4.4    Test statistics for the ANCOVA on general self-efficacy  

       So, care must be exercised in interpreting the results. That is why the

index of the strength of association was checked, based on which 43% of the

variance between the two groups was attributable to the effect of the

independent variable. This means that the remaining 57% of the variance is

left unaccounted for. In addition, the cook’s distance was checked and there

was nothing wrong with it.  

4.2.3. Investigation of the third research question  

The third research question of the study aimed to find out the effects of

CALL/Web-based instruction on Iranian EFL learners’ academic self-

Source Type II

Sum of

Squares

D f Mean

Square

F Si

g. 

Partial

Eta

Squared

Non cent. 

Parameter

Observed

Power b

Corrected Model 1577.27a 2 788.63 54.36 .00 .53 108.72 1.00

Intercept 996.41 1 996.41 68.68 .00 .42 68.68 1.00

general pre 754.32 1 754.32 51.99 .00 .35 51.99 1.00

Group 1034.06 1 1034.06 71.27 .00 .43 71.27 1.00

Error 1363.69 94 14.50

Total 129374.00 97

Corrected Total 2940.96 96

a. R Squared = .536 (Adjusted R Squared = .526)

b. Computed using alpha = .05



efficacy. To this end, another ANCOVA procedure was run. Table 4.5

presents the results of the descriptive statistics.  

Table 4.5  Descriptive Statistics for academic self-efficacy

   

It can be seen in Table 4.5 that the experimental group, which received

CALL/Web-based instruction, has a higher mean score (x= 29.49) than the

comparison group, which received conventional instruction (x =26.39). In

order to see whether the observed difference between the groups was

statistically significant or not, the test statistics were also checked. The

results of the ANCOVA are given in Table 4.6. 

    As Table 4.6 shows, there is a significant difference between the effects of

CALL/Web-based instruction and conventional methods on Iranian EFL

learners’ academic self-efficacy. However, it can also be seen from the Table

that there was a significant difference between the groups on the pretest. 

Hence, care must be exercised in interpreting the results. That is why the

index of the strength of association was checked, based on which 11% of the

variance between the two groups was attributable to the effect of the

Group Mean Std. 

Deviation

N

Experimental 29.49 4.72 59

Comparison 26.39 3.98 38

Total 28.27 4.68 97



independent variable. This means that the remaining 89% of the variance is

left unaccounted for.   

     Table 4.6  Test statistics for the ANCOVA on academic self-efficacy

  Type II

Sum of

Squares

d f Mean

Square

F Sig. Partial Eta

Squared

Non cent. 

Parameter

Observed

Power b

Corrected Model 337.43a 2 168.71 8.98 .00 .16 17.96 .97

Intercept 2591.18 1 2591.18 137.91 .00 .59 137.91 1.00

Academic pre 115.77 1 115.77 6.16 .01 .06 6.16 .69

Group 228.46 1 228.46 12.16 .00 .11 12.16 .93

Error 1766.04 94 18.78

Total 79671.00 97

Corrected Total 2103.485 96

a. R Squared = .160 (Adjusted R Squared = .143)

b. Computed using alpha = .05

4.2.4. Investigation of the fourth research question  

The fourth question attempted to investigate the effects of CALL/Web-based

instruction on Iranian EFL learners’ autonomy. To answer this question, an

ANCOVA procedure was used. Table 4.7 shows the results of the descriptive

statistics for autonomy.  

                                                   Table 4.7    Descriptive Statistics for autonomy

Group Mean Std. Deviation N

Experimental 71.45 9.53 59

Comparison 44.63 6.91 38

Total 60.94 15.70 97



As Table 4.7 shows, the mean score of the experimental group, which

received CALL/Web-based instruction, is higher than that of the comparison

group, which received conventional methods. Test statistics were checked to

see whether or not the observed difference between the groups was

statistically significant. The results are given in Table 4.8. 

        

          Table 4.8   Test statistics for the ANCOVA on autonomy  

Source Type II

Sum of

Squares

D f Mean

Square

F Sig. Partial

Eta

Squared

Non cent. 

Parameter

Observ

edPow

er b

Corrected Model 20567.60a 2 10283.80 311.31 .00 .86 622.63 1.00

Intercept 846.47 1 846.47 25.62 .00 .21 25.62 .99

Autonomy pre 3934.34 1 3934.34 119.10 .00 .55 119.10 1.00

Group 7369.25 1 7369.25 223.08 .00 .70 223.08 1.00

Error 3105.14 94 33.03

Total 384000.00 97

Corrected Total 23672.74 96

a. R Squared = .869 (Adjusted R Squared = .866)

b. Computed using alpha = .05

      

      As Table 4.8 shows, there is a significant difference between the effects

of CALL/Web-based instruction and conventional methods on Iranian EFL

learners’ autonomy. It can also be seen from Table 4.8 that there was a

significant difference between the groups on the pre-test. Therefore, care

must be exercised in interpreting the results. Meanwhile, the index of the



strength of association indicates that about 70% of the observed difference

between the groups is attributable to the independent variable. This means

that the remaining 30% of the variance has yet to be explained.  

4.3. Discussion

The present study attempted to investigate the effect of CALL/Web-based

instruction on improving EFL learners’ personal traits. The findings of some

previous studies are partially similar to the results of the present study, in that

they also emphasize the positive effects of CALL/Web-based instruction on

motivation, self-efficacy, and autonomy on language learning (Bang & Ucak, 

Warschauer, 1996). 

    One of the findings of the present study was that there was a significant

difference between the effects of CALL/Web-based instruction and

conventional methods on Iranian EFL learners’ motivation. This finding

supports that of Warschauer (1996), who reported that CALL has a positive

relationship with students’ motivation. The results of the present study are

also in line with those of Erdogan et al. (2008) that web-based education has

positive effects on the improvement of motivation and academic

achievement for learning. In addition, the findings of the present study



corroborate those of Wang and Reeve (2006). They showed that Web-based

learning activities improved students’ motivation.  

         In addition, the findings of the present study corroborate those of

Ghalami and Ahangari (2012), who reported that motivation of EFL students

increased in Web-based instruction. Moreover, the findings of the present

study lend partial support to Genc and Aydin’s (2010) findings, based on

which there was a significant relationship between motivation of EFL

learners and Web-based instruction.

   Parts of the findings of the present study addressing the significant

relationship between the impacts of Web-based environment and

conventional methods on students’ motivation lend support to Hodge et al.’s

(2009) findings; the students in the Web-based environment were more

motivated than those in the conventional methods. The findings also

corroborate the findings of Osunan and Meskill (1998), who reported the

positive attitude of students toward using the Internet for language learning. 

The results further support those of Shirani Bidabadi (2012), who suggests

that computer improved the motivation of Iranian EFL learners. Meanwhile, 

the results of this study partially approve those of Son (2007). Son

investigated the relationship between attitudes of participants, language

learning and Web-based instruction. It was concluded that computer-based

classrooms would have positive effects on EFL students’ attitude.  



     The results of the present study showed a significant difference between

the effects of CALL/Web-based instruction and conventional methods on

improving EFL motivation. This contradicts the findings of Jang et al. 

(2005), who found that there was no significant difference in the level of

motivation of students in Web-based and conventional instruction. Also, the

findings of the present study are different from those reported by Granito and

Chernobilsky (2012), who found that students retained knowledge no matter

which method was chosen. It was concluded that learners were eager to learn

and no matter which method is selected.  

     Furthermore, the findings of the present study are in contrast with those of

Izzo (1996), who found conventional instruction to be more efficient than

instruction using technology. Moreover, the results of this study are different

from those reported by Huang (1998), who found that students who used face

to face discussion in conventional classrooms performed better than students

who used CALL. 

     Another finding of the present study was that there was a significant

difference between the effects of CALL/Web-based instruction and

conventional methods on Iranian EFL learners’ general and academic self-

efficacy. The finding of the present study partially approves that of Hoffman

and Spatariu (2008), who investigated the relationship between Internet-

based instruction and students’ self-efficacy. It was concluded that in



Internet-based instruction, students with higher self-efficacy perform better

than students with low self-efficacy. 

     Based on the results, it can be concluded that Iranian students will have

higher self-efficacy and academic achievement in online context. These

findings also confirm those of Goulão (2014), who found a significant

relationship between self-efficacy and academic achievement of learners in

online context. The findings suggest that students’ self-efficacy may have a

great effect on their learning outcomes in Internet–based situations. The

findings of the present study lend full support to Pan (2008). He claims that

there is a significant correlation between students’ self-efficacy and

technology. The findings also confirm those of Pen et al. (2006), who found

that students who received the Internet showed higher Internet self-efficacy

than other students. 

     Furthermore, there are several studies claiming that computer use may

affect students’ self-efficacy and attitudes toward computer. In one such

study, Celik (2015) investigated the effects of a computer course on

computer self-efficacy, computer attitude, and achievement of young

individuals. He concluded that the computer course affected computer self-

efficacy, attitude and achievement level of the participants. On the other

hand, the findings of the present study are different from those of Tsao

(2015), who found that web-based instruction has no differential effects for

students of different ability levels. The finding also contradicts those of



Flowers (2011), who found no significant correlations between self-efficacy

and online instruction. 

     Another finding of the present study was that there was a significant

difference between the effects of CALL/Web-based instruction and

conventional methods on learners’ autonomy. This finding corroborates

those of Dam and Legenhausen (1996), who reported that students in a

CALL-based classroom were more autonomous than those in a conventional

one. In addition, this finding is compatible with the finding of Orina and

Nyongesa (2012), who found that computer-based language materials have

the potential to improve learner autonomy. They concluded that computer-

based instruction increases student independence. 

  

         Furthermore, the findings of the present study partially approve those

of Hayta and Yaprak (2013), and Rahman (2013). Hayta and Yaprak

reported a significant relationship between learner autonomy and computer

technology. Also, Rahman (2013) concluded that learner autonomy has a

positive effect on learner’ language learning in CALL environments. This is

in partial accordance with the findings of the present study since

CALL/Web-based instruction has a significant role in fostering autonomy.  

In line with the findings of this study, Mutlu and Eroz-Tuga (2013) reported

a significant relationship between computer-assisted language learning and



autonomy. It was concluded that in CALL/Web-based classrooms, students

were more eager to take responsibility for their learning. 

    In addition, this finding of the present study is compatible with that of

Wach (2012), who reported that computer and online instruction increase

student autonomy. The findings also corroborate the findings of Wu (2009), 

who confirmed the effectiveness of network-based multimedia teaching

model in the development of students’ autonomy.  

    Meanwhile, the results of this study partially corroborate Liu’s (2014)

claim that Web-based instruction and CALL have positive effects on

learners’ autonomy. Based on the results, it can be concluded that Iranian

EFL students will have higher autonomy if they are given CALL/Web-based

instruction. This lends support to Kaur and Sidhu (2010), who showed that

online interactions help learners to develop autonomy.  

    Furthermore, the findings of the present study partially approve those of

Bedoya (2014). Bedoya examined learner autonomy in a virtual EFL course. 

Results showed a significant correlation between computer use and

autonomy.  

     The findings of this study are not altogether unexpected. There may even

be intuitive support for the findings. For example, the reason why

CALL/Web-based instruction turned out to be more effective in this study

could be explained partially by the fact that this type of learning is attractive, 



and, as a result, motivating to learners. It also allows for interactive

situations, which are believed to improve learning. 

     A number of factors might have contributed to the results obtained in this

study. One of the reasons may have been the number of students. This study

was conducted with a small sample of participants (110), while in studies

like Tangestani et al. (2014), the number of the participant was 300, in Wu

and Tsai (2006), the number of the participant was 1313, and in

Mohammadyari (2012), the participants included 350 learners. According to

Caban (2004), the more significant change in self-efficacy is evident with a

larger sample of participants. 

    The other significant factor seems to be learners’ level of proficiency. The

participants of this study were all at intermediate proficiency level, but the

participants of Bag and Ucak’s (2012) study were elementary school pupils. 

The other possible reason resulting in different findings may be gender

differences leading to different abilities of the participants. In the present

study, gender was not considered as a variable, but previous studies like Ilter

(2009) and Shirani Bidabadi (2012) have emphasized gender differences

among the participants in using technology.  

    Another factor which was not controlled in the present study, but could

have caused the different findings may be multiple intelligences (MI). 

Mahasneh (2013) found a significant relationship between multiple

intelligence and self-efficacy. According to Shore (2001), MI-based



classrooms would have a positive effect on increasing higher self-efficacy in

ESL courses. This supports Hoffman and Spatariu’s (1997) claim that in

Internet-based instruction, students with high self-efficacy perform better

than students with low self-efficacy.  

     The other possible reason resulting in different findings may be

personality traits. In the present study, the personality of the learners was not

considered, (e.g. self-efficacy is related to positive and negative emotions of

individual); persons with high self-efficacy have high self-esteem, so they

engage in more challenging goals than those with low self-esteem. 

    





Chapter five: Conclusion and Implications

5.1. Introduction

In this final chapter, the findings of the study are summarized. After a brief

summary, some pedagogical implications and suggestions for further studies

are provided. 

5.2. Summary of the Finding

The present study attempted to investigate the effect of CALL/Web-based

instruction on improving EFL learners’ personal traits. The first question

examined the effect of CALL/Web-based instruction on Iranian EFL

learners’ motivation. The results of the ANCOVA procedure indicated a

significant difference between CALL/Web-based instruction and

conventional methods. In other words, the experimental group participants

were more motivated than the conventional instruction group.  

    The second research question focused on the investigation of the effect of

CALL/Web-based instruction on academic self-efficacy. The results revealed

significant effects of CALL/Web-based instruction, but with a moderate

effect size. Hence, it is concluded that CALL/Web-based instruction has a

significant effect on Iranian EFL learners’ academic self-efficacy.  



    The third research question examined the effect of CALL/Web-based

instruction on general self-efficacy. The results of ANCOVA showed a

significant effect. In other words, CALL/Web-based instruction had a

significant effect on Iranian EFL learners’ general self-efficacy.  

    Finally, the fourth question was concerned with the effect of CALL/Web-

based instruction on Iranian EFL learners’ autonomy. Based on the findings, 

there was a significant difference between the effects of CALL/Web-based

instruction and conventional methods on Iranian EFL learners’ autonomy. 

Based on the above results, CALL/Web-based instruction has positive effects

on EFL learners’ personal traits. 

  

5.3. Conclusion

Based on the findings of this study, it may be concluded that CALL/Web-

based instruction can be considered as a way of improving learners’

motivation. The Web can be an essential source of providing authentic

materials. Authentic input, in turn, increases learners’ motivation so as to

give learners a sense of learning in real life situations (Guarentio & Morely, 

2001). According to Oxford (2006), authentic texts increase learners’

motivation to participate in classroom activities. In other words, online

learning may directly improve individual motivation. Many psychologists

and researchers believe that motivation positively influences behavior and



learning. There are those like Gardner (1985), and Scarcella and Oxford

(1992), who believe that motivation is one of the important elements in

learning a second language. By integrating technology into educational

curriculum, one of the most important problems of education, lack of

motivation, can be solved.  

     Moreover, designing CALL/Web-based instruction can increase learners’

motivation for classroom activities in various task-based activities. With

access to the Internet, learners may be encouraged to communicate with

native speakers, and their motivation can be improved. It may, therefore, be

concluded that designing computer-based course books and incorporating

computer, the internet, and multimedia into language teaching classrooms

can improve learners’ motivation and hence boost their academic

achievement. 

     Also, successful and effective implementation of computer technology in

language classrooms requires that instructors and students have computer

literacy. Teachers need to be provided with in-service training to become

familiar with the applications of technology in education in general and

language teaching, in particular.  

     Furthermore, since Rieber (1994) believes that remembering information

through visual processing is easier than verbal processing, it may be

concluded that CALL-based classrooms can directly facilitate learning;

computer can be an effective complement to verbal sources. That is, 



CALL/Web-based instruction may help learners in interpreting and storing

information through visual and verbal codes. 

      The findings of the present study also showed that CALL/Web-based

instruction has the power of promoting positive beliefs among learners. Since

it has already been shown that self-efficacy has a direct and positive effect on

, 

Lynch, & Espenshade, 2005), it may be concluded that if language teachers

wish to improve their learners’ achievement, one way of doing so would be

through boosting their levels of self-efficacy. And one way of achieving the

latter objective, based on the findings of this study, is through integrating the

computer and language instruction.  

      Based on the findings of this study, it may also be concluded that

CALL/Web-based instruction can be considered as a way of improving

learners’ autonomy. In crowded, teacher-centered classrooms, and with the

constant pressure of time constraints, relying too much on teachers’ efforts

and hoping that the teacher alone can guarantee effective learning is actually

leaving too much to chance.  Modern teaching requires that a greater share of

the responsibility be given to the learners. In other words, modern teaching

calls for learner autonomy as an important element for facilitating learning. 

Computer-based instruction lends itself much better to learner-centered

education than the conventional instructional methods. According to

Motteram (1997), there is a connection between educational technology and



learner autonomy. In addition, Ranjit and Mohamed (2007) believe that

learners can take responsibility for their own learning when they are

equipped with appropriate tools in online environments. In CALL/Web-

based environments, students have opportunities of self-study not only in the

classroom but also outside the class. 

     Based on the above, it may be concluded that CALL and Web-based

instruction encourage learner autonomy. Therefore, for creating autonomy, it

is necessary for educational authorities to edit English textbooks, to design

books which promote self-study, such as electronic books with glossaries, 

hyperlinks, footnotes, electronic dictionaries, CD-ROM, etc.  

     In short, it is hoped that the findings of the present study can provide

insights for teachers as well as learners. The findings of this study can help

teachers encourage their students to use CALL/Web-based learning to

improve their motivation, general self-efficacy, academic self-efficacy, and

autonomy. Language teachers are advised to provide more opportunities for

students to learn in CALL/Web-based instruction rather than in conventional

methods. Learners may also find learning much easier and possibly more fun

if they discover the merits of CALL/Web-based instruction.  



5.4. Pedagogical Implications

This study focused on the effects of CALL/Web-based instruction on

improving EFL learners’ personal traits. The findings of the present study

may have some implications for teachers, learners and materials developers. 

As the effect of CALL/Web-based instruction is undeniable, the present

study can help teachers and learners to have a better understanding of

CALL/Web-based instruction in educational setting.  

      By means of CALL/Web-based instruction, teachers can create a pleasant

situation for teaching and keep learners interested and motivated by adding

computer. Students also can have a better comprehension with less difficulty. 

Consequently, as CALL/Web-based instruction create a pleasant

environment, facilitate learning, help retention of materials in learners’ mind, 

and relieve the burden of teachers, they can be useful for both teachers and

learners.  

       Furthermore, teachers can find better ways to help learners explore their

ability as language learners and support them in developing their sense of

motivation, autonomy, and self-efficacy. The finding may have significant

implication for curriculum developers in that may design programs for

teachers to train on how CALL/Web-based instruction should be conducted.  

In addition, teachers can find new and better ways of teaching by CALL and

Web-based instruction, to create opportunities to foster learner motivation, 

general self-efficacy, academic self-efficacy, and autonomy.  



5.5. Limitations and Delimitations

There were some limitations in this research study. One of the main

challenges was finding 120 homogenous students with characteristics

suitable for the purpose of this study. 

     Furthermore, the participants were selected from among the students of

English language institutes and were roughly at intermediate level of

proficiency. This implies that there might be limitations in the

generalizability of the findings. 

     In addition, the most important limitation was finding an institute which

was equipped with computers and the Internet.  

    In this study, the sex of the students was not taken into account.  

Meanwhile, the results of this study may have been affected by many other

variables such as culture, native language, social factors and so on. This

means that care must be exercised not to generalize the results beyond their

proper limit. 

5.6. Suggestions for further research

For those who are interested in conducting research in this area, the

following areas are suggested. This study was conducted on the effect of

CALL/Web-based instruction on improving EFL learners’ motivation, 



academic self-efficacy, general self-efficacy and autonomy. So, further

research can be conducted on the effect of CALL/Web-based instruction on

other variables. In addition, the sample size in the present study was small. 

So, this research can be duplicated with a large sample.  

    Also, age and gender of the participants were not considered as variables

in the present study. Therefore, interested researchers can take it into

consideration.  

    Furthermore, this study investigated the effects of CALL/Web-based

instruction on intermediate level EFL learners. Further investigation is

needed to provide stronger evidence for the effectiveness of the CALL/Web-

based instruction on different learners at different levels of proficiency.  
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Appendix A: Michigan test of English language proficiency (MTELP)

Name............................ 

Instruction: This part of the examination contains 100 problems, numbered

1-100. There are 40 grammars, 40 vocabularies, and 20 reading

comprehension problems. The examiner will not explain any test problem. If

you don't understand how to do the problems, raise your hand. Do not spend

too much time on any one problem. Each problem counts the same. If you do

not know the answer to a problem, you may make a reasonable guess. Each

problem had only one correct answer. Work fast but carefully. You have one

hour (60 minutes) to answer all 100 problems. Fill in the circle on your

answer sheet that corresponds to your answer choice. Do not write in this test

booklet. 

GRAMMAR

1.“Sorry I was late again this morning.”

“Well, don't let it happen again. I expect you on time.”

  a. be               b. are                        c. being                      d. to be

2.“John’s remark was very strange.”



“Yes. I was completely by what he said.”

  a .amaze              b. amazing        c. amazingly         d. amazed

3. “Why is Jane upset?”  “She’s disappointed because her son's low test

scores prevented---------------to the university.”

a. him from being admitted  b. him to admit    

c. to admit him       d. him from admitting

4. “Do you know where Barb is?” “Strange sound. She is in Timbuktu.”

a .may it             b. as it may    c. like it may                d. does it

5.“I understand you don't like opera.” “ . I go at least once a month.”

a.on the contrast     b. In contrary  c. On the contrary    d. In the contrast

6. “How did you decide what kind of car to Buy? “After all the alternatives, I

chose the fastest car I could find.”

a. considering from          b. considering          c. I consider     d. consider

7. “Who did you invite to dinner?  No one ………than Frank and his family.”

a. rather                    b. except              c. besides              d. other

8. “Will you write my term paper for me?”

“No. The only thing I can do isyou write it.”



a. are b. being       c. to be                     d. help

9. “Did Bob take the test?”

“Yes. And , he passed it easily.”

a. Surprisingly               b. surprised             c. so surprising           d. by

surprise

10. “Why are you calling the weather service?”

“I want to see how much rain in Florida this month.”

a. has there been      b. had been there    c. there has been   d.it has been

11. “Jack is quite a scholar.”

“Yes. In addition Latin he also speaks Greek.”

   a. to know                 b. to knowing              c. knowing        d. knows

12. “Why is that building closed?”

“The police are looking for a bomb.”

   a. timing                   b. timer              c. timed                  d. time

13. “The teacher said the test would be easy.” “Despite , we'd better

study hard.”

   a. what she said   b. she said it            c. she said         d. that she said



14. “There’s a lot of traffic here!”

“Yes. A lot of people here find it too crowded.”

   a. Live                b. living                      c. were  living          d. lived

15. “It’s really cold today!”

“Yes, I didn’t want to get out of bed, go outside.”

   a. even though         b. much less        c. aside from         d. not only

16. “Is John a good student?”

“He is, an excellent student.”

  a. in most parts b. for most parts

c. for the most part d. in most of the parts

17. “Has Jennifer ever been to Paris?” “No, but . She’s going next week.”

   a. interestedly b. interested enough

  c. interesting enough d. enough interesting

18.“What math class are you taking next term?”  

“My advisor recommended          Algebra II.”

   a. me to take   b. to take         c. me                      d. that I take

19. “What do you know about your new roommate?” “Well. She prefers tea

coffee.”



  a. than                 b. to                          c. as                       d. instead

20. “Was Jack wearing a seat belt?” “Yes. He would have  without it.”

  a. been injured b. injured       c. been injure               d. injure

21. “Are you coming to the party?”

“I’m not sure. But there’s a good chance there.”

a. we are               b. of us     c. of our being      d. we would be

22. “What did the paper say about the president’s plans for next week?” “He

to South America then.”

a. will be fly         b. has flown                 c. is flown     d. is to fly

23. “What are they talking about?”“ They are discussing problems the

budget.”

a. concerning          b. concerning to       c. concerned       d. concerned to

24. “Do you think John is smart?” “He is can be.”

a. more clever as        b. as clever as    c. more clever than     d.so clever he

25. “Do you like frog’s legs?”“               them. I don’t really know.”

a. Never trying b. Not to have tried

c. Never having tried d. Never had tried

26. “Did the painter say when he would finish the work?” “No. he        to

tell me.”



a. yet has               b. has yet      c. hasn’t yet               d. yet hasn’t

27. “Was the test long?”   “Yes, John was the only one it.”

a. to finish               b. finished    c. could finish        d. has finished

28. “Why did Johnny buy that fumy looking shirt?” “That’s one of that

teenagers like this year.”

a. style              b. styles   c. the styles                d. the style

29...”Are there any dinosaurs living now?”

“Oh. No. They have for      millions of years.”

a. been made extinct   b. been extinct       c. extinct          d. been extinct

30. “Why didn’t they buy the vase?”

“It was too expensive it was on sale.”

a. however                     b. despite            c. even              d. although

31. “Have you been to Chicago recently?” “No. not since        here last

May.”

a. moving      b. I move     c. I had moved    d. I had been moved

32. “I couldn’t take the history class I wanted last semester.” “Why didn’t

you talk to your advisor? She……….able to help you get in.”

a. wasn’t       b. might have been       c. might be    d. couldn’t have been

33. “Is this Mary’s original copy of the letter?” “No. it’s the one.”



a. rewrote        b. rewritten          c. rewrite                d. rewriting

34.“The reservations weren’t made on time.” “Sorry. The computers were

down; it .”

a. couldn’t be helped b. didn’t help

c. couldn’t help d. wasn’t helped

35. “What point does Ganger make in her Book?”

“She says that snakes are perceived being evil in some societies.”

a. of      b. by                         c. as                       d. like

36.” traffic should we do this?”  “It should be done we did it

yesterday.”

a. the same way as          b. as the same way as

c. as the same way than          d. as the same way

37.“Is your new house large?” “Not really, but to this apartment; it seems

large.”

  a. comparing        b. in comparing     c. compared         d. by comparing

38. “All these desserts look delicious.” “Yes, but the pie looks the best.”

a. of them            b. of them all     c. from them               d. from all

39. “Is it hard to get around because you don’t have a car?” “Not since I got

used the bus.”



a. to riding            b. to ride     c. riding                d. ride

40. “What did John do after he fell?” “He kept running his pain.”

a. even though          b. unless            c. however                d. despite

VOCABULARY

41. “Sally said she would paint the house for a fee.”

a. formulaic             b. miniature     c. superfluous                d. nominal

42. “No one can visit her because she has a very disease.”

a. intoxicating         b. contagious  c. corporal        d. exasperating

43. “He tried to explain how he felt. But he was unable to his true

feelings.”

a. articulate                 b. evolve           c. inhibit                d. inflict

44.“That popular magazine has many .”

a. denominations     b. prescriptions    c. subscribers      d. spectators

45. “John tried to eat a large piece of meat too fast and began toon it.”

a. exploit                  b. lash           c. gauge                d. choke

46. “Jane is a verystudent.”

a. eventual             b. foregoing         c. conscientious      d. admissible

47. “Jenny is of the mistakes of others.”



a. tolerant             b. benevolent         c. cordial                d. cooperative

48. “Frank to travel the world.”

a. conspires               b. inspires            c. asserts                d. aspires

49.”Those two countries have always the location of their shared border.”

a. disputed                b. dissented            c. dissolved      d. declined

50. “He received a silver  for winning the contest.”

a. trophy               b. technique             c. chasm                 d. grant

51. “Inflation has risen in years.”

a. current              b. recent         c. the latest       d. the last

52. “No one knew what to do because his instructions were so .”

a. unconscious      b. precarious    c. ambiguous          d. restrictive

53. “The noise of the traffic is a real when I’m trying to study.”

a. epidemic             b. outburst          c. nuisance               d. fragment

54. “After Eric had run the race. His shirt was sweat.”

a. overcome by         b. reinforced with        c. invaded by    d. saturated with

55. “He took a second job to his income.”

a. engender            b. augment           c. exploit                d. hasten

56. “Bill’s teachers him as a troublemaker.”



a. regard            b. remind           c. conclude                d. measure

57. “Because John didn't take good care of himself, it was that he would

get sick.”

a. invariable              b. notorious       c. inevitable                d. conclusive

58. “He said it would never work, that all our efforts had been .”

a. distracted            b. vacant         c. futile                d. convertible

59. “Jane was that an unqualified person got the job.”

a. infected            b. beset        c. bold                     d. resentful

60. “Don’t use that airline. Its safety record is .”

a. brazen           b. appalling       c. terminal           d. existential

61. “Fred bought his new car on quickly and without thinking.”

a. impulse              b. expectation             c. prejudice       d. reaction

62. “They did not believe the candidate’s .”

a. apertures            b. assertions     c. imperatives     d. resumptions

63. “Bill just doesn't fit in here: he's like .”

a. a bird in the hand b. a fish out of water

c. a fly in the ointment d. water on a duck’s back

64. “When Helen told me she was mad at her boss, I asked her not to do



anything              .”

a. incidental       b. distorted              c. crucial                 d. drastic

65. “The old man’s health was improving. But then somedeveloped.”

a. complications        b. implications      c. terminations       d. conclusions

66.“John couldn’t say a word: he was by the shocking news.”

a. jammed                b. clamped             c. stunned                d. clenched

67. “When we heard the criminal was released from prison we felt nothing

but                       .”

a. infection           b. revulsion        c. combustion     d. restriction

68. “They didn’t finish the project in time though they had three weeks

to it.”

a. accused               b. adhered       c. aggregated     d. allotted

69. “Because so much wheat has been sold to other countries, local supplies

are                      .”

a. expanded           b. depleted     c. apprehended     d. preoccupied

70. “Jane wasn’t driving carefully, and had a when she almost crashed

into a truck.”

a. last call       b. look out     c. knock out               d. close call

71. “Scott his success to luck.”



a. attributes              b. contributes    c. concedes                d. attests

72. “The teacher told Sue her comments were interesting but not .”

a. stimulating            b. synthetic       c. relevant               d. peripheral

73. “The papers were easy to find because the files were organized.”

a. progressively         b. intimately      c. ironically               d. meticulously

74."If you pay for the movie, I’ll for dinner.”

a. snap             b. sprout      c. spark               d. spring

75. “The politician told lie.”

a. a dense             b. a sundry   c. and outright               d. a snug

76. “That scale isn’t correct. It needs    .”

a. cohesion              b. calibration      c. resignation      d. approximation

77. “We hope that increasing the size of the police force will act as a-----to

crime.”

a. deterrent              b. contraction     c. suspension            d. deficiency

78. “When he parked his car in our driveway, he our property rights.”

a. restrained              b. penetrated   c. infringed on            d. invested in

79. “The boy didn't fall even though he was on the edge of the cliff.”

a. peering              b. presiding  c. perceived  d. poised



80. “From her accent he that she was from Canada.”

a. deduced            b. evoked                 c. incurred            d. implied

READING COMPREHENSION

Like all growing plants, the potato is a product of the seamless cooperation

of sun, soil, temperature and water. However, while potatoes thrive on

moisture, so, too, does the potato's worst affliction, late blight. After

attacking and blackening the leaves, phytophthora infestans spores move

down the stem, eventually reaching and rotting the tubers in the ground. 

Even those potatoes harvested and stored may carry the fungus and be wiped

out. 

The search for the cause of the blight that ruined the Irish plants in the

1840's and the Polish plants in 1980 preoccupied researchers for years. M. 

J. Berkeley, a 19thcentury naturalist, first recognized that the fungus

appearing on the potato plants in 1845 in Ireland and elsewhere was not the

result of the blight but the cause. Working in Germany, another scientist

Heinrich Anton de Bary, proved Berkeley's theory by identifying the

fungus as an outgrowth on the host. It took another hundred years. 

However, before the mystery of the origin of the fungus was solved, and the

pathogen itself was traced to central Mexico. Late blight has traditionally

been held in check with costly chemical fungicides. Unfortunately, for

many farmers, the chemicals are too expensive, if a valuable at all. Therefore



today, identifying or creating blight-resistant potato species is the major

goal of agricultural researchers interested in late blight. 

81. Where does late blight begin?

a. in the stems of potato plants   b. on the leaves of potato plants

c. in potatoes in the ground              d. in potatoes that are being stored

82. M. J. Berkeley is known for…

a. Discovering the cause of late blight. 

b. Finding a treatment for late blight. 

c. Understanding that the fungus was a result of late blights. 

d. Recognizing that the blight in Ireland was the same as the blight in

Germany. 

83. The work of Heinrich Anton de Bary  supported the theory that …

a. Blight was a disease caused by potatoes. 

b. Late blight caused a fungus. 

c. The cause of late blight was a fungus. 

d. German potato blight and Irish potato blight had different causes. 

84. Where did the fungus come from originally?

a. Ireland          b. Poland             c. Germany                    d. Mexico



85. According to the passage, current research is primarily aimed at …

a. Finding types of potatoes not so affected by late blight. 

b. Developing more effective chemical fungicides to fight late blight. 

c. Developing less expensive chemical fungicides to fight late blight. 

d. Discovering the cause of phytophthora intestines. 

A little more than a hundred years ago, a number of European scholars

began to record stories being told in peasant cottages and compile them

into the first great collections of European folk tales. Written evidence

exists to prove that the folk tales they recorded existed long before then. 

Though. Collections of sermons from the 12th to the 15th century show

that medieval preachers knew of some of the same stories as those recorded

by the 19th century folklorists. 

The collections of folk tales made in the late 19th and early 20th

centuries provide a rare opportunity to make contact with the illiterate

masses who have disappeared into the past without leaving a trace. To reject

folk tales as historical evidence because they cannot be dated and situated

with precision like other historical documents is to turn one's back on one of

the few points of entry into the previous centuries. But to attempt to

penetrate that world is to face a daunting set of obstacles. The greatest of

which is the impossibility of listening in on the story tellers. No matter how

accurate they may be. The versions of the tales recorded in writing cannot



convey the effects that the storytellers must have used to bring the stories to

life: the dramatic pauses. The sly glances. The use of gestures to set scenes, 

and the use of sounds to punctuate actions. All of those devices shaped the

meaning of the tales, and all of them elude the historian. He cannot be sure

that the limp and lifeless text he holds between the covers of a book provides

an accurate account of the performance that took place in earlier times. 

86.The author believes that written versions of folk tales …

a. changed dramatically from the 19th to the 20th century. 

b. are valid historical documents. 

c. show how illiterate the masses were before the 19th century. 

d. should be rejected as historical evidence. 

87.What problem of folk tale collections does the author discuss?

   a. There is no way to tell which version of a story is the original version. 

b. They contain historical inaccuracies. 

   c. They are used as historical evidence. 

   d. They don’t preserve the original performance style of the storytellers. 

88.The author’s main purpose in this passage is to…

  a. criticize historians who use folk tales as historical documents. 



   b. argue that folk tales are authentic historical documents. 

c. convince readers that modern versions of folk tales are probably not the

same as the originals. 

d. explain why historians must study the illiterate masses of the past

  

89.According to the passage. Peasant folklore was recorded by…

a. 19th century folklorists.                    b. 19th century preachers. 

c. historians in the 12th to 15th centuries. d. 19th century peasants. 

90. The author talks about “limp and lifeless” texts because…

a. The original texts have been damaged. 

b. The texts do not reveal how the storytellers presented their folk tales. 

c. Some of the texts are no longer relevant to historians. 

  d. The texts provide and accurate account of life in earlier times. 

Bioacoustics is a field that cacophony of sound emanating from the animal

kingdom. Using the equipment adapted from the sound recording industry

and the military bio acousticians are learning how creatures use sound in

mating, socializing, and staking out territories. The work of Eugene Morton

of the National Zoological Park exemplifies the interests of scientists in this



field. He has shown that most animals warn others away with a harsh. Low-

pitched growl. The reason seems to be that deep. Low frequency sound

suggests bigness, in the same way a bass drum sounds mightier than a snare

drum. Conversely, he has found that animals use high-pitched sounds to

show amiability or submissiveness. A pocket mouse. For example, signals

appeasement with a whining squeal. A rhinoceros rumbles when hostile. But

whistles when feeling  friendly. 

Morton and other scientists owe such findings to the sonograph, the device

that helped launch bioacoustics in the 1950’s Developed for use in creating

human voiceprints and submarine identification. The sonograph converts

sound waves in the atmosphere into electrical signals. The signals drive a

stylus. Which makes a two dimensional "picture" of sound on paper. Using

the sonograph, Morton has found that although a bird's warning chirp and a

dog's growl  sound dissimilar, pictures of their sounds are much alike. Both

reveal a low overall frequency and broad bandwidth; the sonogram looks

like a thick, black bar. At the opposite end of the sound spectrum is the thin-

lined sonogram representing an animal's friendly call, a high tone that makes

the producer seem smaller and unthreatening. Using sonograms and

sophisticated computers.  Bioacousticians are scrutinizing everything from

cricket chirps to lion roars to learn more about why an animal makes

particular sounds in particular situations. 

91. What is the importance of the sonograph in biacoustice?



a. It creates human voiceprints. 

b. It sends electrical signals. 

c. It helps scientists compare animal sounds. 

d. It allows the identication of submarines. 

92. The original purpose of sonographs was to …

a. identify submarines. 

b. compare the sounds of birds and dogs. 

c. warn threatening animals away. 

d. learn more about how animals use sound. 

93. What does a sonograph do?

a. It decreases the frequency of sounds. 

b. It makes sounds louder so scientists can study them. 

c. It creates sounds like animals make. 

d. It makes a visual record of sounds. 

94. According to the passage. What does research show about large animals?

a. They may make high pitched sounds to show they are in danger. 

b. They may make low pitched sounds to show they feel friendly. 

c. They may make high pitched sounds to show they feel friendly. 



d. They may have difficulty making high-pitched sounds. 

95. The research mentioned in the passage suggests that low-pitched sounds

made by an animal …

a. may mean the animal feels relaxed. 

b. indicate the animal is bigger than a bird. 

c. do not appear on a sonogram. 

d. may mean the animal is giving a warning. 

Printers use the term broadside to refer to a large piece of paper printed on

one side. In military language, it means an attack with all one's forces. 

Dudley Randall invoked both these senses of the word when he established

the Broadside press in 1965. Randall was a librarian and poet in Detroit

when he began the press with his personal savings as a way to copyright

the words to his ballad about a 163 racial incident in which whites killed

three Black children. The poem was printed ad a broadside. 

"By creating the Broadside press, the most successful poetry institution in

the history of African American literature. Randall created something that

had previously not existed in the United States- an organization that would

publish the works of Black poets, “explains professor Melba Boyd, a poet

and former press editor. Historically, work by Black poets had been

criticized for emphasizing political issues and not using the traditional



poetic forms of the white literary establishment. Thus, Black poets had

found it difficult to get published. 

Boyd is producing a film documentary that will present Randall's

biography as well as his poetry. Randall served as general editor of the

press from 1965 to 1977. In the mid-seventies. Sky- rocketing printing costs

and the closing of many small bookstores to whom he had extended credit

left the press in financial straits. Randall then sold the press and slumped

into a depression. But in the 1980's. He revived community support for the

press through the Broadside Poets Theater. Boyd hopes her documentary on

Randall will introduce more people to African American literature. 

96. According to the passage, the Broadside press is most famous as a

publisher of…

a. criticism of traditional white poetry. 

b. biographies of famous African American poets. 

c. poetry written by African Americans. 

d. African American documentaries. 

97. Who paid the costs to start the press?

a. An organization of black writers’         b. Dudley Randall

c. Professor Boyd                         d. Many small bookstores

98. According to Professor Boyd. What significant change occurred because

of the Broadside Press?



a. black poets returned to traditional poetic forms. 

b. Historical works about African Americans began to appear in print. 

c. The Black literary establishment began to emphasize political issues. 

d. It became easier for Black poets to get their work in print. 

99. What happened to the Broadside Press in the 1980’s?

a. It was renamed the Broadside Poets theater. 

b. It moved into a different community. 

c. It regained popular support. 

d. It helped support small bookstores during a depression. 

100. What did the Broadside Poets Theater do?

a. helped get support for the Broadside Press

b. led Randall into a personal depression

c. led the Broadside Press into financial difficulties

d. supported many bookstores in the community



Appendix B : Learner autonomy questionnaire

Name:  ----------------------------- Age:  ------------

Direction: Please circle the one closest answer to the following questions

according to your true cases. Thank you very much for your help and

patience. 

(A. Never  B. Rarely  C. Sometimes  D. Often  E. Always.)

Part I

1. I think I have the ability to learn English well. A         B        C          D           

E

2. I make good use of my free time in English study. A       B     C    D    E

3. I preview before the class.   A          B            C           D             E

4. I find I can finish my task in time.  A    B      C       D           E

5. I keep a record of my study, such as keeping a diary, writing,  review,  etc.   

       A      B              C                D               E

6. I make self-exam with the exam papers chosen by myself.     

      A             B              C                D              E



7. I reward myself such as going shopping, playing etc. when I make progress.

   A              B              C                D            E

8. I attend out-class activities to practice and learn the language. 

     A               B              C                D               E

9. During   the c l a s s , I    try   to   catch   chances   to   take p a r t i n    

activities   such   as   pair/group   discussion,   role-play,   etc.

       A                B             C                   D              E

10. I know my strengths and weaknesses in my English study.  

       A                 B               C                   D  E

11.   I choose books, exercises which suit me, neither too difficult   nor too

easy.  A         B               C                  D                E

Part II

12. I study English here due to:

A. my parents' demand

B. curiosity

C. getting a good job, help to my major

D. interest  of English culture, such as film, sports, music, etc. 

E. C and D

13. I think the learner-teacher relationship is that of:

A. receiver and giver

B. raw material and maker



C. customer and shopkeeper

D. partners

E. explorer and director

14. I think my success or failure in English study is mainly due to:

A. luck or fate

B. English studying environment

C. studying facilities (aids)

D. teachers

E. myself

15. Whether students should design the teaching plan together with teachers or

not, my opinion is:

A. strongly agree

B. agree

C. neutral

D. oppose

E. strongly oppose

16. When the teacher asks questions for us to answer, I would mostly like to:

A. wait for others' answers

B. think and ready to answer

C. look up books, dictionaries



D. clarify questions with teachers

E. join a pair/group discussion

17. When I meet a word I don't know, I mainly:

A. let it go

B. ask others

C. guess the meaning

D. B and E

E. look up the dictionary

18. When I make mistakes in study, I'd usually like the following ones to

correct them:

A. let them be  

B. teachers

C. classmates

D. others

E. books or dictionaries

19. When I am asked to use technologies that I haven't used before(e. g. 

internet discussion), 

A. I usually try to learn new skills

B. I learn them following others

C. I feel worried, but anyway



D. I put it off or try to avoid it

E. I resist using them

20. I think the following way is most useful in my English study:

A. taking notes

B. mechanic memory

C. doing exercises of grammar, translation, words etc. 

D. classifying or grouping or comparing

E. group discussion

21. I usually use materials selected:

A. only by teachers

B. mostly by teachers

C. by teachers and by myself

D. mostly by myself

E. only by myself



Appendix C: Motivation Questionnaire

Below are a number of statements with which some people agree and others

disagree. We would like you to indicate your opinion about each statement

by circling the numbers below which best indicates the extent to which

you disagree or agree with that statement. 

SD= Strongly Disagree       D= Disagree       N= Neutral          A= Agree           

SA= Strongly Agree

1. Studying English can be important to me because it will allow me to be

more at ease with other people who speak English. SD     D  N  A  SA

2. Studying English can be important for me because it will allow me to meet

and converse with more and varied people. SD       D      N       A        SA

3. Studying English can be important for me because it will enable me to

better understand and appreciate English art and literature.

       SD     D   N     A    SA

4. Studying English can be important for me because I will be able to

participate more freely in the activities of other cultural groups.

       SD        D   N        A       SA

5. It isimportant nt for me to knowEnglish in order to know the

life of the English-speaking   nations. SD  D      N   A     SA

6. Studying English is important to me so that I can understand English pop

music.    SD            D         N             A             S A

7. The more I get to know native English speakers, the more I like them.



    SD                 D                N                 A             SA

8- Studying English is important to me. 

    SD                 D                  N                A        SA

  9. Studying English is important to me so that I can keep in with foreign

friends and acquaintances.        SD            D         N            A             SA

10. I would like to know more about native English speakers.

         SD            D                   N              A              SA

11. The British are kind and friendly.    SD        D          N           A          SA

12. The Americans are kind and cheerful. SD       D    N           A           SA

13. Studying English can be important for me because I'll need it for my

future career. SD             D             N          A         SA

14. Studying   English   can be important for me because it will

make  me a more knowledgeable    person.

       SD                  D                       N               A            SA

15. Studying   English   can   be   important   for   me   because   it    will   

someday   be   useful   in   getting   a    good   job.

      SD                D                 N           A         SA

16. Studying   English   can   be   important   for   me   because   other   

people   will   respect   me   more   if   I   know   English.

        SD             D            N                      A              SA

17. Studying English can be important for me because I will be able to search

for information and materials in English on the Internet.

        SD               D          N                    A               SA



18. Studying   English   can   be   important   for   me   because   I   will   

learn   more   about   what’s   happening   in   the   world.

       SD                  D              N                    A             SA

19. Studying   English   can   be   important   for   me   because   language   

learning   often   gives   me   a   feeling   of   success.  

      SD                 D                    N                  A             SA

20.   Studying English can be important for me because language learning

often makes me happy.            

     SD                     D                   N                   A             SA

21.   Studying   English   is   important   to   me   because   an   educated   

person   is   supposed   to   be   able   to   speak   English.  

     SD        D                    N                   A            SA

22. Studying   English   is   important   to   me   so   that   I   can   understand   

English-speaking   films,   videos,   TV   or   radio.

        SD                   D                    N                    A             SA

23. Studying English is important to me so that I can read English books.   

      SD               D               N              A            SA

24. Studying English is important to me because it will enable me to get to

know new people from different parts of the world.

  SD         D        N       A        SA

25. Studying English is important to me because without it one cannot be

successful in any field.   S D        D          N             A               SA



Appendix D:  General self-efficacy scale

Name: ………………. 

Instructions: This questionnaire is a series of statements about your personal

attitudes and traits. Each statement represents a commonly held belief. Read each

statement and decide to what extent it describes you. There is no right or wrong

answers. You will probably agree with some of the statements and disagree with

others. Please indicate your own personal feelings about each statement below by

marking the letter that best describes your attitude or feeling. Please be very

truthful and describe yourself as you really are, not as you would like to be. 

Circle from 1 to 5:

5

Agree

Strongly

4

Agree

Moderate

ly

3

Neither Agree

nor Disagree

2

Disagree

Moderately

1

Disagree

Strongly

ScoreItems
No
. 

54321
When I have something unpleasant to do, I stick to it
until I finish it. 

1

54321
I avoid trying to learn new things when they look to
difficult. 

2

54321
I do not seem to be capable of dealing with most

problems of my life. 

3

54321When I make plans, I am certain I can make them work. 4

54321If I can't do a job the first time, I keep trying until I can. 5



54321
If something looks too complicated, I will not even

bother to try it

6

54321I feel insecure about my ability to do things. 7

54321Failure just makes me try harder. 8

54321
When I set important goals for myself, I rarely achieve

them. 

9

54321When I decide to do something, I go right to work on it. 10

54321
When unexpected problems occur, I don't handle them

very well.  

11

54321When trying something new, I soon give up if not

initially successful. 

12



Appendix E:  Academic self-efficacy scale
Name: ………………. 

Instructions: This questionnaire is a series of statements about your personal

attitudes and traits. Each statement represents a commonly held belief. Read

each statement and decide to what extent it describes you. There is no right

or wrong answers. You will probably agree with some of the statements and

disagree with others. Please indicate your own personal feelings about each

statement below by marking the letter that best describes your attitude or

feeling. Please be very truthful and describe yourself as you really are, not as

you would like to be.

Circle from 1 to 5:

5
Agree

Strongly

4
Agree

Moderate
ly

3
Neither Agree
nor Disagree

2
Disagree

Moderately

1
Disagree
Strongly

Example: 2 3 4 5

ScoreItems
N
o
.

54321I know how to schedule my time to accomplish

my tasks. 

1

54321I know how to take notes.  2

54321I know how to study to perform well on tests. 3

54321I am good at research and writing papers.  4



54321I am a very good student. 5

54321I usually do/did very well in school and at

academic tasks. 

6

54321I find my academic work interesting and

absorbing. 

7

54321I am very capable of succeeding at this college. 8



Appendix F:  A sample of pre-activities

                   

Global Warming, Global Concern

The world is getting warmer. It has warmed by half a degree centigrade over

the past 100 years. But why? And how? Well, scientists are not exactly sure. 

The earth could get warmer by itself, without help from people. Many

climate scientists think there is another reason for the change in temperature. 

They think that human activities like cutting down the trees, producing trash, 

and burning fuels like coal and oil are helping make the Earth warmer. Just

because the weather has been hot for a month or two does not mean that global

warming has arrived. But scientists think that as we use more gasoline and electricity, the

Earth is going to get warmer. They believed that we know enough about the problem to

take some action. 

Greenhouse Effect, Climate Change, and Global Warming

The Greenhouse Effect: Scientists are sure about the greenhouse effect. 

They know that greenhouse gases like carbon dioxide and methane make the

Earth warmer. They do so by trapping heat in the atmosphere. 

Climate Change: Climate is the average of a region’s weather over a period

of time. For example, it is possible that a winter day in a city could be sunny

and mild, but the average weather tells us that its winters will mainly be cold

and include snow and rain. Climate change is a change in these general



weather patterns. They can become warmer or colder; amounts of rainfall or

snowfall can increase or decrease each year. 

Global Warming: is the average increase in the Earth’s temperature, which

then causes changes in climate. A warmer Earth may have results such as

changes in rainfall patterns, a rise in sea levels, and different effects on

plants, wildlife, and humans. When scientists talk about climate change, they

are concerned about global warming caused by human activities. 

Why should we care?  

Global warming brings with it no guarantees. We do not know exactly what

will happen- what the effects will be- nor do we know exactly where and

when they will make problems. But it should be said that scientists have a

pretty good idea of what is going to happen. Scientists and researchers from

different fields tell us that the possible effects of climate change could be big

and, in some cases, would cause serious problems. Among the possible

effects are increased number of human deaths, extinction of groups of

animals and plants, and a dangerous rise in sea levels. With this in mind, we

have to think of the costs of action and weigh them against the risks of

inaction. 

We can make a difference?    

Global warming may be a big problem, but there are many little things we

can do make a difference. If we try, most of us can do our part to reduce the



amount of greenhouse gases that we put into the atmosphere. Many

greenhouse gases coming from things we do every day trap energy in the

atmosphere and make the Earth warmer. The following is a list of what we

can do and think about. 

Some things we can do:

1. Read about the importance of the environment. 

2. Save electricity. 

3. Ride a bicycle, take a bus, or walk. 

4. Plant trees

5. Talk to your family and friends about global warming. 

6. Recycle cans, bottles, plastic bags, and newspapers

7. Buy things that do not use much energy. 

Some things we can think about

1. Solar energy-energy that comes from the sun-can be used to heat

homes, buildings, water, and to make electricity. 

2. Cars cause pollution and release many greenhouse gases into the air. 

Driving cars that use less fuel can help reduce the amount of greenhouse

gases in the air. 

Taken from http://www.epa.gov/globalwarming










