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ABSTRACT 

 

 

INTEGRATING ARTIFICIAL INTELLIGENCE INTO ENGLISH AS A FOREIGN 

LANGUAGE YOUNG LEARNER CLASROOMS: INVESTIGATION OF 

TEACHERSô PERSPECTIVES 

 

 

¥zkan, Rukiye 

M.A., The Department of English Language Teaching 

Supervisor: Prof. Dr. Perihan SAVAķ 

 

 

September 2025, 370 pages 

 

 

This study investigates the perceptions of in-service English language teachers in 

T¿rkiye regarding the integration of Artificial Intelligence (AI) into young learner 

classrooms. While AI has gained increasing attention in global education research, 

evidence from EFL contexts with young learners, particularly in T¿rkiye, remains 

limited. The purpose of this research is to explore teachersô current practices, 

perceived benefits, concerns, and recommendations related to AI use in primary 

English classrooms. A cross-sectional survey design was employed, combining 

quantitative and qualitative approaches. Data were collected through an online 

survey administered to 180 teachers across various regions in T¿rkiye. The 

instrument included an adapted AI Literacy Scale and perception items developed by 

the researcher, along with five open-ended questions. Quantitative data were 

analyzed using descriptive statistics, independent samples t-tests, and ANOVA, 

while qualitative responses were examined through constant comparative analysis. 

Findings indicate that teachers show high personal engagement with AI for 

professional tasks such as lesson planning and material development, but classroom 
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use with students is limited. Reported benefits include vocabulary support, 

personalized learning opportunities, increased engagement through interactive tools, 

and reduced workload. Concerns focus on data privacy, excessive screen time, 

ethical issues, accuracy of tools, and unequal access among learners. Differences 

were observed by AI literacy levels, with higher literacy associated with greater 

preparedness and broader recognition of benefits. Novice teachers reported higher 

awareness and use, though overall perceptions across experience groups were 

similar. This study contributes context-specific insights into an under-researched area 

and offers practical guidance for policymakers, curriculum designers, and teacher 

educators. The results highlight the importance of ethically grounded, pedagogically 

sound, and well-supported AI integration that complements rather than replaces 

human-centered early English education. 

 

Keywords: Artificial Intelligence, EFL, young learners, teacher perceptions, AI 

literacy 
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¥Z 

 

 

YABANCI DĶL OLARAK ĶNGĶLĶZCE ¥ĴRETĶMĶNDE ERKEN YAķ ¥ĴRENCĶ 

SINIFLARINA YAPAY ZEKĄ ENTEGRASYONU: ¥ĴRETMEN 

G¥R¦ķLERĶNĶN ĶNCELENMESĶ 

 

 

¥zkan, Rukiye 

Y¿ksek Lisans, Ķngiliz Dili Eĵitimi Bºl¿m¿ 

Danēĸman: Prof. Dr. Perihan SAVAķ 

 

 

Eyl¿l 2025, 370 sayfa 

 

 

Bu ­alēĸma, T¿rkiyeôde gºrev yapan Ķngilizce ºĵretmenlerinin yapay zek©nēn (YZ) 

k¿­¿k yaĸ gruplarēna yºnelik sēnēflara entegrasyonuna iliĸkin algēlarēnē 

incelemektedir. YZ, k¿resel eĵitim araĸtērmalarēnda giderek daha fazla ilgi 

gºrmesine raĵmen, ºzellikle T¿rkiye baĵlamēnda k¿­¿k yaĸ gruplarēna yºnelik 

yabancē dil sēnēflarēnda yeterli kanēt bulunmamaktadēr. Bu araĸtērmanēn amacē, 

ºĵretmenlerin mevcut uygulamalarēnē, algēladēklarē yararlarē, kaygēlarēnē ve 

ºnerilerini ortaya koymaktēr. ¢alēĸmada nicel ve nitel yºntemlerin birleĸtirildiĵi 

kesitsel tarama deseni kullanēlmēĸtēr. Veriler, T¿rkiyeônin farklē bºlgelerinden 180 

ºĵretmenden ­evrimi­i anket yoluyla toplanmēĸtēr. Veri toplama aracē, uyarlanmēĸ bir 

YZ Okuryazarlēk ¥l­eĵi, araĸtērmacē tarafēndan geliĸtirilen algē maddeleri ve beĸ a­ēk 

u­lu sorudan oluĸmuĸtur. Nicel veriler betimsel istatistikler, baĵēmsēz ºrneklemler t-

testi ve ANOVA ile; nitel veriler ise s¿rekli karĸēlaĸtērmalē analiz yºntemiyle 

incelenmiĸtir. Bulgular, ºĵretmenlerin YZôyi kiĸisel ve mesleki ama­larla (ºrneĵin 

ders planlama ve materyal geliĸtirme) yoĵun olarak kullandēklarēnē, ancak sēnēf i­i 

uygulamalarēnēn sēnērlē kaldēĵēnē gºstermektedir. Algēlanan yararlar; kelime 
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ºĵretiminde destek, kiĸiselleĸtirilmiĸ ºĵrenme fērsatlarē, etkileĸimli ara­lar yoluyla 

artan katēlēm ve iĸ y¿k¿n¿n azalmasēdēr. Endiĸeler ise veri gizliliĵi, aĸērē ekran s¿resi, 

etik sorunlar, ara­larēn doĵruluĵu ve ºĵrenenler arasēnda eĸitsiz eriĸimle ilgilidir. YZ 

okuryazarlēĵē y¿ksek ºĵretmenler daha hazērlēklē olduklarēnē ve daha fazla fayda 

gºrd¿klerini belirtmiĸtir. Deneyimsiz ºĵretmenler daha y¿ksek farkēndalēk ve 

kullanēm oranē bildirmiĸ, ancak genel algēlar deneyim gruplarē arasēnda benzer 

kalmēĸtēr. Bu ­alēĸma, k¿­¿k yaĸ gruplarēna yºnelik Ķngilizce ºĵretiminde YZônin 

entegrasyonuna dair ºzg¿n bulgular sunmakta ve politika yapēcēlar, program 

geliĸtiriciler ve ºĵretmen eĵitimcileri i­in pratik ºneriler saĵlamaktadēr. 

 

Anahtar Kelimeler:  Yapay zek©, yabancē dil olarak Ķngilizce, k¿­¿k yaĸ gruplarē, 

ºĵretmen algēlarē, YZ okuryazarlēĵē 
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CHAPTER 1 

 

 

INTRODUCTION  

 

 

The purpose of the current study is to explore the perceptions of in-service English 

language teachers regarding the integration of AI technology into classrooms with 

young learners. This research seeks to understand the benefits and drawbacks 

perceived by these teachers, along with their suggestions for the optimal 

implementation of AI in educational settings for young students. In this chapter, the 

background of the study, the problem statement, the purpose of the study, the 

research questions, and the significance of the study are provided. 

 

1.1. Background of the Study 

 

In todayôs world, the presence of technology in daily life is not just common but also 

an essential part of how society functions. The rapid advancement of digital 

technologies has increasingly influenced nearly every aspect of modern life, not only 

revolutionizing the way people live but also significantly affecting their 

communication, work, and learning patterns. New innovations are constantly 

emerging, making everyday tasks more efficient and accessible. Among these 

technological advancements, AI has emerged as one of the most impactful 

innovations, offering new opportunities to enhance efficiency and reshape 

established practices across various fields. The term "artificial intelligence," 

abbreviated as AI, is a relatively modern technological concept that continues to 

attract attention as a tool for imitating human behaviour. It specifically refers to the 

use of algorithms that exhibit human-like intelligence in performing various tasks. 

With its ability to perform tasks such as reasoning, learning, and decision-making, AI 

has found its way into a wide range of sectors, including finance, healthcare, defence, 

and notably, education (Ganascia, 2018; AlKanaan, 2022).  
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To understand the present significance of AI, it is important to consider its historical 

and conceptual development. Historically, AI is defined as a concept which has a 

deep-rooted history dating back to classical antiquity, where early conceptions of 

artificial beings appearing in classical mythology. However, AI as an academic 

discipline began to take shape in the mid-20th century, marked by significant 

milestones and advancements. The modern field of AI was effectively initiated in 

1950 when Alan Turing, a British mathematician and logician, proposed the Turing 

Test to determine whether a machine can exhibit intelligent behaviour 

indistinguishable from that of a human being (Coĸkun & G¿lleroĵlu, 2021; Haenlein 

& Kaplan, 2019). This laid the groundwork for the future of AI research. 

 

In 1956, the term "Artificial Intelligence" was coined by John McCarthy during the 

Dartmouth Conference (Melak et al., 2024). This event is widely regarded as the 

birth of AI as a research discipline, aiming to explore ways to make machines use 

language, form abstractions, solve problems, and improve themselves (McCarthy et 

al., 2006). During the 1960s and 1970s, AI research experienced rapid growth, 

leading to the development of early natural language processing programs and the 

first mobile robots capable of reasoning about their actions.  

 

The late 20th century saw significant advancements in AI, but it also faced 

substantial challenges. Limitations in computing power and algorithmic complexity 

led to a period known as the "AI Winter," characterized by reduced funding and 

interest (Crevier, 1993). However, the literature says that the field revived in the 21st 

century with the advent of machine learning and deep learning technologies, which 

have driven significant progress in areas such as image recognition, natural language 

processing, and real-world applications. 

 

Following its conceptual and historical evolution, AI has also begun to shape how 

people interact with digital tools and services in their everyday lives. One of its most 

widely recognized contributions is the automation of routine and repetitive tasks, 

which reduces manual effort and allows individuals to focus on more meaningful, 

complex work (Holmes et al., 2022). From organizing schedules to filtering large 

volumes of data, AI technologies are increasingly used to make processes faster, 
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more accurate, and more efficient. In parallel, AI systems help humans make better 

decisions by detecting patterns, forecasting outcomes, and offering data-driven 

suggestions, these approaches are increasingly used in healthcare diagnosis, financial 

modelling, and even educational planning (Noti & Chen, 2022; Zawacki Richter et 

al., 2019; Cao, 2021). These capabilities are not only changing professional 

environments but also personal experiences. AI is now embedded in tools that offer 

personalized suggestions, adaptive content, and responsive interfaces, making digital 

interaction more tailored to individual needs (Chen et al., 2020). Moreover, AI 

applications extend beyond screen-based systems. They are integrated into physical 

technologies such as smart home devices, industrial robots, autonomous vehicles, 

and voice assistants, all of which rely on methods like natural language processing, 

image recognition, and real-time data processing (Hwang et al., 2020). These 

developments reflect how AI is quietly but steadily becoming a part of everyday 

routines, shaping the way people live, decide, and learn. 

 

This rapid evolution of technology and AI has had a significant impact across many 

fields, with education emerging as one of the key areas where AI is actively being 

utilized. Research in this area has given rise to artificial intelligence in education 

(AIED), and over time, AI has developed into one of the key concepts of modern 

educational technology (Mart²n N¼¶ez et al., 2023). AI has emerged as a 

transformative tool in educational settings, offering innovative ways to enhance 

teaching and learning experiences. AI's potential in education is extensive, including 

personalized learning platforms, intelligent tutoring systems, and even the 

automation of administrative tasks (Luckin et al., 2016). These technologies analyze 

extensive data to offer insights into students' learning patterns, enabling educators to 

tailor instruction to individual needs.  

 

In this context of a constantly evolving educational landscape, the integration of 

technology into classrooms and learning frameworks represents a significant 

difference from traditional methods. For example, AI-powered tools like chatbots 

have been successfully implemented in classrooms to support low-achieving 

students. These tools help reduce anxiety and increase confidence, gradually 

enabling students to develop independence in their learning (Hawanti & 
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Zubaydulloevna, 2023). Similarly, AI-driven platforms like Duolingo utilize natural 

language processing to create interactive, personalized language learning 

experiences, allowing learners to practice and improve their skills at their own pace 

(Vesselinov & Grego, 2012). As Wark (2018) notes, such innovations signal a 

broader move toward student-centered pedagogies. AIôs ability to personalize 

learning pathways, deliver real-time feedback, and simulate real-world interactions is 

redefining what effective education looks like (Harry, 2023; Rizvi, 2023). Therefore, 

AI, in its essence, brings a mix of adaptive learning systems, intelligent tutoring, and 

personalized education experiences, offering a sharp contrast to the one-size-fits-all 

teaching model that has dominated for years (Harry, 2023). Its capability to analyze 

vast amounts of data in real-time allows for a more enhanced understanding of 

student learning patterns, preferences, and challenges. This, in turn, can lead to the 

development of more customized learning experiences that can significantly enhance 

student engagement and outcomes (Rizvi, 2023). 

 

When it comes to the incorporation of AI in language learning, among various 

disciplines, language education stands out as a particularly promising field where 

AIôs adaptability and interactivity can cause substantial benefits. AI-powered tools 

with natural language processing capabilities, such as AI translators and writing 

assistants, have been shown to significantly improve students' writing quality and 

language proficiency (Widiati et al., 2023) by providing real-time corrections, 

conversational practice, and culturally relevant language use scenarios designed to 

simulate real-life interactions (Tafazoli et al., 2019). This not only enriches the 

learning experience but also accelerates the mastery of new languages, making the 

process more efficient and engaging than traditional methods (Chen et al., 2021). For 

instance, learners can use AI-powered voice assistants like Siri to practice 

conversational English, which supports listening and pronunciation development in 

an engaging way. This is particularly relevant for learners of ESL (English as a 

Second Language) and EFL (English as a Foreign Language). More precisely, it 

assists the group of learners in enhancing their speaking skills, specifically with 

regard to listening and pronunciation. Furthermore, interactive AI tools like chatbots 

enable learners to practice conversational skills in a risk-free environment, thus 

promoting greater linguistic fluency. This dynamic nature of AI means that learning 
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pathways can continuously evolve based on the learner's progress, further 

personalizing the learning journey (Lee et al., 2023). 

 

As AI's role in education continues to expand, its potential to redefine our 

understanding of effective teaching and learning methods becomes increasingly 

evident (Gºksel & Bozkurt, 2019). Ongoing research and exploration into AI's 

capabilities in education aim at fundamentally transforming educational landscapes 

to better meet the needs of learners in a rapidly changing world. This AI-driven 

approach promises a future where learning is not only personalized but also more 

inclusive, and adaptive aligning with the dynamic demands of the 21st century.  

 

Despite the promising advancements, incorporating AI into classrooms for language 

learners presents both opportunities and challenges. Therefore, teachers' perceptions 

of AI technology are critical in ensuring its effective implementation. Understanding 

how in-service English language teachers perceive AI tools is crucial, considering 

their benefits, drawbacks, and practical integration strategies. This understanding is 

essential for realizing the full potential of AI in educational settings. Research 

indicates that while some teachers are enthusiastic about AI's capabilities, others 

have expressed concerns about its impact on traditional teaching methods and the 

potential for increased reliance on technology (Chounta et al., 2021). 

 

As emphasized earlier, in the realm of language learning, AI provides significant 

support through the use of intelligent tutoring systems and natural language 

processing tools that enhance language acquisition and literacy development (Son et 

al., 2023). However, the integration of AI into classrooms, particularly in teaching 

English as a second language to young learners, remains a relatively underexplored 

area, especially from the perspective of in-service teachers. Research in AI and 

education has focused mainly on higher education and adult learning environments, 

where AI-driven tools have been employed to support personalized learning, 

assessment, and administrative functions (Bilad et al., 2023), whereas studies 

specifically targeting the use of AI in K12 settings, and more specifically in language 

learning for younger learners, are limited. The existing literature provides that 

younger students present unique developmental needs, requiring different 
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instructional approaches compared to older learners (Liang et al., 2021). 

Furthermore, while there is a growing body of research on AI's potential to transform 

education, there is a noticeable gap in studies that explore the perspectives of in-

service teachers on implementing these technologies in the classroom (Akgun & 

Greenhow, 2022). 

 

In this sense, the perceptions of in-service English language teachers regarding AI 

integration into young learnersô classrooms are crucial, as teachers play a significant 

role in shaping the educational experiences of their students. Their insights and 

experiences can provide valuable information on the practical challenges and 

benefits of using AI in young learner classrooms. In spite of the importance of this 

perspective, there is a lack of research focusing on how these teachers perceive AI 

technology, the potential benefits and drawbacks they identify, and their 

recommendations for its optimal integration into their teaching practices. This gap in 

the literature highlights the need for research that not only examines the theoretical 

potential of AI in education but also considers the practical realities faced by teachers 

in the classroom (Cheng & Liang, 2023). 

 

Moreover, the limited research available suggests that while AI has the potential to 

offer significant benefits, such as personalized learning and improved student 

engagement, it also presents challenges. These challenges include concerns about 

data privacy, the potential for AI to replace human teachers, and the need for teachers 

to acquire new skills to effectively use AI tools (Akgun & Greenhow, 2022). 

Additionally, there is a concern that AI might worsen existing inequalities in 

education if not implemented carefully (Feng & Law, 2021). Given these 

considerations, it is essential to recognize and address these concerns and understand 

how in-service English language teachers perceive these issues and how they believe 

AI can be integrated into classrooms to truly support the educational process rather 

than complicate it. 

 

In light of these developments and the evident gap in current research, this study 

seeks to address this gap in the literature by exploring the perceptions of in-service 

English language teachers regarding the use of AI technology in classrooms with 
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young learners. It aims to understand the benefits and drawbacks they perceive, as 

well as their suggestions for the integration of AI in young learner classrooms. By 

focusing on the experiences and insights of these teachers, this study will contribute 

to a more detailed understanding of the practical implications of AI in education, 

particularly in the context of language learning for young learners. The findings of 

this research will not only add to the existing body of literature but will also provide 

valuable guidance for policymakers, educators, and technology developers on how to 

effectively integrate AI into classrooms to enhance the learning experiences of young 

students. 

 

1.2. Statement of the Problem 

 

The rapid advancement of AI presents a transformative potential for educational 

practices, particularly in language learning. AI technologies, such as intelligent 

tutoring systems, AI-powered language learning apps, and chatbots, offer innovative 

methods to enhance student engagement, provide personalized learning experiences, 

and assist teachers in managing classroom dynamics. While the integration of AI in 

higher education and adult learning environments has been widely researched 

(Zawacki-Richter, Mar²n, Bond, & Gouverneur, 2019; Holmes, Bialik, & Fadel, 

2019; Boĵaz, 2024; Ko­er, 2024), its integration in early childhood and primary 

education, especially in the context of teaching English as a second language (ESL) 

to young learners, remains relatively underexplored in current literature (Zulkarnain 

& Yunus, 2023; An, X., Chai, C., Li, Y. et al., 2023). 

 

This limited body of research is particularly noteworthy given the distinct 

developmental needs of young learners and the crucial role teachers play in 

facilitating their language acquisition. Existing studies, such as those by Taghizadeh 

and Yourdshahi (2020), highlight that while there is a general positive tendency 

towards the use of technology in young learner classrooms, many teachers lack the 

necessary pedagogical and technological knowledge to integrate these tools into their 

teaching practices effectively. Teachers also often face challenges such as 

insufficient training, limited resources, and inadequate support from educational 

institutions, which hinder the effective adoption of technology in classroom settings. 
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Moreover, while AI has the potential to address some of the persistent challenges in 

language education, such as providing individualized instruction and managing large 

class sizes, there are also significant concerns about its impact on traditional teaching 

methods and the teacher-student relationship. Studies have shown that while students 

generally respond positively to AI-powered tools, teachers remain cautious about the 

implications of AI on their roles and the ethical considerations surrounding data 

privacy and algorithmic bias (Akgun & Greenhow, 2022). These concerns are 

especially relevant in young learner contexts, where emotional, interpersonal, and 

developmental considerations are fundamental. Thatôs why these findings underline 

the importance of investigating in-service English language teachers' specific 

perceptions and experiences, as their attitudes towards technology integration are 

critical for its successful integration in young learner classrooms. 

 

Although earlier studies point to the growing potential of AI in language education, 

the literature still lacks in-depth, context-specific studies that explore how in-service 

English language teachers perceive and experience the integration of AI into their 

classrooms, particularly for young learners. This lack of research is a critical barrier 

to understanding how AI can be effectively implemented to enhance language 

learning while addressing the unique challenges of early education. The absence of 

such studies risks the development of AI tools that may not fully align with the 

pedagogical needs of young learners or the practical realities of classroom teaching. 

 

Therefore, this study seeks to address the gap in the literature by investigating the 

perceptions, attitudes, and experiences of in-service English language teachers 

regarding the integration of AI in young learner classrooms. Specifically, this 

research will explore the perceived benefits and drawbacks of AI and teachersô 

recommendations for the optimal integration of AI in language education. By 

focusing on the perspectives of those who are directly involved in teaching young 

learners, this study aims to provide valuable insights that can inform the development 

of AI technologies and guide educational practices to better support language 

acquisition in primary education. 

 

The significance of this study lies in its potential to contribute to the broader 

discourse on AI in education, offering empirical evidence that can guide the practical 
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and ethical implementation of AI in young learner classrooms. The findings will 

offer guidance to policymakers, educators, and technology developers who seek to 

utilize AI to improve language learning outcomes for young learners, while also 

addressing pedagogical, ethical, and developmental priorities in K-12 education. 

 

1.3. Purpose of the Study 

 

The integration of AI into educational settings offers considerable potential to 

enhance teaching and learning processes, particularly in the context of English 

language instruction. However, the effective implementation of AI tools depends 

largely on teachers' awareness, attitudes, and practical experiences. In this regard, 

understanding the perspectives of in-service English language teachers who work 

with young learners is essential for guiding AI integration efforts in early language 

education. 

 

Therefore, the primary purpose of this study is to investigate the perceptions of in-

service English language teachers in T¿rkiye regarding the integration of AI into 

young learner classrooms. Specifically, this research aims to explore teachersô levels 

of awareness about AI technologies, their attitudes toward using AI in language 

teaching, and their overall perceptions of its effectiveness and relevance for young 

learners. In addition, the study seeks to identify the perceived benefits, challenges, 

and practical concerns associated with AI use in primary-level English classrooms. 

 

By focusing on teachers who have direct experience with young learners in pre-

primary, primary, or lower secondary education, this study aims to provide 

meaningful insights into how AI can be effectively and ethically incorporated into 

language instruction. The results of this study are intended to offer practical insights 

that can support the design of pedagogically appropriate strategies, tools, and policies 

for improving English language instruction in early education settings. 

 

1.4. Significance of the Study 

 

The findings of the current study are crucial for several reasons. Firstly, this study 

addresses a significant gap in the literature concerning the integration of AI into 
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classrooms for young learners, specifically from the perspective of in-service English 

language teachers. As mentioned before, while existing research has extensively 

explored the use of AI in higher education and adult learning contexts, studies 

focusing on young learners, particularly in language education, are limited. By 

investigating the perceptions of in-service English language teachers, this study will 

contribute valuable insights into how AI can be effectively utilized in teaching 

English to young learners. This research will thus try to fill a critical gap in the 

literature by providing empirical data on teachers' views regarding the benefits and 

challenges of AI integration and their suggestions for its optimal use in educational 

settings. 

 

Secondly, the findings of this study will be helpful in contributing to the growing 

body of research on AI's role in education, particularly in the context of English 

language learning for young students. As AI continues to evolve and its application 

in education becomes more prevalent, understanding how these technologies can be 

effectively integrated into early educational settings is essential. This study will 

contribute to a more grounded understanding of AIôs potential benefits and 

limitations in language teaching, offering data that can inform the design of AI 

applications that are developmentally appropriate, pedagogically relevant, and 

aligned with classroom realities. The findings of this research will support educators, 

decision-makers, and technology developers in creating AI-based solutions that are 

tailored to the developmental and instructional needs of young language learners, 

ultimately improving the quality and effectiveness of AI-supported language 

education. 

 

Thirdly, this study's findings will provide practical implications for teacher training 

and professional development programs. As AI technology rapidly advances, it is 

essential for teachers to be equipped with the necessary skills, technical 

competencies, the pedagogical strategies and knowledge to effectively integrate these 

tools into their classrooms effectively. By understanding the current perceptions and 

practices of in-service English language teachers and identifying areas where they 

feel confident or underprepared, this research will offer guidance on how teacher 

education programs can be designed or modified to better prepare teachers for the 
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challenges and opportunities presented by AI in education. This includes identifying 

areas where teachers may need additional support or training, as well as highlighting 

the potential benefits of AI that can be emphasized in professional development 

initiatives.  

 

Furthermore, the study will provide insights that can guide curriculum developers in 

creating more effective and relevant educational programs. Understanding how AI 

can be integrated into the curriculum for young learners, particularly in language 

education, will help curriculum designers develop materials and strategies that 

reinforce AI's strengths. This study will guide the design of educational programs 

that include AI resources. The goal is to improve upon traditional instructional 

strategies, making the adoption of AI in education a smooth and beneficial process 

for both students and educators. 

 

In summary, this study is significant because it will contribute to filling a crucial gap 

in the literature, provide practical guidance for educators and curriculum developers, 

inform teacher training programs, and influence educational policy. The insights 

gained from this research will be vital in shaping the future of AI integration in 

young learner classrooms, particularly in the field of English language education, 

ensuring that these technologies are used to their fullest potential in enhancing 

educational outcomes. 

 

1.5. Research Questions 

 

This study aims to investigate the integration of Artificial Intelligence (AI) into 

young learner English as a Foreign Language (EFL) classroom from the perspectives 

of in-service English language teachers. Specifically, this research seeks to answer 

the following questions: 

1. What are the perceptions of in-service English language teachers working in 

K12 elementary schools on integrating Artificial Intelligence (AI) into young 

learners' classrooms? 

a. To what extent do EFL young learner teachers make use of AI tools and 

technologies?  
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b. What are the perceived benefits of using AI in English language teaching 

for young learners? 

c. What are the concerns or potential drawbacks of using AI to teach English 

to young learners? 

d. What recommendations or suggestions do EFL teachers have for the 

effective integration of AI into young learner classrooms for teaching 

English? 

e. Is there a significant difference in the perceptions of English language 

teachers regarding the integration of AI into young learner classrooms 

based on their level of AI literacy? 

f. Are there any significant differences in AI-related perceptions of teachers 

based on their teaching experience? 
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CHAPTER 2 

 

 

LITERATURE REVIEW  

 

 

2.1. Introduction  

 

This chapter presents a focused review of the literature on the integration of Artificial 

Intelligence into English language teaching (ELT), with particular attention to the 

perspectives of in-service EFL teachers who work with young learners. It aims to 

provide a solid foundation for understanding how these teachers perceive and 

experience AI in early language classrooms. 

 

Although AI technologies have become increasingly embedded in educational 

settings, much of the existing research has focused on higher education or general Kï

12 contexts, leaving a gap in understanding how in-service English teachers perceive 

and apply these tools in early language classrooms. This study directly responds to 

that gap by focusing on English teachers who work with young learners in primary 

school settings. These teachers play a key role in how AI is introduced, adapted, and 

sustained in real classrooms. Exploring their perceptions is essential, as their 

experiences, concerns, and classroom decisions directly affect how effectively AI 

supports both language development and the unique learning needs of young 

learners. 

 

To present a clear and focused understanding of the topic, the literature review is 

organized thematically and moves from general discussions to more specific 

contexts. It begins with a brief look of AI in education, general overview of teachersô 

perceptions of AI integration. Followed by the chapter focuses on English language 

teachers, and ultimately centers on those working with young learners in early 

primary education. Within this core focus, the perceived benefits, concerns, and 
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suggestions of young learner ELT teachers are examined in detail. Each section 

corresponds to the central research questions of the study and provides the 

conceptual background needed to interpret the studyôs findings.  The final section of 

the chapter highlights the major gaps in the literature and positions the present study 

within this underexplored area. By doing so, this chapter provides the theoretical and 

empirical background needed to better understand the studyôs findings and to 

contribute meaningfully to the ongoing discussion on AI in early language education. 

  

2.2. Artificial Intelligence in Education  

 

The formal emergence of Artificial Intelligence in Education (AIEd) dates back 

approximately thirty years with the launch of the International Journal of Artificial 

Intelligence in Education (IJAIED). Since then, AIEd has focused on designing 

intelligent systems capable of emulating one-on-one human tutoring (Williamson & 

Eynon, 2020). This interdisciplinary field integrates tools and methodologies from 

various disciplines to address educational challenges, reflecting the cross-domain 

nature of AI (Zhang & Aslan, 2021; Chaudhry & Kazim, 2022). AIEd's development 

has also focused on the responsible and thoughtful use of data to better understand 

how students learn and to improve educational tools and systems. As a result, many 

researchers and organizations have created ethical guidelines to help prevent possible 

negative effects of AI in schools (Hong et al., 2022; Niemi & Wei, 2023; Bai et al., 

2023). 

 

Understanding the full potential of AIEd requires examining how intelligent systems 

are practically implemented in diverse educational contexts. Recent studies highlight 

the need for schools to adopt flexible and adaptable approaches that align AI 

integration with specific teaching goals and classroom realities (Al-Areeshi, 2025; 

Linderoth & Hult®n, 2024). This perspective allows for a clearer and more practical 

understanding of the role of AI, not merely as a tool but as an active element in the 

teaching process and helps ensure its use is both effective and meaningful. 

 

Researchers and experts also widely agree that AI technologies can offer multiple 

advantages to the field of education. According to UNESCOôs AI and Education: 
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Guidance for Policy-Makers, (2021), realizing the full potential of AIEd could play a 

key role in achieving the United Nationsô fourth Sustainable Development Goal by 

2030, ensuring inclusive, equitable, and quality education and promoting lifelong 

learning for all. AIEd is frequently described as a central force behind the ñfourth 

education revolution,ò with its most ambitious aim being to expand access to high-

quality education on a global scale (Hussin, 2018). This view is reinforced by recent 

studies that highlight how AI can improve digital learning systems and help 

disadvantaged or remote communities gain better access to education (Jatto et al., 

2024). 

 

However, interactions with AI in education extend beyond student learning alone. 

Bajcsy et al. (2017) categorize AIEd technologies into three primary domains: 

learner-focused AI, teacher-focused AI, and system-focused AI. Briefly, learner-

centered tools are designed to support learning directly, teacher-oriented systems 

enhance instruction and assessment, and system-level AI supports institutional 

management through intelligent technologies. This framework is still widely used 

today, especially in research that focuses on multimodal education environments and 

how institutions manage large-scale AI systems (Yan et al., 2025; Loble & Hawcroft, 

2022). System-level AI, for example, helps with school management, resource 

allocation, and policy planning using predictive analytics (Ahmed et al., 2025). 

 

One major advantage of learner-focused AI is its capacity to design personalized 

learning experiences based on individual learner characteristics. Consistent with Ye 

et al. (2020), learner-focused AI systems can effectively move beyond the traditional 

one-size-fits-all model, enhancing students' learning, engagement, and motivation. In 

addition, scholars have identified further educational benefits of using AI tools for 

learning purposes. Examples include fostering stronger collaboration among students 

regardless of location, improving classroom dynamics and motivation, enabling 

remote learning, and supporting students with special needs (Mutiga, 2024; Debo & 

Watson, 2024). Empirical studies also demonstrate the effectiveness of virtual tutors, 

adaptive learning platforms, and intelligent dashboards in improving comprehension 

and student engagement (Tapalova et al., 2022; Fletscher et al., 2025).  



 

16 

Turning to teacher-focused AI, one of its key contributions is enabling real-time 

monitoring of classroom activities to better support instruction. Taĸcē and ¢elebi 

(2020) note that over the past decade, learning analytics has become a major area of 

interest for global education technology researchers and practitioners. Yao and Yang 

(2020) explain that AI algorithms deliver real-time insights into studentsô learning 

patterns, enabling teachers to customize experiences based on solid, data-backed 

evidence. This allows teachers to more accurately identify each student's strengths 

and needs, as well as detect learning behaviors both in and beyond the classroom. 

Moreover, the collected data may be simple such as personal details in assignments 

or user-generated content or complex, like emotional or verbal reactions to tasks 

(Jules & Salajan, 2019). AI can also offer automated feedback, assisting students or 

providing insights for teachers, particularly useful in instructional contexts. This 

feature, for instance, can relieve educators from repeatedly addressing the same 

student questions (Baker et al., 2019). It is also emphasized that real-time automated 

feedback removes spatial and temporal barriers of traditional learning, opening up 

new ways for teacher-student interaction (Yao & Yang, 2020). Other research 

confirms that intelligent tutoring systems and AI-based classroom monitoring can 

reduce teacher workload while enhancing personalized instruction (Nasir et al., 

2024). 

 

Although AI presents many advantages, embedding it effectively in education 

systems demands inclusive participation rather than relying solely on financial 

support or administrative decisions. Studies stress that real progress only happens 

when educators, students, developers, and school leaders all work together. Everyone 

involved needs to have a say in designing and testing these tools to ensure they meet 

real classroom needs (Bai et al., 2023; Azevedo et al., 2024; Schiff, 2021). Effective 

implementation requires the active collaboration of schools, teachers, EdTech 

companies, researchers, developers, and students, each playing a critical role in 

shaping AI integration. To ensure practical relevance, technology providers should 

be encouraged to pilot their tools in real classroom environments (Baker et al., 2019). 

Such collaborative efforts can contribute to a more transparent and credible system, 

enabling educators to make thoughtful and confident decisions about the 

technologies they use. 
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Moreover, ensuring the ethical and responsible use of AI in education is essential. 

Governments must invest in secure frameworks for sharing educational data and 

establish clear guidelines and consequences for misuse (Baker et al., 2019). Recent 

educational studies highlight the importance of involving educators and students in 

decision-making processes to prevent ethical oversights and ensure that AI systems 

align with real classroom values (Bai et al., 2023; Hong et al., 2022). Besides, as 

technology transforms the skills required in education and the workforce, enhancing 

national education standards and investing in teacher training becomes crucial 

(Saravanakumar & Raja, 2023; Bonfield et al., 2020). Equipping educators with AI 

skills not only deepens their understanding but also enables them to collaborate with 

developers, suggest improvements, and apply AI creatively in the classroom 

(Goralski & Tan, 2020; Mon et al., 2023). 

 

Finally, increasing general awareness and understanding of AI requires an 

educational approach that addresses three key areas: learning about AI, learning with 

AI, and learning for AI. Learning about AI involves teaching how these technologies 

are developed and the ethical considerations behind them. Learning with AI focuses 

on using AI tools to support teaching and learning processes. Learning for AI 

prepares individuals to critically reflect on the broader impact of AI on society, both 

now and in the future (Baker et al., 2019; Goralski & Tan, 2020). Experts suggest 

that these dimensions should be integrated into curricula across all education levels 

to equip students for a world increasingly shaped by AI (Ali et al., 2025; Xu, 2020). 

 

2.3. Teachersô Perceptions on AI Integration 

 

As AI continues to evolve rapidly and become a part of everyday life, education has 

emerged as one of the key areas most affected by this technological transformation. 

While AI offers considerable potential to enhance teaching practices and enrich 

learning, its meaningful and ethical integration into classrooms largely depends on 

how teachers perceive, understand, and engage with these tools.  

 

Teachers are not passive recipients of technology; they interpret and adapt AI 

according to their pedagogical goals, classroom realities, and student needs (Kizilcec, 
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2023; Holstein et al., 2019). Research consistently emphasizes that teachersô 

readiness, confidence, professional developments and beliefs are key to the 

successful adoption of AI in schools (Kizilcec, 2023; Chounta et al., 2022). Their 

perspectives influence how fairly and effectively these tools are used and how much 

students benefit. Therefore, understanding teachersô perceptions, including their 

expectations, reservations, and support needs, is essential to guide effective AI 

integration in education (Holstein et al., 2019). 

 

As schools continue to invest in digital systems and AI-supported tools, teachersô 

opinions have become an important focus of research (Uwosomah & Dooly, 2025). 

Understanding how teachers view these technologies, what they value, where they 

hesitate, and the types of guidance they seek, is key to ensuring that AI is applied in 

ways that are both pedagogically grounded and practically useful (Almasri, 2024). 

This section provides an overview of current literature on teachersô perceptions of AI 

in education, laying the groundwork for more focused discussions on specific 

contexts like English language teaching and young learner context. 

 

2.3.1. Positive Perceptions about AI Integration  

 

The growing body of literature indicates that teachers are generally positive about 

AIôs potential especially when it lightens their workload and enhances how they 

meet studentsô individual needs (Bergdahl, 2025; Oh & Ahn, 2024; Delello, 2025; 

Ng, 2025). Studies frequently highlight benefits such as personalized learning 

environments, automated assessment, instant feedback, virtual assistance, enhanced 

tutoring systems, and increased student engagement (Asokan, 2022). Importantly, 

many teachers do not perceive AI as a replacement for their role, but rather as a 

supportive tool that operates in the background to enhance teaching effectiveness.  

 

For example, Alwaqdani (2025) shared how teachers valued adaptive AI platforms 

that adjusted learning material based on studentsô progress, enabling them to address 

mixed-ability classrooms more effectively. Similarly, Celik et al. (2022), in their 

review of 67 studies, found that teachers consistently highlight AIôs role in reducing 

repetitive tasks and offering meaningful instructional support. This allowed teachers 
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to spend less time grading or preparing resources and more time directly engaging 

with learners. 

 

In addition, Zadorina et al. (2024) highlighted that the appeal of AI goes beyond just 

improving efficiency; it also has the potential to foster innovation. Participants in 

their study valued systems that visualized student learning trends, offered real-time 

feedback, and allowed for more dynamic lesson structures particularly when teachers 

had the ability to customize content based on the progress of their classes.  

 

In the Turkish context, Seyrek et al. (2024) found that EFL teachers benefit from AI 

particularly in tasks such as preparing personalized learning materials, analyzing 

student data, and tracking academic performance. These applications were especially 

useful in overcrowded classrooms, where AI helped manage time and instructional 

demands. In parallel, ¢etin et al. (2024) reported that in-service teachers in T¿rkiye 

positively perceive AI tools as valuable for alleviating instructional burdens 

particularly through supporting content creation, offering instant feedback 

mechanisms, and assisting with classroom planning. Teachers in their study 

emphasized that such tools not only enhanced teaching quality but also allowed them 

to better manage the diverse learning needs of students. By enabling more immediate 

and individualized responses to student progress, AI was seen as a tool that enhances 

inclusion and responsiveness in the classroom. These findings strengthen the 

emerging consensus that AI technologies provide effective and adaptable support in 

educational environments facing overcrowded classrooms and limited instructional 

resources. 

 

The idea of AI as a óôteaching assistantôô also supported by D¿lger and G¿m¿ĸeli 

(2023). Teachers in their research shared that AI helped them plan lessons more 

easily, check studentsô assignments faster, and even notice when students were 

having difficulties. These tools were especially valuable in busy and demanding 

school settings, where teachers often donôt have enough time to give every student 

individual attention.  

 

Likewise, Han et al. (2020) and Shirin (2022) reported that EFL teachers at both 

primary and university levels valued AI most when it supported existing teaching 
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practices, such as scaffolding learning, addressing misconceptions, and designing 

problem-based tasks. These features helped teachers focus on deeper interactions like 

feedback and critical thinking. Building on this, Malik and Shah (2025) found that 

teachers thought AI was helpful for explaining difficult or abstract topics, especially 

in subjects that require deeper thinking. Teachers also appreciated that AI could point 

out which students were falling behind or struggling, so they could step in and help 

sooner. This supports other research showing that AI can act like an early warning 

system by noticing patterns in student performance and giving teachers useful 

information they might otherwise miss in a busy classroom (Almasri, 2024). These 

studies show that when used well, AI can be a reliable support system for teachers by 

helping them notice things more quickly, stay organized, and respond better to 

studentsô needs especially in classrooms where time and resources are limited.  

 

Building on this perspective, Ruiz Viruel et al. (2025) found that teachers favoured 

AI-supported project-based learning environments because these tools gave students 

more control over their learning and made classroom activities more engaging and 

dynamic. Teachers noted that AI systems enabled them to track student progress 

more closely and adapt learning tasks accordingly, which resulted in deeper student 

involvement and more personalized educational experiences. 

 

According to Purnama et al. (2025), teachers also value AIôs ability to manage 

classroom pacing, adapt instruction in real time, and reduce routine tasks allowing 

them to focus more on meaningful student interaction and reduce stress in 

demanding environments. This supports broader findings showing that AIôs time-

saving features not only improve classroom management but also help prevent 

teacher burnout in high-pressure school settings (Celik et al., 2022). 

 

Moreover, Fitria (2023) indicated that teachers do not perceive AI as a threat to their 

professional identity. Rather, they view it as a much-needed pedagogical aid that 

supports their ability to respond to increasing educational demands, diverse learner 

needs, and administrative pressures. This aligns with the ñaugmentation paradigmò in 

global AI-in-education literature, where AI is viewed as a complement to, rather than 

a replacement for, human expertise (Holstein et al., 2019). Both studies emphasize 
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that teachers are more likely to adopt AI tools when they integrate smoothly into 

existing teaching practices, highlighting the importance of aligning technology with 

educatorsô values and classroom realities (Kaplan-Rakowski et al., 2023). 

 

Recent studies also highlight the growing interest among teachers in generative AI 

tools like ChatGPT, especially for their practical classroom applications. Educators 

have begun integrating these tools into daily routines for tasks such as brainstorming 

ideas, planning lessons, and designing assessments. For example, Kaplan-Rakowski 

et al. (2023) observed that EFL teachers use ChatGPT to generate instructional 

content, while Wangdi and Rigdel (2025) reported that in-service teachers found it 

useful for saving time and reducing cognitive effort during planning. 

 

AI tools have also been found to offer significant support for novice teachers by 

providing structured templates and ready-to-use materials (Van den Berg & du 

Plessis, 2023). Similarly, generative AI tools further assist teachers by aligning 

content with instructional goals and student needs, particularly when time is limited 

(Kehoe, 2023). In addition to saving time, these tools can reduce teacher workload 

and help prevent burnout especially in content-heavy subjects such as English, 

mathematics, and science (Hashem et al., 2023).  

 

These advantages were especially appreciated by teachers who were still developing 

their confidence and skills in using AI tools. As they gained experience, many 

reported a clearer understanding of AIôs practical benefits. Even without full 

confidence, most noted that AI helped them stay organized and manage daily tasks 

more efficiently. Despite limited prior experience, teachers remained open and 

willing to explore AI, often seeing it as a useful complement to their teaching 

practice (Haque, 2024). Others also acknowledged its value in simplifying lesson 

planning and adjusting instruction to meet varied learning paces (Lee et al., 2023). 

 

What stands out across these studies is that teachers are not simply interested in AI 

for automation or convenience, but rather for its potential to support more flexible, 

responsive, and student-focused teaching. Regardless of experience level or context, 

educators increasingly see AI as a tool that can help them adapt their instruction to 

better meet diverse learner needs.  
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All in all, teachers across different contexts and educational levels consistently 

express cautious yet hopeful outlook about the role of AI in education. Rather than 

viewing it as a revolutionary force that will transform teaching overnight, they see AI 

as a practical companion that can take over repetitive tasks, assist in adapting lessons 

to diverse learning needs, and create space for more meaningful teacher-student 

interactions.  

 

Teachers value AI for its potential to enhance instructional quality, support 

innovative teaching practices, and make classrooms more inclusive especially in 

contexts where time, attention, and resources are limited. Importantly, teachersô 

views are not overly excited or unrealistic but show a careful and balanced optimism 

based on what they actually experience in the classroom. Teachers value AI not as a 

miracle solution, but as a practical tool that helps them manage their workload and 

support effective instruction. 

 

2.3.2. Challenges and Concerns related to AI Integration  

 

While many educators recognize the potential of AI, their enthusiasm is often 

moderated by a range of practical and ethical concerns. Teachersô worries center on 

several recurring concepts such as lack of adequate training, uncertainty about data 

privacy, unequal access to AI resources, fear of replacement, and the potential loss of 

pedagogical control (Zawacki-Richter et al., 2019; Haque, 2024; Dizon, 2023).  

 

A systematic review by Celik et al. (2022) outlines both the potential benefits and the 

challenges that AI brings for teachers. The study highlights that although these 

technologies can provide helpful solutions, many teachers feel uneasy about certain 

risks such as excessive screen time for students, data privacy issues, unfair or biased 

decision-making by automated systems, and the fear that technology may reduce the 

human connection in teaching.  

 

Perrotta and Selwyn (2020) expand on this through a relational lens, arguing that 

teachersô concerns often come from a fear that technology may undermine the 

teacher-student relationship and diminish the emotional depth of classroom 
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interactions. These concerns reflect broader demands for the ethical and responsible 

use of AI in education, especially in Kï12 contexts where trust and emotional 

connections are essential (Akgun & Greenhow, 2022).  

 

One of the most frequently cited challenges is the lack of professional development 

and insufficient AI-related training. Studies show that while many teachers are open 

to using AI, they often feel underprepared or lack the confidence to use it effectively 

(Bryant et al., 2020; ¢etin et al., 2024). For instance, teachers in Kehoeôs (2023) 

study expressed frustration with unclear institutional expectations and the absence of 

hands-on support, noting that without adequate guidance, even user-friendly AI tools 

can become overwhelming. This is further supported by Hur (2024) and Fan and 

Zhao (2023), who indicate that insufficient AI literacy increases teacher anxiety and 

maintains a digital divide between skilled users and less experienced teachers. 

 

Another key concern relates to ethical and privacy issues. Teachers across contexts 

have raised questions about how student data is collected, stored, and used by AI 

systems. Almasri (2024) reported that teachers were hesitant to use AI tools that 

lacked transparency in their algorithms or required extensive data input from 

students. Similarly, Abimbola et al. (2024) and Toci et al. (2025) raise concerns 

about biases in algorithms, surveillance practices, and the absence of regulations to 

ensure the ethical use of AI in educational settings. These concerns are elevated in 

contexts where policies around data protection remain unclear or where schools lack 

the framework to ensure secure data handling.  

 

Besides, access to technology and concerns about educational equity remain 

significant barriers to effective AI integration in schools. Teachers worry that AI may 

worsen existing inequalities by privileging students who have access to devices, 

high-speed internet, or private learning environments. Seyrek et al. (2024) also noted 

EFL teachersô concerns that AI might limit studentsô creativity, reduce active 

participation, lead to data privacy risks, and increase inequality due to unequal access 

to technology. 

 

Equity and access therefore emerge as persistent obstacles, particularly in schools 

with limited resources. Unequal access to AI tools can widen existing disparities 
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among students (D¿lger & G¿m¿ĸeli, 2023). Also, teachers in rural or underserved 

areas often express frustration about not being able to apply what they learn in 

professional development sessions, due to a lack of hardware, internet, or paid AI 

platforms (Wangdi & Rigdel, 2025). 

 

Furthermore, as the use of AI in education continues to expand, discussions have 

increasingly focused on how this shift is reshaping the role of teachers in the 

classroom. Oh and Ahn (2024) discuss the idea of ñhumanïAI complementarity,ò 

suggesting that teachers tend to see AI not as a replacement for their role, but as a 

helpful tool to support the emotional and social aspects of teaching in K-12 settings. 

From this view, AI is appreciated for assisting with routine or time-consuming tasks, 

allowing teachers to focus more on meaningful classroom interactions and building 

stronger emotional connections with students.   

 

However, some teachers also report a concern of being replaced or devalued, 

especially when AI is framed as more objective or efficient than human judgment. 

Haque (2024) found that while science teachers were eager to explore AI tools, they 

were also concerned that administrators might use AIôs success to justify reducing 

teacher-led instruction. This reflects broader concerns in the literature about the 

narrative that AI could make teaching outdated (Holstein et al., 2019; Zadorina et al., 

2024).  

 

Despite these concerns, most teachers do not fear being replaced. Instead, they 

emphasize AIôs supportive role particularly for time-consuming tasks allowing them 

to focus more on human-centered instruction such as mentoring, emotional support, 

and individualized guidance (Oh & Ahn, 2024; Kuleto et al., 2022). Likewise, Shirin 

(2022) found that while EFL university teachers in Bangladesh were not overly 

concerned about being replaced by AI, they did express worries about the time and 

effort needed to learn how to use it, as well as its possible impact on human 

interaction in education.  

 

Another key concern raised across studies is the potential loss of pedagogical 

autonomy. Teachers worry that over-reliance on algorithmic recommendations may 
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lead to standardized, less creative instruction. In this regard, Selwyn et al. (2023) 

caution that increasing automation in classrooms could shift power dynamics and 

reduce the relational and humanistic dimensions of teaching. They argue that 

teachers should remain central to the decision-making process and that educational 

technology must not undermine deeper, more meaningful learning goals.  

 

Teachers have also expressed concern that AI systems lack emotional awareness and 

the flexibility needed to handle the complexities of real-world teaching, as they often 

struggle to respond effectively to dynamic, human-centered situations (M®ndez 

Alarc·n et al., 2025). In response to such concerns, some scholars call for a more 

balanced integration of technology in education. For instance, Luan et al. (2020) 

emphasize the need for meaningful dialogue between the analytical accuracy of AI 

and the human values that define effective teaching. They argue that for AI to truly 

serve education, avoiding over-reliance on automation is essential to preserve core 

professional qualities like empathy, communication, and critical thinking. 

 

Another area where teachers express both enthusiasm and concern is AI-supported 

assessment. Tools like automated essay scoring (AES) and computerized adaptive 

testing (CAT) are increasingly used to evaluate student performance, offering clear 

advantages in speed, efficiency, and consistency (Gardner, O'Leary, & Yuan, 2021). 

These systems are especially effective for assessing technical aspects such as 

grammar, structure, and vocabulary. 

 

Yet, many teachers remain cautious about over-reliance on such technologies. A key 

concern is that while AI can score surface-level features, it struggles to assess 

complex and subjective elements like creativity, critical thinking, and argumentative 

depth, areas that require human interpretation and sensitivity to context. This reflects 

a broader limitation of AI, its inability to fully capture the depth and individuality of 

student understanding. 

 

Although educators appreciate the benefits of faster feedback and reduced grading 

workload, they consistently emphasize the need for human oversight. From their 

perspective, maintaining a balance between AI tools and teacher judgment is 
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essential for fair, personalized, and meaningful assessment practices that reflect each 

student's unique strengths and learning process. 

 

Finally, emotional and cognitive overload is another dimension that cannot be 

overlooked. Some teachers reported that integrating new AI tools added to their 

existing responsibilities and made their workload feel even heavier (Lee et al., 2023. 

Without proper integration into their daily routines and clear pedagogical value, AI 

can be perceived not as a solution but as an additional burden.  

 

Taken together, teachers recognize the potential benefits of AI in education, but they 

also express concerns that emphasize the importance of a human-centered, ethically 

responsible, and well-supported approach to its integration. Successful adoption of 

AI tools requires not only the provision of these tools but also ensuring that teachers 

receive adequate training, transparency, trust, and time to adjust. Addressing these 

challenges is essential for transitioning from cautious exploration to confident and 

informed use of AI in the classroom. 

 

2.3.3. Role of Professional Development and Demographics in AI Use by 

Teachers 

 

Teachersô perceptions of AI in education are strongly influenced by their digital 

competence, professional development access, and a range of demographic and 

contextual factors. A consistent theme across the literature is the lack of preparedness 

among educators, often attributed to insufficient training and limited institutional 

support. This gap affects their confidence and willingness to integrate AI tools into 

teaching practices (Chounta et al., 2022; Yue et al., 2024). Lin (2022) emphasizes 

that how teachers interpret and make sense of digital tools including AI, plays an 

important role in shaping their classroom practices. Structured and sustained 

professional development, therefore, becomes essential in shifting teachersô attitudes 

from hesitation to engagement (Lademann et al., 2025). Moreover, national AI 

frameworks and targeted investments in digital curricula can shape teachers' 

perceptions and facilitate smoother adoption of AI in classrooms. This shows how 
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crucial policy support is for ensuring all teachers receive proper training, especially 

in areas with limited technological resources (Moura & Carvalho, 2024). 

 

Across the literature, digital competence consistently emerges as the most reliable 

predictor of positive attitudes toward AI. Galindo-Dom²nguez et al. (2024) 

demonstrated that teachers with strong digital skills, regardless of age, gender, or 

years of experience, are more confident and open to adopting AI-enhanced tools. 

This suggests that technological self-efficacy can outweigh more static demographic 

traits. Ghaeimi et al. (2025) similarly argued that investment in digital literacy 

training can help narrow the divide related to age or regional background. 

 

Nonetheless, being digitally competent does not always translate to AI readiness. For 

instance, Kim and Kwon (2023) found that although South Korean elementary 

teachers were open to AI, many lacked the confidence to integrate it meaningfully 

into subject-specific instruction. This highlights the need for targeted and context-

aware professional development. Similarly, Javaid et al. (2025) observed that older 

educators struggle more with AI adaptation unless supported by mentoring or peer-

led workshops. In contrast, younger teachers and those under 40, particularly women, 

often report higher AI tool usage and more optimistic attitudes (Acem et al., 2024; 

Seyrek et al., 2024).  

 

Although secondary to digital competence, demographic factors still shape teachersô 

views on AI. Research shows that women, younger educators, and those with 

postgraduate degrees tend to hold more positive attitudes possibly due to greater 

exposure to technology during their training or early careers (Acem et al., 2024; Ryu 

et al., 2025). Yet, when access to resources and training is equalized, these 

differences largely disappear, highlighting the critical role of equitable institutional 

support (Al Darayseh, 2023). 

 

Socio-economic and educational backgrounds also shape exposure to and familiarity 

with AI. Ķ­ºz and Ķ­ºz (2024) showed that family income, parental education, and 

the type of high school attended significantly influenced Turkish pre-service 

teachersô awareness of AI tools. These early life disparities in digital access can 
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affect educatorsô long-term confidence and capability with AI integration. These 

findings reinforce the need for inclusive training programs that address diverse 

demographic realities. 

 

Beyond static traits, what most influences teachersô confidence with AI is their level 

of active engagement. The way teachers view AI also connects closely with broader 

educational practices and their ongoing professional growth. Cai (2023) points out 

that in todayôs AI-driven world, teachers need to regularly update their knowledge 

and skills to stay current in their profession. This means not only improving their 

digital abilities but also nurturing their human-focused teaching values and learning 

how to use smart technologies meaningfully in class.  

 

Supporting this, Wang, Sun, and Chen (2023) found that in higher education, having 

strong AI-related skills can boost studentsô creativity, confidence, and learning 

success. They argue that for schools to truly benefit from AI, there needs to be a 

well-rounded effort, one that includes proper resources, skill development, and a 

clear intention to embrace innovation. Senger (2024) similarly showed that frequent 

and diverse use of AI tools predicts confidence more reliably than age or job title. 

Ghaeimi et al. (2025) further emphasized that hands-on engagement is more effective 

than formal qualifications in preparing teachers to use AI meaningfully in the 

classroom. 

 

Geographic and institutional conditions also play a major role in shaping teachersô 

digital skills and readiness for AI. For example, Sunday et al. (2025) reported that 

urban teachers in Nigeria showed greater openness to AI due to better access to 

equipment and training opportunities, while their rural counterparts struggled with 

limited connectivity and logistical barriers. Similarly, Purnama et al. (2025) and 

Castro et al. (2025) noted that teachers in remote areas often fall behind in AI 

adoption because they lack the tools and support systems needed to apply what they 

learn. On a broader scale, international studies highlight how national policies and 

school resources shape teacher perspectives. In Portugal, national AI strategies and 

digital curriculum support had a clear impact on teacher attitudes (Moura & 

Carvalho, 2024). Research from Serbia and Spain likewise reveal that geographic 
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and socio-economic contexts significantly impact how AI is perceived, understood, 

and adopted by teachers (Kuleto et al., 2022; Ruiz Viruel et al., 2025). In T¿rkiye, 

D¿lger and G¿m¿ĸeli (2023) found notable differences in attitudes toward AI based 

on school type and region, underlining the importance of training that responds to 

local needs. These findings suggest that building teacher trust in AI, and the skills to 

use it, requires a mix of smart policy, practical training, and a school culture that 

encourages innovation. 

 

In summary, teachersô openness to AI depends on a combination of digital skills, 

demographic characteristics, active engagement, and institutional equity. While age, 

gender, and experience contribute to perception differences, hey matter less than 

having access to quality training, supportive environments, and opportunities for 

practical application. Making professional development more inclusive and 

addressing resource gaps across schools are key steps toward helping teachers use AI 

confidently, ethically, and effectively.   

 

2.3.4. AI Literacy and Pedagogical Readiness among Teachers 

 

As AI continues to be more incorporated in education systems globally, teacher 

preparedness is no longer sufficiently defined by general digital competence alone. 

Instead, the focus has shifted toward AI literacy which is a more comprehensive and 

pedagogically oriented concept that incorporates not just functional skills, but also 

conceptual understanding, critical evaluation, and ethical reasoning. Unlike basic 

digital competence, AI literacy empowers teachers to make thoughtful decisions 

about when, how, and why to use AI in the classroom, and to do so in ways that are 

both effective and responsible (Cai, 2023; Lin et al., 2022; UNESCO, 2021). 

 

AI literacy covers a range of interconnected skills and understandings. According to 

Ng et al. (2021), it includes four key dimensions: (1) understanding how AI systems 

work, such as how they process data and learn patterns; (2) knowing how to use AI 

tools in practical tasks like giving feedback, creating learning materials, or assessing 

students; (3) being able to critically evaluate the results AI produces, including 

recognizing its limitations and potential biases; and (4) being aware of ethical 
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concerns like data privacy, fairness, and transparency. Expanding on this framework, 

Long and Magerko (2020) argue that AI literacy should also involve reflective and 

metacognitive skills helping teachers not just use AI tools, but whether and why to 

use them in specific pedagogical contexts. .  

 

Empirical evidence strongly links AI literacy with teachersô perceptions and 

willingness to integrate AI into their teaching. Teachers who possess even moderate 

levels of AI literacy are generally more confident, proactive and open to 

experimentation. Galindo-Dom²nguez et al. (2024) and ¢ayak (2024) show that 

teachers with higher AI knowledge experience less anxiety and engage more 

positively with AI tools. Foundational training also appears to make a difference, 

EFL pre-service teachers who received basic instruction in AI were more likely to 

use generative tools ethically and creatively when planning lessons (Sujana et al., 

2025). Similarly, AI-literate EFL teachers showed higher expectations of AIôs 

instructional potential and used it more strategically in formative assessment 

practices (Elshaikh et al., 2025).  

 

On the other hand, limited AI literacy often leads to hesitation, superficial use, or 

even avoidance of AI tools in educational settings. Many teachers, despite 

recognizing AIôs potential to enhance learning, tend to underuse these tools or apply 

them only to routine, low-impact tasks due to a lack of foundational knowledge 

(Elshaikh et al., 2025). Similarly, in professional education contexts, some faculty 

members avoid incorporating AI due to a lack of pedagogical grounding for its 

effective use (Sontakke, 2025). Jung and Kim (2025) documented a similar pattern in 

early childhood education, where teachers initially hold vague or uncertain views 

about AIôs classroom relevance. However, once provided with structured training, 

their attitudes often shift toward more confident, reflective, and ethically responsible 

practices demonstrating the transformative effect of well-designed AI literacy 

programs (Jung & Kim, 2025). 

 

Importantly, research indicates that AI literacy is more predictive of successful AI 

integration than demographic traits such as age, gender, or years of experience. Rao 

and Woo (2025) suggest that hands-on familiarity and cognitive understanding 
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matter more than professional experience. Almaz§n-L·pez et al. (2025) add that 

teachers who identify as digitally innovative are more inclined to adopt AI positively, 

highlighting the importance of mindset alongside skill. 

 

With AI tools becoming integral to classrooms, understanding their ethical 

implications has become a core component of AI literacy. Beyond knowing how to 

use AI tools, teachers must be prepared to critically assess AI-generated outputs and 

understand the broader consequences for fairness, transparency, student privacy, and 

autonomy. UNESCOôs reports (2021, 2023) stresses that educational AI must be 

developed in ways that uphold human rights, promote equity and protect the agency 

of both learners and educators.  

 

In line with this, Ferikoĵlu and Akg¿n (2022) developed an AI awareness scale that 

reflects this complexity, organizing teacher AI literacy into areas such as theoretical 

knowledge, practical application, conceptual connection, and reflective mindset. This 

approach frames AI literacy not just as a set of technical skills, but as the ethical and 

intentional application of AI in educational practice. They also suggest that AI 

literacy for teachers should include ethical thinking as a central part, alongside 

practical skills and theoretical knowledge. As AI systems become more advanced, 

the risks also grow such as biased decisions, lack of transparency in how outcomes 

are generated, misuse of data, and too much dependence on surveillance tools. 

Teachers need to understand these risks and develop the critical awareness to spot 

and respond to them in everyday classroom contexts. 

 

Importantly, ethical reasoning is not separate from technical or pedagogical use, it is 

what gives AI literacy its depth and responsibility. When ethical thinking is 

embedded into teacher training, educators are better positioned to make informed 

instructional decisions, resist overautomation, and promote student-centered, 

trustworthy AI use in education. UNESCO (2021) emphasizes this in its call for a 

human-centered vision that ensures equitable access, safeguards rights, and prepares 

learners for life  and work in an AI-driven world. The report emphasizes the importance 

of project-based, creative, and ethically grounded approaches to AI education along 

with focused teacher training to ensure successful classroom integration.  
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From a holistic teaching perspective, AI literacy becomes a transformative force 

empowering teachers not just to use tools, but to become ethical agents, critical 

thinkers, and instructional designers in AI-mediated learning environments (Amiri, 

Islam, & Akter, 2025). Rather than applying tools mechanically, teachers with 

advanced AI literacy personalize learning, foster critical thinking, and engage 

students in meaningful dialogue (Amiri, Islam, & Akter, 2025).  Fitri et al. (2025) 

found that teachers with advanced AI literacy do not merely apply tools for 

efficiency; instead, they integrate generative AI to scaffold critical thinking and 

foster reflective dialogue. Zhou (2025) similarly notes that such teachers act as 

ethical role models, openly addressing dilemmas around AI use and modeling 

transparent, responsible practices in their classrooms. 

 

Building on this foundation, Dominek (2025) emphasizes that the ethical and 

creative aspects of AI literacy should be core components of curriculum design, 

particularly when the goal is to cultivate skills like collaboration, communication, 

and creativity. Caratozzolo et al. (2025) similarly demonstrate that teachers who 

receive training in AI ethics and design thinking are better equipped to integrate AI 

meaningfully into instruction, aligning its use with equity-driven educational goals. 

This comprehensive view of AI literacy is essential for helping teachers navigate an 

evolving technological landscape while enhancing learning experiences for students. 

As Senger (2024) notes, AI literacy is not just about tool use, itôs about shaping 

instruction with clarity, purpose, and integrity. Polat et al. (2025) further argue that 

strengthening AI literacy also encourages future educators to think more broadly 

about innovation and sustainability, extending its relevance beyond the classroom. 

 

Ultimately, improving teachersô AI literacy builds confidence, reduces hesitation, 

and equips them to engage critically, ethically, and effectively with technology 

(Haque, 2024; Nazaretsky et al., 2022). It isnôt just a useful skill; itôs a core 

competency for educators operating in increasingly AI-driven learning environments. 

Unlike fixed demographic traits, AI literacy is dynamic and can be developed 

through targeted training, hands-on practice, and institutional support. To ensure AI 

is implemented wisely, not just widely, education systems must prioritize AI literacy 

in both pre-service and in-service teacher development. 
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Understanding how teachers perceive AI integration offers critical insight into the 

conditions that shape its effective use in classrooms. Yet, these perceptions are far 

from consistent, they vary by discipline, context, and instructional goals. To gain a 

clearer picture, itôs necessary to examine how AI is experienced within specific 

teaching domains. In this respect, EFL teachers offer a particularly valuable 

perspective, as language education carries unique pedagogical demands centered on 

communication, engagement, and cultural relevance. 

 

While general teacher perspectives provide useful context, they donôt fully capture 

the realities of English language instruction. EFL teachers work in environments that 

prioritize communication, learner engagement, and cultural relevance dimensions 

where AI can offer targeted support but also present unique challenges. 

Understanding their perceptions is essential, as they highlight not only the commonly 

recognized benefits of AI, such as time-saving tools, personalized learning 

opportunities, and content generation, but also domain-specific concerns. These 

include fears about diminished student creativity, overreliance on AI-generated 

language, reduced human interaction, and ethical ambiguity.  

 

Crucially, EFL teachers also express practical recommendations to ensure 

meaningful integration, such as improved training, clearer ethical guidelines, and AI 

tools adapted to language learning contexts. Focusing on their experiences not only 

reveals how AI is used in the classroom, but also how itôs questioned, challenged, 

and shaped by the demands of language teaching. The next section explores these 

perspectives in depth to offer a more grounded understanding of AIôs evolving role 

in education. 

 

2.4. EFL Teachersô Perceptions on AI Integration 

 

2.4.1. Roles of AI in EFL  

 

Artificial Intelligence has recently emerged as a transformative force in English as a 

Foreign Language (EFL) offering a wide range of applications that extend beyond 

traditional instructional models and aim to personalize, automate, and enhance the 
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teaching and learning process. AI, in the context of education, refers to 

computational systems designed to simulate human cognitive functions such as 

reasoning, problem-solving, and natural language processing to facilitate adaptive 

and data-informed learning environments (Karsenti, 2019; Campesato, 2020; Luckin 

et al., 2016). Within the context of EFL, these technologies are increasingly utilized 

to provide personalized learning opportunities, enhance assessment processes, and 

improve learner engagement through intelligent, adaptive systems (Jiang, 2022; 

Baskara, 2023).  

 

Several types of AI-driven tools have been adopted in language education. 

Automated Essay Scoring (AES) systems, for instance, assess studentsô writing by 

analyzing grammar, vocabulary, coherence, and structure, and generate immediate 

feedback helping teachers save time and learners improve independently (Jiang, 

2022). Neural Machine Translation (NMT) tools, such as Google Translate, offer 

learners real-time bilingual support, which is especially useful for vocabulary 

acquisition and understanding complex texts (Hong et al., 2021). Intelligent Tutoring 

Systems (ITSs) go a step further by adapting instructional content based on a 

studentôs performance, often used to teach grammar or reading comprehension 

through personalized tasks and feedback (Ghali et al., 2018). Chatbots, like Replika 

or ChatGPT, simulate natural conversation and function as virtual speaking partners, 

allowing students opportunities to practice oral and written communication in a low-

stress environment (Fryer & Carpenter, 2006; Kim et al., 2020). Additionally, tools 

like Grammarly act as intelligent writing assistants, serve as digital writing assistants 

that identify grammar, punctuation, and style issues, while suggesting improvements 

for clarity and tone (Fitria, 2021; Karyuatry, 2018). Furthermore, voice-enabled 

personal assistants like Google Assistant and Alexa also provide opportunities for 

repeated oral practice and pronunciation feedback, helping learners gain fluency and 

confidence over time (Tai & Chen, 2020). 

 

EFL teachers integrate these technologies in different ways depending on their 

objectives and teaching contexts. For instance, some use ChatGPT for brainstorming 

writing topics and giving students personalized feedback; while others use AI 

grammar checkers to reduce grading load and focus more on content-based 
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instruction (Baskara, 2023; Toncic, 2020). These tools are often appreciated for their 

ability to offer immediate responses, increase student motivation, and support 

differentiated instruction especially in large or mixed-level classrooms (Jiang, 2022; 

Haristiani & Danuwijaya, 2019). Teachers have also recognized AIôs potential to 

reduce student anxiety during speaking practice by offering judgment-free 

interactions with chatbots or voice-based agents (Kim, 2017; Ayedoun et al., 2015), 

which is particularly beneficial for young or anxious learners developing oral skills. 

In EFL classrooms, this interpretive role of teachers becomes even more crucial due 

to the unique demands of language instruction, where pedagogical decisions must 

account for learnersô linguistic needs, cultural backgrounds, and curriculum 

standards. Studies indicate that EFL teachers tend to approach AI integration 

thoughtfully, making instructional choices based on their technological competence, 

pedagogical intentions, and ethical considerations (Williyan et al., 2024; Gal§n-

Rodr²guez et al., 2024). While these advantages are promising, the integration of AI 

into EFL is not without its complexities. EFL teachersô perceptions and experiences 

vary significantly depending on their technological readiness, institutional support, 

and awareness of ethical concerns such as data privacy, fairness, and pedagogical 

appropriateness (Yang & Chen, 2023; Ruane et al., 2019). Therefore, understanding 

how in-service EFL teachers perceive and apply these tools is critical for developing 

effective, inclusive, and sustainable strategies for AI integration in language education.  

 

This section aims to explore these perceptions by synthesizing current research on 

how EFL teachers understand, experience, and recommend the use of AI in English 

teaching. Through this exploration, the section highlights the perceived benefits, 

challenges, and recommendations associated with AI integration particularly as it 

relates to young learner classrooms. 

 

2.4.2. Perceived Benefits of Using AI in EFL  

 

2.4.2.1. Personalized Learning Opportunities 

 

One of the most widely acknowledged pedagogical benefits of AI integration in EFL 

teaching is the capacity for personalized instruction. AI-powered systems such as 
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ChatGPT, Duolingo, and adaptive learning platforms can personalize content to each 

learner's proficiency level, pace of learning, and individual interest (Cope et al., 

2020; Chatterjee & Bhattacharjee, 2020; Jiang, 2022). Adaptive learning platforms, 

in particular, refer to AI-driven educational systems that continuously assess student 

performance and adjust instructional content in real-time to meet learnersô needs. For 

example, programs like Write & Improve, Carnegie Learning, or ELSAspeak analyze 

user input to deliver customized grammar explanations, vocabulary sets, or 

pronunciation exercises. In an EFL classroom, for example, this means that a student 

struggling with past tense verbs might receive additional targeted exercises, while 

another student performing well in reading comprehension could be presented with 

more advanced texts or writing prompts.  This adaptability has been especially 

praised by teachers because of this level of real-time, data-driven adaptation allows 

teachers to manage heterogeneous classrooms more effectively where learners' 

linguistic skills vary significantly and ensures that each student receives the 

appropriate level of challenge and support. 

 

This level of real-time, data-informed adaptability is especially appreciated in diverse 

EFL contexts, where learners' linguistic competencies, learning speeds, and 

motivational profiles often vary considerably (Alharbi & Khalil, 2023; Gal§n-

Rodr²guez et al., 2024). In addition, teachers report that such platforms help identify 

individual learners' weaknesses and adapt exercises accordingly, reducing the 

reliance on one-size-fi ts-all instruction (Zulkarnain & Yunus, 2023). For instance, 

tools like Lingokids, and Read Along use AI-driven voice recognition and gamified 

input to adapt reading levels for children, boosting learner confidence and 

engagement (Ilyasova, 2025). 

 

Personalized AI tools also play a pivotal role in fostering learner autonomy, which is 

considered a central goal in 21st-century language pedagogy and digital literacy 

frameworks (Kukulska-Hulme et al., 2022; Tiwari, 2024). These systems allow 

students to engage with instructional materials at their own pace, revisit challenging 

content, and practice skills independently without being fully dependent on teacher 

input (Islam Sarker, 2025). Such autonomy is especially valuable in EFL contexts 

where class sizes are large or teacher availability is limited, enabling learners to take 
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more control over their own progress and self-regulation strategies (Lee & 

Warschauer, 2022). 

 

Baskara (2023) further emphasized that EFL teachers appreciated how ChatGPT 

could scaffold writing tasks for struggling students by offering sentence starters, 

vocabulary suggestions, or simplified paraphrasing aligned with the learnerôs 

language level. This form of AI-generated scaffolding enables learners, particularly 

those at A1ïB1 levels, to engage in productive language use without the fear of 

failure, while also building confidence through guided output. Teachers reported that 

students using ChatGPT exhibited more willingness to write, revise, and experiment 

with language due to the supportive and responsive nature of the tool. 

 

Moreover, studies suggest that personalized learning via AI fosters greater 

engagement and long-term learning outcomes by matching instruction with studentsô 

cognitive and emotional readiness (Deckker & Sumanasekara, 2025; Chen, 2025). In 

classrooms where EFL teachers face large student numbers and time constraints, AI's 

ability to respond to each learner individually was consistently identified as a 

significant pedagogical advancement (Wulandari & Purnamaningwulan, 2024). Jiang 

et al. (2025) and Zulkarnain & Yunus (2023) highlighted that this personalization is 

not limited to academic support but also fosters inclusive education, especially for 

students with learning difficulties or lower proficiency. 

 

2.4.2.2. Real-Time Feedback and Formative Assessment 

 

The second major benefit highlighted by EFL teachers is AIôs ability to deliver 

immediate, personalized feedback, particularly in writing and speaking instruction. 

Tools such as Grammarly, ChatGPT, ELSA Speak, and other intelligent writing 

assistants are widely used to provide error correction, paraphrasing suggestions, and 

structural coherence checks (Azennoud, 2024; Mun, 2024). 

 

Zulkarnain & Yunus (2023) reported that teachers in primary ESL classrooms found 

AI tools helpful in supporting writing improvement through features like automated 

scoring, peer review facilitation, and lexical enhancement. Tools like Padlet and AI-
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powered rubrics offered scaffolding without overburdening the teacher with 

individual paper reviews. 

 

A common theme in teacher narratives was the ability of AI to enhance learner 

reflection. When students received formative feedback instantly, they were more 

likely to revise and improve their work in a timely manner, thus improving learning 

outcomes (Sumakul et al., 2022). This aligns with Baskaraôs (2023) observations that 

ChatGPTôs dialogic format helped students better understand grammatical or stylistic 

corrections compared to traditional red-pen feedback. 

 

Additionally, AI-powered feedback tools promote self-paced and self-evaluative 

learning, which is a key competency in 21st-century education. Teachers have noted 

that these tools free them from repetitive micro-corrections, allowing them to 

dedicate more time to higher-order instructional tasks such as developing speaking 

fluency or reading comprehension. Studies confirm that combining AI feedback with 

teacher input not only improves the quality of student revisions but also enhances 

learner autonomy and classroom efficiency (Khan et al., 2025), (Tran, 2025), (Han & 

Li, 2024). 

 

However, teachers have also raised concerns about over-reliance on AI feedback and 

the need to develop students' critical thinking skills to assess the quality of AI-

generated corrections (Setiawan & Alkhowarizmi, 2025). 

 

2.4.2.3. Learner Motivation and Increased Access 

 

Another key benefit cited by EFL teachers is the motivational appeal and 

accessibility of AI-integrated learning environments. Especially for young learners, 

the multimodal, gamified, and visually engaging nature of AI tools captures attention 

and sustains interest (Alzubi et al., 2025; Tzagkourni et al., 2021; Tai & Chen, 2021). 

 

Several EFL teachers reported in recent research that AI-integrated tools such as 

chatbots, Read Along, and gamified platforms like Quizizz can generate higher 

student enthusiasm and active classroom participation. These technologies stimulate 
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both emotional and cognitive engagement while simultaneously lowering anxiety 

levels and enhancing learnersô communicative confidence. For instance, AI chatbots 

have been shown to foster a safe, non-judgmental space where students feel more 

comfortable experimenting with new vocabulary and practicing speaking without 

fear of making mistakes (Wang & Xue, 2024; Yang et al., 2022). Chatbot-assisted 

writing and speaking tasks have also been associated with significantly greater 

affective and behavioral engagement than traditional classroom practices (Hastomo 

et al., 2025). 

 

While platforms like Quizizz are primarily designed to enhance cognitive and 

psychomotor engagement, their motivational potential largely depends on 

instructional design and how feedback is presented (Munawir & Hasbi, 2021). The 

gamified, interactive nature of such tools can encourage students to participate more 

actively, particularly in large or mixed-level classrooms. 

 

Moreover, many EFL teachers have emphasized that AI-powered tools, especially 

chatbots and pronunciation applications, help establish psychologically safe learning 

environments where learners can take communicative risks without fear of 

embarrassment. This is particularly beneficial for younger or beginner-level learners, 

who may otherwise hesitate to speak English aloud. Students interacting with such 

tools often demonstrate increased willingness to explore vocabulary, pronunciation, 

and grammar structures due to the private, supportive, and feedback-rich nature of 

these platforms (Wang & Xue, 2024; Yang et al., 2022). As a result, learners are 

more likely to speak freely and confidently, which contributes to the development of 

oral fluency and self-efficacy in language use (Hastomo et al., 2025). 

 

Moreover, AI platforms allow flexible access to learning, especially for students in 

rural or underserved areas where teacher resources are scarce. This was particularly 

emphasized in the studies by Al Matari (2023) and Keerthiwansha (2018), which 

documented how EFL teachers used mobile AI apps to support language practice 

beyond the classroom. 

 

Divekar et al. (2021) and Lee et al. (2022) further established that learners using AI-

assisted environments expressed increased learning satisfaction, enjoyment, and 
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positive language attitudes, which in turn improved learning outcomes. When 

learners are motivated, language acquisition becomes more meaningful and sustained 

over time. 

 

2.4.2.4. Time-Efficiency and Workload Reduction 

 

EFL teachers frequently identify efficiency as one of the most immediate benefits of 

AI integration. Especially in contexts where class sizes are large and instructional 

time is limited, AI tools help reduce the burden of grading, lesson planning, and 

progress tracking (Baker & Smith, 2019; Ahmad & Ghapar, 2019; Jiang, 2022). 

 

Recent studies noted that EFL teachers increasingly use AI tools like to automate 

vocabulary reviews, grammar quizzes, and writing feedback, which allowed them to 

focus on intervention-based instruction and one-on-one student support (Warda et al., 

2024), (Alsaedi, 2024). ChatGPT, in particular, is seen as a practical co-teacher 

capable of generating reading comprehension questions, creative story prompts, and 

even scaffolded tasks for differentiated instruction (Jeyraman et al., 2025). 

 

Another important advantage is in lesson resource generation. EFL teachers 

appreciated the ability of AI systems to rapidly curate or produce age and level-

appropriate content (e.g., vocabulary lists, flashcards, reading texts) based on specific 

learning outcomes (Sumakul et al., 2022; Tiwari, 2024). This automation reduces 

teacher preparation time and enables more targeted lesson delivery. 

 

However, some teachers have cautioned that early adaptation challenges and 

technology-related anxiety may delay the full realization of AI's benefits, especially 

for older or less digitally proficient instructors. Research highlights that resistance to 

change, technical inexperience, and uncertainty about AI's role in teaching are 

common concerns during early stages of AI adoption (Parviz, 2024), (Liu & Liu, 

2025), (¦nal & Kºksal, 2025). 

 

In summary, EFL teachers' general perceptions of AI integration are strongly positive 

when focused on pedagogical benefits such as personalization, feedback, learner 
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motivation, and workload relief. The literature demonstrates that AI has the capacity 

to complement rather than replace the role of EFL teachers by enhancing instruction, 

engagement, and assessment. However, maximizing these benefits requires 

addressing challenges related to training, access, and thoughtful implementation 

these themes further explored in the following section on Perceived Concerns and 

Drawbacks. 

 

2.4.3. Perceived Concerns or Potential Drawbacks of Using AI in EFL  

 

Despite the growing enthusiasm for integrating AI in English as a Foreign Language 

(EFL), a growing body of research indicates that educators especially those in EFL 

settings express significant concerns. These range from ethical and pedagogical 

anxieties to technical, resource-based, and psychological challenges. This section 

explores these concerns in depth, categorizing them into key thematic areas based on 

empirical evidence and scholarly analysis. 

 

2.4.3.1. Ethical Issues and Data Privacy  

 

One of the most commonly cited concerns in EFL settings involves the ethical 

implications of AI, particularly related to data privacy, consent, and surveillance. AI 

tools frequently rely on the collection and analysis of large datasets, including 

studentsô interactions, performance metrics, and even biometric inputs such as voice 

or facial expressions. 

 

Kasneci et al. (2023) argue that in the absence of well-defined regulatory 

frameworks, the handling of student data particularly that of minors poses serious 

risks, including concerns about surveillance, lack of informed consent, and the 

potential for inappropriate long-term data storage.  Similarly, Holmes et al. (2019) 

note that ethical AI implementation in classrooms must respect learners' rights, 

especially in formative stages of development. The lack of transparency in many AI 

algorithms, commonly referred to as the ñblack boxò problem, further complicates 

these concerns, as neither teachers nor students can clearly trace how decisions are 

made or how personal data is processed within these systems (Eschenbach, 2021). 
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Al Matari (2023) highlights that many instructors are particularly hesitant to integrate 

AI tools in their classrooms without guaranteed data security and platform 

accountability, citing concerns about potential breaches of student privacy and 

institutional obligations. Teachers emphasised their discomfort with the possibility of 

being held personally or professionally liable if studentsô personal information were 

misused by the use of third-party AI applications.  

 

This concern is well justified, as it aligns with broader policy recommendations such 

as those outlined by UNICEF (2021), which advocate for child-centered, rights-

based approaches to AI integration, emphasizing the need for transparency, safety, 

and ethical responsibility in educational technologies. These guidelines stress the 

importance of ensuring that AI systems used in educational settings are not only 

transparent and ethical, but also developmentally appropriate and designed with the 

best interests of the child in mind. Together, these findings suggest a critical need for 

educational institutions to establish clear protocols and vetting mechanisms before 

adopting AI technologies at scale. 

 

2.4.3.2. Changing Teacher Roles and Fear of Deskilling 

 

A recurring theme in literature is the concern that AI might marginalize or even 

replace the teacher's traditional role in the classroom. As AI takes on tasks such as 

grading, giving feedback, or language modeling, some EFL teachers worry being 

positioned as background operators of AI tools instead of pedagogical leaders. For 

example, Zhou et al. (2024) found that Chinese EFL teachers struggled with 

redefining their professional identities as AI tools assumed increasingly instructional 

roles, highlighting a tension between automation and teacher agency 

 

According to Traxler and Kukulska-Hulme (2015), the teacherôs identity is deeply 

tied to instructional creativity, emotional intelligence, and context-specific decision-

making, all elements that AI cannot replicate. However, the increasing presence of 

AI challenges this identity by prioritizing data-driven efficiency over human-

centered pedagogy. Similarly, in a study of Iranian and Italian EFL teachers, 

Ghiasvand et al. (2024) reported that many participants worried about ñdeskillingò, a 
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loss of professional autonomy and instructional creativity, as AI tools like ChatGPT 

increasingly delivered content and feedback. 

 

These perceptions are echoed in Turkish and Vietnamese contexts. For instance, 

Akyēldēz (2024) found that while teachers appreciated AIôs benefits in 

personalization and efficiency, many expressed discomforts with the standardization 

of instruction and a perceived erosion of their creative teaching roles. Likewise, 

Pham & Le (2024) documented fears that ChatGPT could reduce classroom 

interactivity and shift studentsô dependency away from teachers. 

 

These findings reinforce earlier theoretical arguments, which warned of AIôs 

potential to displace core elements of teacher identity, such as creativity, empathy, 

and context-sensitive judgment (Bulger & Mayer-Schºnberger, 2018; Traxler & 

Kukulska-Hulme, 2022). 

 

2.4.3.3. Lack of AI Literacy and Technical Knowledge  

 

Another significant barrier to AI integration in EFL is the technical knowledge gap 

among teachers. Multiple studies emphasize that a lack of digital literacy and AI-

specific competence undermines teachersô confidence and willingness to adopt new 

technologies. Ayanwale et al. (2022) highlight that digital readiness is uneven across 

contexts, particularly in developing countries. Teachers often feel unprepared to 

navigate AI-powered platforms and lack structured professional development 

opportunities. 

 

In a recent Turkish study, it was found that many secondary EFL teachers lacked the 

pedagogical know-how to meaningfully implement AI tools, even when they 

recognized their instructional value (¦nal & Kºksal, 2025). Training was shown to 

reduce AI-related anxiety and improve digital materials development skills, 

underscoring the dual need for both emotional and technical support. Similarly, a 

study conducted in Algeria emphasized external challenges like outdated technology, 

insufficient training, and large class sizes as key challenges to AI adoption in EFL 

classrooms (Mehdaoui, 2024). 
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In the qualitative study by Jomaa et al. (2024), several instructors admitted that while 

they were open to exploring tools like chatbots or adaptive feedback systems, they 

lacked the knowledge to customize or troubleshoot them. This reinforces findings by 

Yu and Trainin (2022), who argue that AI-related teacher training should go beyond 

basic usage and include pedagogical integration, critical evaluation, and ethical 

awareness. 

 

Furthermore, a global review stressed the importance of establishing an AI literacy 

competency framework and offering continuous digital training to address gaps in 

teacher preparedness, confidence, and infrastructure (Garcia et al., 2025). Teachers, 

while optimistic about AIôs potential, consistently called for better institutional 

support and clearer guidelines for integration. 

 

2.4.3.4. Technology Access and the Digital Divide 

 

Persistent technological disparities remain as one of the most major barriers, 

particularly in public school settings or under-resourced regions. Many AI tools 

depend on stable internet connections, up-to-date hardware, and current software 

systems, which are often unevenly distributed across educational institutions. 

 

In their study of Indonesian high schools, Kencana (2025) highlighted that limited 

digital facilities and access to devices significantly hindered effective technology 

use, despite EFL teachersô willingness to engage. Similarly, Ghimire & Neupane 

(2024) found that EFL teachers in Nepal acknowledged AIôs pedagogical potential 

but pointed to the lack of technological capacity as a barrier to equitable 

implementation. 

 

In Jong & Tanôs (2021) study, EFL teachers in Southeast Asia reported difficulty in 

using platforms like Padlet and Quizizz due to unstable internet connections and 

outdated school equipment. Similarly, Gu et al. (2021) noted that even when teachers 

were enthusiastic about using AI-powered writing tools, classrooms lacked the 

required devices to implement them effectively. In large classrooms, access 

inequality (e.g., not every student owning a tablet) widened the achievement gap. 
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The digital divide is not merely a technical challenge but a reflection of broader 

educational inequities on a global scale. As UNESCO (2020) reports, over 40% of 

learners worldwide lack consistent internet access, which significantly limits the 

equitable implementation of AI-enhanced learning environments. Teachers working 

in under-resourced or low-income settings often express frustration and helplessness 

when expected to ñinnovateò without the necessary digital tools or institutional 

support. In this context, Zainuddin (2024) emphasizes that policymakers must 

directly address technological readiness gaps and provide technical support to ensure 

fair access to AI-based educational tools. Similarly, rural teachers in Latin America 

cited lack of connectivity and device availability as major barriers, warning that such 

disparities could widen rather than close achievement gaps (Castro-Prat et al., 2025). 

These findings underscore the urgent need for systemic investment in technological 

equity as a prerequisite for meaningful AI integration in education. 

 

2.4.3.5. Student Engagement and Cognitive Overload  

 

While AI tools are frequently praised for boosting student engagement, several 

studies caution that their multimodal nature can also result in cognitive overload 

especially for younger or lower-proficiency learners. Xu and Li (2024) identified that 

AI affordances like personalization, interactivity, and social presence significantly 

improve engagement, but warn that for students with low initial engagement, 

excessive stimuli can hinder sustained cognitive focus.  

 

Feng Tengôs (2019) concern that lower-proficiency learners struggle with AI 

platforms due to overstimulation such as animated avatars, automatic feedback, and 

gamified elements that distract from core vocabulary content is highlighted in more 

recent findings by Xu and Li (2024), who observed that students often focused more 

on interface features than on the intended learning outcomes. Similarly, one study 

observed that in classes using AI-based pronunciation apps, students became more 

interested in playing with the software than completing assigned learning objectives, 

which created challenges for classroom management (Gu et al., 2021). 

 

Another study further highlights that while AI enhances emotional and behavioral 

engagement, its unmoderated use can lead to surface-level interaction rather than 
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deep learning (Guo & Wang, 2024). These findings echo Chounta et al. (2022), who 

emphasize that without structured scaffolding, AI-enhanced learning environments 

may contribute to cognitive overload rather than meaningful educational gains. 

Teachers in their study were particularly concerned about balancing engagement 

with pedagogical depth, especially when AI tools are used without guidance.  

 

2.4.3.6. Equity and Inclusion Concerns  

 

While AI systems hold promise for expanding access to education, they also risk 

reinforcing existing inequalities when equity and inclusivity are not central to their 

design. In linguistically and culturally diverse EFL classrooms, poorly calibrated 

algorithms can unintentionally marginalize certain learners rather than support them. 

Multiple studies have highlighted how algorithmic bias, unrepresentative training 

data, and inaccessible interface design can contribute to exclusionary practices. 

 

For instance, Holmes et al. (2022) found that many AI tools in language education 

are trained on datasets favoring dominant language varieties such as American or 

British English. As a result, students who speak with non-standard accents or follow 

localized English norms may receive inaccurate feedback, lower evaluation scores, 

or feel culturally excluded. This is especially problematic for learners from regions 

underrepresented in the digital corpora used to train these models. 

 

UNICEF (2021) similarly warned that AI algorithms trained on biased or incomplete 

data could continue structural inequities. In settings where learners are already 

disadvantaged due to socioeconomic, linguistic, or cultural factors, biased AI 

systems may widen rather than bridge achievement gaps by delivering less accurate, 

lower-quality feedback to those who need the most support. 

 

Teacher perspectives across various contexts affirm these concerns. In a study by 

Kazimzade et al. (2025), EFL teachers working with students with multiple 

disabilities reported that many AI tools lack inclusive design features, often failing to 

accommodate learners with special needs and thus undermining equitable 

educational access. Likewise, Nazim (2024) noted that Arab EFL teachers expressed 
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concerns over accessibility limitations, particularly for students with visual 

impairments or learning differences such as dyslexia. 

 

Similarly, studies have shown that blind and dyslexic learners often encounter 

difficulties using popular AI-powered reading and learning applications due to poor 

design compatibility and a lack of screen-reader support (Kunda et al., 2025). This 

points to a critical gap in the inclusive design of current AI tools. Shivani et al. 

(2024) emphasize that such oversights disproportionately affect visually impaired 

and neurodiverse learners, while Ferebee (2025) highlights ongoing ethical concerns 

surrounding the usability of AI in accessibility contexts, warning that such 

exclusions may reinforce existing educational disparities rather than alleviate them. 

 

These findings underscore the urgent need to integrate universal design principles, 

diverse linguistic representations, and user-centered accessibility standards in the 

development of AI tools for language learning. Without such measures, AI may 

unintentionally deepen educational divides rather than promote inclusive progress. 

 

2.4.3.7. Workload and Burnout  

 

Although AI is often promoted as a tool to simplify instruction and save time, many 

EFL teachers report the opposite experience especially during the initial stages of 

integration. Instead of reducing workload, AI can introduce new demands such as 

learning unfamiliar systems, tailoring lesson content, resolving technical issues, and 

ensuring ethical usage, all of which add pressure to already full teaching schedules. 

 

Zhou and Hou (2025) found that EFL instructors frequently struggled with 

insufficient training and technical support, which led to heightened stress when 

implementing AI tools in their classrooms. Similarly, ¥zkan et al. (2024) observed 

that while many teachers acknowledged the potential benefits of AI, they were also 

concerned about increased responsibilities such as lesson adaptation and continuous 

monitoring of student engagement. Moreover, the combination of technological 

expectations and limited self-efficacy in AI usage contributes significantly to burnout 
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symptoms among EFL teachers, especially in under-supported educational 

environments (Chang, 2022). 

 

Together, these findings suggest that without structured training, institutional 

backing, and manageable expectations, AI may become a source of overload rather 

than relief for language educators. 

 

2.4.3.8. Pedagogical Misalignment and Overreliance  

 

Finally, a growing concern among EFL educators is that AI systems may encourage 

superficial learning or impose standardized instructional approaches that fail to 

consider contextual differences, individual needs, or cultural variations. Many AI 

platforms are built around pre-designed templates and generic formats, which may 

not align with specific curricular goals or pedagogical philosophies in different 

regions. 

 

In Al-Khreshehôs (2024) study, teachers expressed concern that students were 

becoming overly reliant on AI-generated translations and sentence completions, 

behaviors that discouraged independent thinking and authentic language production. 

Similarly, Sumakul et al. (2022) warned that although AI can support learning 

through scaffolding, excessive dependence may undermine creativity and reduce 

learnersô intrinsic motivation to use language spontaneously. 

 

These concerns are echoed in Pham and Leôs (2024) qualitative study, where 

Vietnamese EFL teachers noted that AI tools, despite their efficiency, often failed to 

align with socio-cultural classroom contexts and did not support the development of 

deeper communicative competence. Alzubi et al. (2025) further found that while 

students appreciated AI tools like ChatGPT for generating ideas and feedback, many 

became overly dependent on these tools, which diminished their willingness to take 

linguistic risks and limited engagement in critical thinking. 

 

Similarly, teachers remain uncertain about the role of AI in developing higher-order 

thinking and communicative skills, underscoring the need for more comprehensive 
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pedagogical frameworks (Elsheikh et al., 2024). AI-generated outputs also often lack 

instructional alignment and require significant teacher adaptation before they can be 

effectively integrated into language teaching (Zaim et al., 2024). 

 

Future research should go beyond documenting challenges and move toward 

collaborative solution-building with educators, students, and policymakers. Only 

through such participatory approaches can AI evolve into an empowering, rather than 

alienating, force in language education. 

 

2.4.4. Teacher Preparedness and Contextual Factors Shaping AI Integration in 

EFL  

 

2.4.4.1. AI Literacy: Foundational Competencies for Educators 

 

AI literacy is increasingly recognized as essential skill for 21st-century educators 

(Ng et al., 2021; Wang & Cheng, 2022). AI literacy goes beyond general ICT 

(Information and Communication Technology) skills and encompasses a 

comprehensive understanding of what AI is, how it functions, its capabilities and 

limitations, and the implications of using it in pedagogical settings. 

 

¢elebi et al. (2023), identified four core dimensions of AI literacy for teachers: (1) 

technical comprehension of AI systems; (2) ability to evaluate pedagogical 

alignment; (3) awareness of ethical implications (e.g., data privacy, bias); and (4) 

competence in curating or designing AI-supported learning tasks. Their study 

emphasized that AI-literate teachers are better positioned to critically assess which 

tools are developmentally appropriate, culturally responsive, and aligned with their 

instructional goals especially vital in early language education, where ethical and 

developmental concerns are heightened. 

 

In a similar vein, ¦nal and Kºksal (2025) conducted a mixed-methods study with 

Turkish EFL teachers to examine how AI-based professional development influences 

teacher preparedness and emotional response. Their results showed that teachers who 

received structured AI training developed higher confidence in integrating AI tools 
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into instruction and perceived these technologies as supportive rather than 

threatening. Conversely, those with limited exposure to AI or lacking formal training 

exhibited increased anxiety, scepticism, and concern about being professionally 

displaced by AI especially among mid-career educators unfamiliar with emerging 

technologies. 

 

Building AI literacy must therefore be a core component of both pre-service and in-

service teacher education. Structured, hands-on professional development, designed 

to let teachers explore AI tools in low-risk environments, not only improves 

confidence but also enhances teachersô capacity to use AI for meaningful 

pedagogical purposes. EFL teachers who received AI-focused training were more 

effective at designing student-centered lessons and felt empowered to act as 

instructional decision-makers rather than passive users. This reflects the growing 

consensus that educators should play an active role in AI-supported learning 

environments, where ethical awareness and pedagogical intentionality are just as 

important as technical proficiency (¦nal & Kºksal, 2025). 

 

2.4.4.2. Demographic and Institutional Variables Affecting AI Integration 

 

A growing body of empirical research highlights that demographic variables such as 

teaching experience, age, and school type significantly shape EFL teachersô attitudes 

and readiness toward AI integration in language education. These factors not only 

influence teachersô willingness to experiment with AI tools but also affect their 

pedagogical judgments and ethical concerns regarding AI use in the classroom. For 

instance, Zhou et al. (2024) observed that younger Chinese EFL teachers, especially 

those in their early careers, demonstrated higher adaptability and enthusiasm for AI 

integration. Their exposure to digital tools during initial teacher training and stronger 

digital fluency made them more inclined to experiment with technologies such as AI-

powered chatbots and automated feedback systems. In contrast, more experienced 

teachers expressed greater skepticism, citing concerns about the diminishment of 

authentic teacher-student relationships. Notably, these senior educators were more 

sensitive to classroom dynamics and emphasized the need for human-centered 

pedagogy in an AI-mediated environment. These findings are further supported by 
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Elmahdi et al. (2024), whose large-scale survey of EFL teachers revealed that novice 

educators exhibited greater optimism toward AIôs instructional potential and were 

more likely to view AI tools as classroom assistants rather than threats. Meanwhile, 

experienced teachers voiced concerns about AI diminishing the relational and 

creative aspects of teaching, highlighting the risk of deskilling and depersonalization 

in language instruction. Interestingly, Khattak et al. (2025) found that although age 

and teaching experience were not always statistically significant predictors of AI 

adoption, differences emerged in perceived preparedness and support needs. 

Teachers with limited AI literacy, regardless of age, expressed anxiety over 

implementation and emphasized the need for ongoing, hands-on professional 

development tailored to their technological competence and pedagogical needs 

 

The influence of institutional context is also well-documented. A study of 

Ecuadorian EFL teachers found that those working in private schools, particularly in 

urban areas, had significantly greater access to digital tools, technological resources, 

and training opportunities compared to their public-school counterparts. This 

inequality directly influenced their ability to meaningfully implement AI in language 

teaching, as public-school teachers frequently reported unreliable internet, limited 

access to devices, and insufficient administrative support (Medina, 2021). These 

findings are consistent with broader research on digital divides in AI adoption, where 

EFL teachers in under-resourced environments expressed frustration over lack of 

infrastructure and training support (Kencana, 2025; Singh, 2019). Finally, digital 

literacy and institutional support appear to play a more crucial role than age alone in 

shaping teachersô readiness for AI integration. Teachers with access to strong support 

systems and ICT resources, regardless of age, were more likely to adopt AI tools 

effectively, while those lacking such support faced greater barriers to meaningful use 

(Almalki, 2020). 

 

2.5. AI -Based Tools in English Language Education 

 

As AI becomes increasingly intertwined with educational practices, its application in 

English Language Teaching (ELT) has witnessed a significant rise. AI-powered tools 

offer a broad range of affordances, including intelligent tutoring, automated 
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feedback, speech recognition, and adaptive learning, redefining how learners acquire 

language skills. This section presents a detailed review of prominent AI tools used in 

ELT, and their pedagogical applications across the four core language domains 

(reading, writing, listening, and speaking. 

 

2.5.1. Popular AI Tools and Technologies in EFL  

 

A wide range of AI-powered tools has been adopted in EFL, supporting learners and 

instructors through personalized, interactive, and adaptive learning experiences. 

These technologies include various functions, such as automated writing evaluation, 

speech recognition, intelligent feedback, gamified learning, and conversational AI. 

Below are some of the most prominent tools used in EFL, along with research that 

confirms their pedagogical value. 

 

ChatGPT, as a large language model developed by OpenAI, has gained rapid 

popularity in EFL due to its ability to simulate natural conversations, provide writing 

support, and offer instant feedback. Studies have shown that ChatGPT facilitates 

personalized and dynamic learning interactions, helping students practice dialogue, 

receive grammatical corrections, and brainstorm ideas for writing tasks (Al-

Khresheh, 2024; Fathi et al., 2024). For instance, Fathi et al. (2024) found that the 

tool significantly improved EFL learnersô argumentative writing by providing 

structured suggestions and real-time corrections. Similarly, Selim (2024) reported 

that ChatGPT contributed to vocabulary expansion and enhanced coherence in 

learnersô written outputs. Beyond writing, ChatGPT has also proven beneficial in 

interactive speaking contexts. In a study by Javier and Moorhouse (2023), secondary-

level EFL students who engaged in role-play tasks using ChatGPT, with guided 

prompts and structured feedback, demonstrated notable improvements in formulating 

questions and participating in meaningful dialogue. When integrated thoughtfully 

into classroom activities, ChatGPT can replicate the feedback patterns of human 

instructors and enhance studentsô metacognitive awareness, particularly in academic 

writing contexts (Barrot & Bui, 2025). Furthermore, a systematic review by Lai and 

Lee (2024) highlighted ChatGPTôs potential to increase affective engagement and 

improve speaking fluency when used as a conversational partner or formative 
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feedback tool. However, despite its pedagogical promise, scholars caution against 

adoption without critical reflection. Mabuan (2024) emphasized EFL teachersô 

concerns regarding plagiarism, the erosion of learnersô critical thinking, and the 

necessity of equipping students with the skills for ethical and meaningful use of AI 

writing tools such as ChatGPT. 

 

Grammarly, widely used in academic and educational settings, has proven to be a 

practical AI-powered assistant in EFL classrooms. It offers grammar correction, tone 

adjustment, and structural feedback, functions that are especially valuable for 

learners struggling with accuracy and coherence in a second language. In EFL 

contexts, Grammarly facilitates form-focused instruction by helping students 

produce syntactically accurate and stylistically appropriate texts. For instance, 

studies among university-level EFL learners have shown significant improvements in 

writing accuracy, syntactic complexity, and cohesion when Grammarly is integrated 

into drafting and revision stages (Azennoud, 2024). Moreover, when used alongside 

teacher and peer feedback, Grammarly enhances learner autonomy and promotes 

metalinguistic awareness, enabling students to reflect more critically on their 

language use (Setiawan & Alkhowarizmi, 2025). As such, its pedagogical value in 

EFL lies not only in automated correction but also in supporting the development of 

self-editing strategies and confidence in English academic writing. 

 

Duolingo, although originally developed for general language learners, has shown 

strong effectiveness in EFL settings. Its gamified interface and adaptive feedback 

systems engage learners in vocabulary acquisition and sentence construction. 

Ramazonov (2024) confirmed its effectiveness among secondary-level EFL students, 

reporting significant vocabulary retention and learner motivation gains. The appôs 

personalized progression system aligns well with the differentiated needs of mixed-

level EFL classrooms. Research further supports its role in improving grammar, 

vocabulary, and overall proficiency when used as a supplementary tool (Gragera, 

2024), (Irzawati, 2023). Duolingo remains a cornerstone in vocabulary and grammar 

practice, with its adaptive learning algorithms adjusting difficulty to individual 

performance, thus supporting engagement and long-term retention. 
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For speaking and pronunciation development, ELSASpeak utilizes AI-powered 

speech recognition to provide detailed feedback on phonological accuracy. This is 

particularly important in EFL contexts where students often lack access to native-

speaker input. ¢ift­i (2024) observed that EFL learners using ELSA significantly 

improved their segmental pronunciation and reduced fossilized errors, supporting the 

toolôs role in autonomous oral practice. Importantly, EFL teachers interviewed by 

¢ift­i expressed overall positive perceptions of ELSAôs classroom utility. They 

appreciated its ability to individualize oral practice, motivate shy learners, and extend 

pronunciation training beyond limited class time. However, some teachers also noted 

concerns regarding pronunciation modeling, suggesting that AI feedback should be 

supplemented with teacher guidance to ensure cultural and phonological accuracy. 

These views underscore the need for balanced integration, where AI supports but 

does not fully replace pedagogical intervention in EFL speaking instruction.  

 

AI-based writing support platforms like Cambridge's Write & Improve also play an 

essential role in EFL classrooms. By aligning their feedback with CEFR levels, these 

platforms offer leveled assessments and scaffolded correction suggestions. In a 

comparative study, Barrot and Bui (2025) showed that the automated scores provided 

by Write & Improve correlated strongly with teacher evaluations, reinforcing its use 

as a low-stakes assessment tool in EFL writing instruction. 

 

In addition, QuillBot and Wordtune offer rewriting, paraphrasing, and lexical 

enhancement functions. These tools are valuable in academic writing and EFL 

contexts where learners need exposure to varied syntax and register. Fathi et al. 

(2024) emphasized their pedagogical role in helping learners experiment with 

sentence structure and lexical choices, thus encouraging stylistic flexibility and 

linguistic risk-taking. 

 

While not AI-native, Kahoot and Quizizz integrate basic AI-driven analytics to 

support real-time formative assessment in vocabulary learning and reading 

comprehension tasks. Haristiani and Rifaôi (2020) reported their effectiveness in 

Indonesian EFL settings, where gamification increased engagement and improved 

target word retention. 
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Taken together, these AI-driven tools support a paradigm shift in EFL from teacher-

centered instruction to learner-centered, adaptive, and data-supported pedagogy. 

Their effectiveness depends not only on technical performance but also on how well 

they are integrated into curriculum objectives, assessment systems, and the cultural-

linguistic realities of learners. 

 

2.5.2. AIôs Role in Improving Specific Language Skills 

 

AI-powered technologies in ELT are being employed across all major language 

skills, enhancing both receptive and productive competencies. These applications are 

reshaping traditional instructional methods by offering more personalized, 

responsive, and autonomous learning environments. Firstly, AI tools contribute 

significantly to the development of listening comprehension by providing 

multimodal, interactive input. Applications such as Google Assistant, voice-enabled 

chatbots, and AI-integrated educational games enable learners to engage with 

authentic listening content in real-time. Tai and Chen (2022), for instance, 

demonstrated that EFL students who interacted with voice-based AI tutors exhibited 

improved listening fluency and comprehension due to the immediacy of feedback 

and the contextual richness of auditory input. Similarly, Ghoneim and Elghotmy 

(2021) found that AI-assisted listening tasks incorporating visual and semantic cues 

supported learners in decoding sounds, enhancing both bottom-up and top-down 

listening strategies 

 

Secondly, AI-powered applications also play a growing role in promoting spoken 

language development. Tools like ELSASpeak, ChatGPT, and Lyra Virtual Assistant 

provide learners with immediate pronunciation feedback, dialogue simulation, and 

scaffolding for fluency development. Junaidi et al. (2020) reported that seventh-

grade students using Lyra for oral practice showed measurable gains in fluency, 

accuracy, and confidence. Likewise, Kang (2022) found that college-level Business 

English learners interacting with AI avatars outperformed peers who practiced with 

human instructors in aspects such as interactional competence and coherence. These 

findings underscore the role of AI in creating low-anxiety, high-engagement 

speaking environments. 
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Thirdly, AI integration into reading instruction has shown positive effects on 

learnersô motivation, comprehension, and text interaction. Lee et al. (2023) explored 

the use of AI-based content generators with ESL learners and found significant 

improvements in reading enjoyment and task persistence. The adaptive nature of AI 

systems allows for real-time text modification, vocabulary scaffolding, and 

comprehension checks, thereby fostering autonomous reading habits. Liu et al. 

(2024) found that an educational chatbot designed for dialogic reading promoted peer 

interaction, stimulated student engagement, and facilitated collaborative meaning-

making in EFL contexts, although the sustained interest over time was limited. 

 

Last but not least, AI-powered writing assistants such as Grammarly, Wordtune, and 

QuillBot provide students with instant feedback on grammar, vocabulary, tone, and 

structure. These tools serve not only as correctional aids but also as developmental 

scaffolds, helping learners reflect on their language choices and improve text quality. 

In Mahmudôs (2023) experimental study, adult EFL learners who engaged in guided 

writing tasks using Wordtune demonstrated enhanced vocabulary usage and syntactic 

complexity. Similarly, Wang (2022) reported that AI-based automated essay 

evaluation systems offered more consistent and formative feedback compared to 

human assessors, particularly for lexical range and coherence. These tools thus 

enable iterative writing development and support the acquisition of genre-specific 

conventions. 

 

Moreover, beyond individual skills, many AI tools support integrated language tasks 

that mirror real-world communication. For instance, AI chatbots like ChatGPT allow 

learners to read prompts, engage in written or spoken responses, and receive 

immediate clarification, thereby combining reading, writing, and speaking within a 

single task. This integrated approach aligns with communicative and task-based 

language teaching methodologies and fosters meaningful language use (Al-Khresheh, 

2024; Divekar et al., 2021). 

 

Taken together, these application areas highlight the pedagogical width of AI 

technologies in ELT. Their ability to deliver individualized instruction, immediate 
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feedback, and learner autonomy presents transformative opportunities for enhancing 

language proficiency across all skill domains. 

 

2.6. EFL Young Learner Teachersô Perceptions on AI Integration 

 

The integration of AI into English as a Foreign Language (EFL) classroom has 

become an increasingly significant focus in recent educational research. While AI 

has been widely explored in higher education contexts, its application in young 

learner classrooms remains relatively underexamined. Thatôs why, in this section 

there is only the limited body of literature that reveals some insights into how EFL 

teachers perceive the benefits, limitations, and pedagogical implications of AI 

integration in classrooms with learners in elementary or middle schools. This section 

explores these perceptions across four major themes: benefits, concerns, teacher 

suggestions and pedagogical implications, and professional development needs. 

 

2.6.1. Perceived Benefits of Using AI in EFL for Young Learners 

 

English as a Foreign Language (EFL) teachers working with young learners are 

increasingly acknowledging the pedagogical value of AI based tools. These 

technologies are recognized for their capacity to enhance learner engagement, 

support differentiated instruction and reinforce specific language skills in 

developmentally appropriate ways. Empirical evidence from multiple studies 

highlights AIôs ability to deliver adaptive, multimodal, and emotionally responsive 

learning experiences, particularly suited to the cognitive and motivational needs of 

children. 

 

One of the most cited benefits of AI in young learner classrooms is its ability to 

personalize instruction and adapt to each childôs pace. AI-powered systems can tailor 

grammar instruction, vocabulary support, and feedback according to individual 

learner needs (Zulkarnain & Yunus, 2023). Studies show that AI tools such as 

chatbots, intelligent tutoring platforms, and dialogue systems provide real-time 

corrections and individualized scaffolding, helping learners develop autonomy and 

confidence (Erdogan & Christina, 2025; Sujatna et al., 2024).  
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In particular, pronunciation development has emerged as a strong area of AI impact. 

Tools like Googleôs Read Along have been found to enhance fluency and 

pronunciation by offering immediate, accurate feedback, especially beneficial in 

large classrooms where teachers struggle to provide one-on-one feedback (Yunus et 

al., 2021). Ilyasova (2025), in a quasi-experimental study involving Lingokids and 

Read Along with 8ï10-year-old learners, found statistically significant gains in both 

vocabulary and speaking fluency. Using CEFR-aligned rubrics and classroom 

observations, the study confirmed that AI tools enhanced motivation, participation, 

and oral confidence. Similarly, gamified tools such as Quizlet AI have been shown to 

increase learnersô enjoyment and vocabulary retention through interactive repetition 

(Yunus & Vasu, 2025; Kim & Sim, 2024).  

 

Speech-based AI apps integrated with Augmented Reality (AR) have also shown 

promise in supporting early language instruction. Zahro and Siswono (2025) 

documented significant outcomes in young learnersô pronunciation accuracy using 

AR-enabled speech applications, which adapt responses based on real-time input. 

Likewise, among younger learners, tools like ELSASpeak have been shown to 

significantly improve pronunciation and speaking fluency. For example, Assalamah 

et al. (2024) found that primary students using ELSA demonstrated clearer 

articulation, stronger cognitive engagement, and increased speaking confidence. 

 

Moreover, AIôs ability to combine voice, text, image, and animation contributes to 

rich, interactive learning environments aligned with young learnersô developmental 

characteristics. Sadykova and Kayumova (2023) explored how 4ï6-year-old EFL 

learners engaged meaningfully with AI through text-to-image generators and speech 

recognition apps, interacting with English via speaking and visualization rather than 

reading. Similarly, Zahro and Siswonoôs (2025) integration of AI and AR allowed 

preschoolers to engage with AI-generated avatars and receive immediate feedback on 

vocabulary and pronunciation, which teachers linked to increased learner motivation 

and sustained attention. Likewise, Kukulska-Hulme (2022) found that mobile AI 

language tools, when gamified and responsive to learner input, led to improvements 

in lexical recall and pronunciation accuracy. 
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AI applications have also demonstrated strong potential in fostering creativity and 

expressive language development. In Greece, Vasilaki (2023) conducted an action 

research study with thirteen A2-level learners aged 8ï10 in a private language 

school, integrating AI writing tools such as Quillbot and Grammarly into a wiki-

based writing environment. The results revealed that AI tools positively influenced 

learnersô motivation, engagement, and critical thinking during collaborative and 

individual writing tasks. Through the process writing approach, students showed 

increased participation, reflective thinking, and linguistic confidence. This study not 

only confirmed the motivational and cognitive benefits of AI integration but also 

emphasized the value of combining AI with process-oriented writing pedagogy in 

primary EFL settings. 

 

Similarly, Li Ding (2024) combined AI-generated imagery and soundtracks with 

drama pedagogy. In her study, young learners co-created and performed short scenes 

based on AI prompts, enhancing their emotional vocabulary, imagination, and 

collaborative communication skills. Notably, teachers reported that learners also 

began to critically compare AI outputs with their own ideas, indicating the 

development of higher-order thinking skills. 

 

Another critical area where AI proves beneficial is in inclusive and differentiated 

instruction. In heterogeneous classrooms where learners vary in proficiency levels, 

learning speeds, or have special educational needs, AI systems enable teachers to 

assign tasks based on learner profiles and monitor progress more efficiently 

(Kovalenko & Baranivska, 2024; Choudhury et al., 2024). Zulkarnain and Yunus 

(2023) highlighted how AI platforms supported students with weaker auditory 

memory through repeated vocabulary modeling, while advanced learners engaged in 

open-ended conversations using AI chatbots. Ilyasova (2025) also confirmed that 

both low and high-performing students responded positively to AIôs adaptivity, 

receiving support aligned with their individual capabilities. Supporting this, Lee and 

Warschauer (2020) found that learners who typically avoided speaking tasks were 

more willing to engage in conversations with AI chatbots, improving both linguistic 

competence and social confidence. 
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Finally, AI technologies play a significant role in alleviating teacher workload by 

automating repetitive instructional tasks. Functions such as grammar correction, 

pronunciation feedback, and vocabulary tracking can be handled by AI, enabling 

teachers to focus on higher-order instructional design and emotional support (Yunus 

et al., 2020; Gallego & Rodr²guez, 2023). In Ilyasovaôs (2025) study, teachers 

reported having more flexibility to observe, guide, and provide one-on-one support. 

Engagement checklists also revealed improved classroom dynamics when AI tools 

were used collaboratively with teacher input, indicating that AI is increasingly seen 

as a supportive ñco-teacherò rather than a replacement (Zainuddin, 2024; Mirzayeva, 

2025). 

 

2.6.2. Perceived Concerns of Using AI in EFL for Young Learners 

 

In-service EFL teachers working with young learners have expressed a range of 

concerns regarding the integration of AI into early English language classrooms. 

These concerns reflect not only technological and resource-related limitations but 

also developmental, pedagogical, and ethical reservations unique to this age group. 

Unlike older learners, young children are at critical stages of cognitive, emotional, 

and linguistic development, which necessitates more careful and child-sensitive 

approaches to educational technology. 

 

A primary concern is the potential reduction in human interaction, which is 

foundational to language development in early childhood. Teachers working with 

young learners emphasize the importance of face-to-face communication, emotional 

responsiveness, and social negotiation of meaning in developing both linguistic 

competence and socio-pragmatic skills. AI-driven tools, such as chatbots or virtual 

tutors, may lack the emotional intelligence and spontaneity that children require for 

meaningful interaction (Sarker, 2025). Decreased social interaction with teachers and 

peers, particularly in technology-mediated learning environments, may have a 

negative impact on children's emotional and social development (UNICEF, 2021). 

Similarly, studies suggest that AI-driven communication tools can diminish the depth 

and authenticity of interpersonal interactions, potentially making learners feel less 

connected to others (Zhou et al., 2021). 
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Another major concern is that most AI tools are not developmentally appropriate for 

young learners. Teachers report that platforms like ChatGPT or grammar-checking 

software often generate content that is linguistically too advanced or cognitively 

abstract for young children to grasp (Ilyasova, 2025). Without age-appropriate 

scaffolding, these tools may lead to surface-level imitation without understanding or 

disengagement. This issue is further complicated by the wide variation in learnersô 

language proficiency and cognitive maturity during the early grades. As Feng Teng 

(2019) highlights, such diversity makes one-size-fits-all AI tools particularly 

problematic. Teachers working in mixed-level classrooms often observe that higher-

performing students are better able to engage with these tools, while lower-

performing learners struggle or fall behind, ultimately worsening existing 

achievement gaps. 

 

Classroom management is another specific concern raised by EFL teachers of young 

learners. Unlike older students, children are more easily distracted by visual or 

interactive features of AI applications. According to Gu et al. (2021), teachers 

observed that students in early grades often focused more on exploring the AI tool 

itself than on engaging with the actual language task. This led to excitement-driven 

disruptions, reduced attention spans, and loss of instructional time unless strict 

classroom rules were implemented alongside the technology. 

 

Furthermore, teachers frequently express technological anxiety stemming from their 

own limited digital fluency, especially when it comes to managing child-friendly AI 

environments. As noted by Taghizadeh and Yourdshahi (2019), EFL teachers in 

primary settings often feel ill-equipped to handle AI-based systems tailored for 

children, particularly when technological resources and institutional support are 

lacking. The lack of reliable internet connections, up-to-date devices, and 

maintenance assistance in crowded classrooms only intensifies these challenges 

(Jong & Tan, 2021). 

 

In addition to pedagogical and logistical concerns, ethical issues related to child data 

privacy and content exposure are especially highlighted in the early education 

context. Teachers worry about the use of third-party apps that collect student data 
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without sufficient transparency or parental consent (Zulkarnain & Yunus, 2023). 

This concern is magnified by the fact that children may unknowingly accept 

permissions or engage with AI-generated content that is culturally inappropriate or 

not aligned with national curricula (Sadykova & Kayumova, 2025). 

 

In summary, while EFL teachers working with young learners recognize the potential 

of AI to support language development, they also highlight the urgent need for tools 

that are age-appropriate, transparent, teacher-guided, and developmentally aligned. 

Their concerns emphasize the importance of human-centered design, contextual 

training, and ethical safeguards when implementing AI in primary-level ELT 

classrooms. 

 

2.6.3. EFL Teachers' Recommendations and Suggestions for Effective AI 

Integration in Young Learner Classrooms  

 

EFL teachers working with young learners mostly emphasize that AI can be an 

effective instructional aid, if integrated with pedagogical sensitivity, age-appropriate 

design, and human guidance. Based on their classroom experiences and contextual 

constraints, these teachers offer a range of grounded suggestions for maximizing 

AIôs educational benefits while mitigating its risks. 

 

A consistent recommendation is to use AI as a complementary tool rather than a 

replacement for traditional instruction. Teachers advocate for blended learning 

models where AI supports, but does not substitute, the interpersonal and play-based 

interactions that are central to early language learning. According to Sarker (2025), 

teachers highlighted the importance of maintaining the human element in 

communication, especially when nurturing childrenôs social, emotional, and 

pragmatic competencies. Sadykova and Kayumova (2025) similarly emphasize that 

AI should serve as a scaffold, not as the main instructor, particularly when 

introducing foundational language skills. 

 

In classroom settings, teachers recommend starting with simple, high-engagement AI 

tools that are developmentally suitable. Examples include pronunciation apps, 
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interactive games, and AI-assisted storybooks, which offer visual and auditory input 

without overwhelming the learner (Ilyasova, 2025; Liu et al., 2022). These tools are 

viewed as effective ways for digital integration because they provide real-time 

feedback, gamified learning experiences, and intuitive interfaces. Teachers stress the 

importance of adult mediation in using these tools, suggesting that both educators 

and parents play a critical role in guiding young learnersô AI interactions, particularly 

to ensure emotional well-being and learning alignment (Barblett et al., 2023; Pifarr®, 

2019). 

 

Teachers also recommend that AI-based tools be implemented gradually and 

purposefully, with clear pedagogical goals. Rather than overwhelming learners with 

multiple technologies, they suggest focusing on tools that directly enhance specific 

language skills such as pronunciation, vocabulary, and listening comprehension. 

They emphasized a need for pedagogical alignment and thoughtful implementation 

to maximize benefits and minimize confusion for learners (Khattak et al., 2025). As 

Wulandary (2024) argues, task-specific AI integration helps prevent distraction and 

ensures the technology is aligned with curricular standards. 

 

At the policy level, EFL teachers emphasize the need for comprehensive guidelines 

on the ethical use of AI in primary education, especially concerning child data 

privacy, screen time regulation, and content moderation. Several studies highlight 

educators' concerns about over-reliance on AI, lack of transparency in AI decision-

making, and the absence of clear standards for ethical use in educational settings 

(Kovalenko & Baranivska, 2024; Choudhury et al., 2024; Zainuddin, 2024). These 

works stress the urgent need for ethical frameworks that protect children's rights 

while leveraging the educational potential of AI. UNICEF (2021) also outlines key 

safeguards, including ensuring transparency in data use, minimizing risks of 

surveillance, and guaranteeing that AI outputs are age-appropriate and culturally 

relevant. Teachers also emphasize the need for equitable access to digital tools and 

connectivity, especially in public and rural schools, encouraging policymakers to 

take concrete action (Castro-Prat, 2025). They note that without equitable access, the 

use of AI may benefit only a privileged subset of students. 
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Pedagogically, teachers believe AI tools hold promise for enhancing formative 

assessment, offering instant feedback, and promoting multimodal learning through 

voice, visuals, and interactive media. However, they caution against allowing AI to 

dominate instruction. They argue that language learning must remain based on 

communicative, contextualized, and child-centered methodologies, where learners 

construct meaning through social interaction, creativity, and hands-on engagement 

(Tiwari, 2024). 

 

Ultimately, EFL teachers view effective AI integration in young learner classrooms 

as a shared responsibility, involving teachers, parents, developers, and policymakers. 

They call for ongoing professional development, teacher involvement in AI tool 

design, and curriculum alignment to ensure that technology serves childrenôs holistic 

learning and well-being. 

 

2.6.4. Professional Development Needs for EFL Teachers Working with Young 

Learners 

 

The literature consistently reveals a significant gap in teacher training regarding AI 

integration in young learner ELT contexts. Most teachers report minimal exposure to 

AI technologies during their pre-service education, and in-service professional 

development opportunities are often inconsistent, outdated, or overly technical 

(Zulkarnain & Yunus, 2023; Wulandari, 2024). 

 

EFL teachers express a need for practical, hands-on training that is customised to 

their specific classroom realities. Such training should include tool demonstration, 

ethical guidelines, lesson planning with AI, data privacy management, and classroom 

management strategies when using technology with children (Sadykova & 

Kayumova, 2025; Al Matari et al., 2023). It is also essential that these programs 

emphasize critical digital literacy, helping teachers evaluate the pedagogical value, 

risks, and limitations of AI applications. 

 

Mentorship and collaborative professional networks are recommended to encourage 

collaborative learning among teachers, where they can share experiences, experiment 
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with tools, and co-create resources suited to young learners (UNICEF, 2021; 

Ilyasova, 2025). Teachers also call for institutional support, such as time allowances, 

access to devices, and ongoing IT assistance to implement what they learn. 

 

Finally, studies suggest that teacher voice must be central in shaping AI-related 

educational policies. When teachers feel heard, supported, and well-equipped, they 

are more likely to engage positively with AI integration efforts and innovate within 

their pedagogical frameworks (Holstein et al., 2019; Jose et al., 2025). 

 

This section demonstrates that while EFL teachers perceive strong potential in using 

AI with young learners, particularly for personalization, engagement, and language 

skills development, they also express serious concerns around ethical use, teacher 

readiness, and pedagogical alignment. Their recommendations emphasize balanced 

integration, adult mediation, equity, and effective professional development. These 

insights highlight the need for AI adoption strategies that are not only 

technologically advanced but also teacher-informed, child-centered, and context-

sensitive. 

 

2.7. Summary 

 

Despite growing research on AI in education, several key gaps remain, particularly 

concerning young English language learners and in-service EFL teachers. First, 

studies focusing on T¿rkiye, especially at the primary school level, are scarce. Most 

research centers on higher education or adult learners, leaving early-grade teachersô 

experiences underexplored. 

 

Second, much of the existing literature relies on self-reported data and tool-centered 

perspectives, lacking classroom-based, and teacher-focused insights. There is limited 

understanding of how teachers mediate AI use in real classrooms, especially in terms 

of pedagogy, ethics, and developmental appropriateness. 

 

Third, ethical concerns such as child data privacy and equity are often discussed at 

the policy level but rarely investigated empirically in early language education. 
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Similarly, teacher readiness and professional development, particularly in relation to 

AI literacy, remain insufficiently addressed. 

 

Lastly, there is a lack of teacher-centered research that captures the realities, 

challenges, and recommendations of in-service EFL teachers working with young 

learners. 

 

This study addresses these gaps by focusing on Turkish primary-level English 

teachersô perceptions of AI integration, highlighting their practices, concerns, and 

needs for effective, ethical, and contextually relevant AI use in early language 

classrooms. 
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CHAPTER 3 

 

 

METHODOLOGY  

 

 

3.1. Introduction 

 

This chapter aims to outline the research questions, research design, population, and 

selection of the participants, as well as data collection instruments, data collection 

and analysis procedures, and assumptions of the conducted study. 

 

3.2. Research Questions 

 

This study aims to investigate the integration of Artificial Intelligence (AI) into 

young learner English as a Foreign Language (EFL) classroom from the perspectives 

of in-service English language teachers. Specifically, this research seeks to answer 

the following questions: 

 

1. What are the perceptions of in-service English language teachers working in 

K12 elementary schools on integrating Artificial Intelligence (AI) into young 

learners' classrooms? 

a. To what extent do EFL young learner teachers make use of AI tools and 

technologies? 

b. What are the perceived benefits of using AI in English language teaching 

for young learners? 

c. What are the concerns or potential drawbacks of using AI to teach English 

to young learners? 

d. What recommendations or suggestions do EFL teachers have for the 

effective integration of AI into young learner classrooms for teaching 

English?
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e. Is there a significant difference in the perceptions of English language 

teachers regarding the integration of AI into young learner classrooms 

based on their level of AI literacy?  

f. Are there any significant differences in AI-related perceptions of teachers 

based on their teaching experience? 

 

3.3. Research Design 

 

The present study adopted a survey research design, a systematic method of 

collecting quantifiable data from a sample of individuals to identify patterns, 

measure attitudes, or explore opinions within a specific context (Fink, 2017; Check 

& Schutt, 2022). 

  

According to Creswell (2014), a survey research involves; 

 

óôprocedures in quantitative research in which investigators administer a 

survey to a sample or to the entire population of people to describe the 

attitudes, opinions, behaviours, or characteristics of the population" (p. 

147).ôô 

 

This approach was considered particularly appropriate for the purpose of this study, 

which aimed to explore in-service English language teachersô perceptions regarding 

the integration of AI into English classrooms for young learners in T¿rkiye.  

 

A survey research is particularly valuable when seeking to examine current practices 

and professional beliefs across a large and geographically dispersed group. As noted 

by Cohen, Manion, and Morrison (2018), this approach allows researchers to collect 

standardized data in a systematic, ethical, and time-efficient manner. Historically, its 

development dates back to the early 20th century, driven by the need to 

systematically understand public opinion using structured surveys and sampling 

techniques (Groves et al., 2009). Over time, survey methodology has become 

foundational to both theoretical and applied educational research particularly due to 

its adaptability, scalability, and potential for generalization when supported by 

elaborate sampling and instrument design (Fowler, 2008; Lavrakas, 2008). 
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Survey research designs can be classified as either cross-sectional or longitudinal, 

depending on the research objectives and timeframe. Cross-sectional designs involve 

collecting data from a population at a single point in time to explore prevailing 

perspectives or conditions related to the research topic (Creswell & Creswell, 2018; 

Johnson & Christensen, 2020). This format was well-suited to the present study, 

which aimed to examine in-service English teachersô perspectives on the integration 

of AI into young learner classrooms in T¿rkiye. Since the research did not seek to 

assess changes over time or establish causal relationships, but rather to document 

teachersô present views on AI usage, benefits, challenges, and preparedness, the 

cross-sectional approach aligned closely with the study's descriptive and exploratory 

nature. Babbie (2021) supports that cross-sectional surveys are particularly effective 

for gathering timely data from large, diverse samples, especially when logistical 

constraints are present. In contrast, longitudinal designs involve collecting data from 

the same subjects over extended periods to observe trends, developments, or changes 

(Babbie, 2021). As the current study was not designed to monitor developments over 

time, but to document current practices and perceptions, the cross-sectional strategy 

offered a practical and methodologically sound solution. Given the wide geographic 

distribution of the participants and the time-limited nature of the data collection 

period, this approach was both efficient and appropriate for obtaining a national 

overview of teacher perceptions. 

 

In addition, from an epistemological perspective, survey research is grounded in a 

post-positivist paradigm, which assumes that while an objective reality exists, it can 

only be imperfectly understood through observation and measurement (Creswell & 

Creswell, 2018). This philosophical viewpoint acknowledges that participant and 

researcher perspectives may influence the results, allowing for both interpretive 

detail and empirical accuracy. For studies like the present one, which acknowledge 

the subjective and contextual nature of teachers' experiences while attempting to 

describe observable trends, the survey design is particularly relevant considering its 

alignment with this concept. 

 

Within the field of education, survey research has grown significantly in scope and 

the level of quality. Early applications primarily examined school demographics, 
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resource allocation, and student performance. However, contemporary educational 

surveys increasingly explore abstract constructs such as professional identity, 

instructional innovation, emotional labor, and the integration of digital technologies 

(Cohen et al., 2018). Thatôs why, the flexibility of survey research also enables it to 

adapt to emerging challenges, such as understanding the pedagogical implications of 

AI in modern classrooms. Similarly, recent applications of survey design have 

investigated educatorsô attitudes toward digital transformation and AI tools in 

teaching. For instance, Aydēn (2021) conducted a national survey to assess Turkish 

teachersô preparedness for AI integration in educational settings; similarly, studies 

like Robertson et al. (2022), which investigated primary-school teachers' use and 

perceptions of digital tools, highlight current trends in classroom technology 

adoption. 

 

In line with this tradition, the current study adopts a survey research design to 

explore in-service English language teachersô perceptions of AI integration into 

young learner classrooms in T¿rkiye. This design was chosen for its methodological 

fit with the descriptive and exploratory aims of the research. Bryman (2016) 

highlights that survey methods are particularly suitable for examining professional 

attitudes and behaviors across diverse and geographically dispersed populations, 

especially when generalizability is a core objective. Check and Schutt (2022) also 

support this rationale, noting that surveys are well-suited to capturing ña snapshot of 

a populationôs opinions, practices, and needs.ò The national scope of this study, 

combined with the novelty of the research topic, made survey research both practical 

and theoretically appropriate. It enabled the efficient collection of standardized data 

that can be analyzed to identify trends, group differences, and context-specific needs 

among Turkish English language teachers. 

 

The data collection tool used in this study consisted of a structured survey including 

both Likert-scale items for quantitative analysis and a limited number of open-ended 

questions for additional insight. The instrument was based in part on the Artificial 

Intelligence Literacy Scale (¢elebi et al., 2023), which was adapted for the target 

context. The remaining items were developed by the researcher to align with the 

studyôs specific objectives. As Nardi (2018) emphasizes, effective surveys combine 



 

71 

factual and attitudinal items within a clear, structured format. The present study 

followed this recommendation, integrating both fixed-choice and open-ended items 

to enhance the richness of data without departing from survey methodology. This 

dual approach ensured both theoretical validity and contextual relevance. The survey 

was administered online via Google Forms to facilitate broad participation from 

teachers in various regions and school types (public and private). As Cohen et al. 

(2018) highlight, online surveys promote cost-effective data collection while 

ensuring anonymity, which can enhance response rates and reduce social desirability 

bias. This accessibility was a key consideration given the geographical spread of the 

participant group. 

 

In terms of data analysis, the survey design allowed for both descriptive statistics 

(e.g., frequencies, means, standard deviations) to summarize the data, and inferential 

statistics (specifically independent samples t-tests) to compare subgroups based on 

AI literacy levels and years of teaching experience. According to Johnson and 

Christensen (2020), such analyses are essential for exploring meaningful subgroup 

differences and enhancing the interpretive power of the data. Moreover, the study 

followed strict ethical guidelines, including informed consent, voluntary 

participation, and participant anonymity. These safeguards are essential in research 

involving emerging technologies like AI, where participants may vary in familiarity 

or comfort. As McMillan and Schumacher (2010) explain, survey design is ideal for 

capturing authentic professional beliefs and practices as they naturally occur, an 

assertion that aligns well with the goals of this research. 

 

In conclusion, the survey research design adopted in this study provided a coherent, 

flexible, and practical structure for exploring in-service English teachersô perceptions 

of AI integration into young learner classrooms. By combining structured Likert-type 

items with thoughtfully placed open-ended questions, the study was able to gather 

both quantifiable data and context-specific insights, offering a more complete 

understanding of how English teachers experience and interpret the use of AI in their 

teaching practice. This balanced approach not only allowed for the collection of data 

that was easy to compare and analyze but also gave room for participants to share 

their individual views in their own words. 
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The design was carefully aligned with the studyôs descriptive and exploratory aims, 

making it well-suited for capturing the perspectives of a geographically diverse 

sample within the practical limits of time and resources. The use of a standardized 

instrument helped ensure internal consistency and clarity, while ethical 

considerations, such as informed consent, anonymity, and voluntary participation, 

strengthened the overall integrity of the research process. Furthermore, the cross-

sectional format matched the nature of the research questions, which focused on 

present-day perceptions rather than long-term changes. 

 

Taken as a whole, the survey research design provided a meaningful and structured 

approach to examining in-service English teachersô perceptions of AI integration in 

early language education. This design allowed the researcher to explore how English 

teachers perceive the benefits, challenges, and future potential of AI within the 

specific pedagogical context of young learners. By focusing on teachersô views, the 

study sheds light on how new technologies are understood and experienced in 

everyday teaching. The results may support future steps in teacher training and 

classroom practices related to the use of AI in early language education. 

 

3.4. Population and Selection of Participants 

 

The target population of this study consisted of in-service English language teachers 

in T¿rkiye who either have prior experience teaching young learners (in pre-primary, 

primary, or lower secondary settings) or are currently actively teaching English to 

young learners in elementary schools.  The research specifically focused on teachers 

with experience in young learner classrooms, defined in this context as primary and 

lower secondary school levels, involving children typically in grades 2 to 6, 

generally aged between 7 and 12. This age group was selected due to its distinctive 

developmental characteristics and the unique pedagogical demands it poses in 

foreign language instruction (Moon, 2005). As Pinter (2017) points out, young 

learners process language differently from older students or adults, requiring 

instructional strategies that are age-appropriate, engaging, and adaptable. With the 

increasing adoption of digital technologies in education, particularly AI-based tools, 

there is a growing need to examine how such innovations are perceived and 
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implemented by those directly responsible for teaching this sensitive and formative 

group. 

 

The rationale for focusing on in-service teachers stems from their direct engagement 

with pedagogical practices and classroom dynamics. As noted by Borg (2006), in-

service teachers' beliefs and practices are shaped not only by formal training but also 

by lived experiences in real classroom environments. Their insights are critical for 

understanding how emerging technologies like AI are interpreted and applied in early 

childhood language education. Therefore, the study targeted educators currently 

working with or having recent experience teaching young learners in Turkish 

elementary schools, both public and private. 

 

The study employed a combination of purposive and snowball sampling techniques, 

both of which are widely supported in educational and social science research when 

the research objective targets a specific, contextually defined subgroup (Cohen, 

Manion, & Morrison, 2018; Etikan, Musa, & Alkassim, 2016). Purposive sampling, 

also known as criterion-based or judgmental sampling, refers to the intentional 

selection of individuals who meet specific inclusion criteria relevant to the studyôs 

objectives. As Creswell and Creswell (2018) explain, purposive sampling allows 

researchers to target participants with knowledge and experience directly aligned 

with the research phenomenon. In this study, purposive sampling ensured that only 

teachers with current or recent experience teaching English to young learners were 

included. These individuals were considered best suited to provide insights into AIôs 

integration in early language instruction, given their active engagement with young 

learners. 

 

To enhance the diversity and reach of the participant pool, snowball sampling was 

also employed. Snowball sampling is a widely used technique in cases where 

potential participants are part of a dispersed or hard-to-reach population, or when the 

researcher lacks a comprehensive sampling frame (Dºrnyei, 2007). As Lavrakas 

(2008) notes, snowball sampling operates by asking initial participants to refer others 

within their network who meet the study criteria, allowing the sample to expand 

naturally and contextually. This approach was particularly useful in the current study, 
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enabling the researcher to access English teachers across different schools, cities, and 

regions of T¿rkiye who may not have been accessible through initial enrollment 

efforts alone. The combined use of purposive and snowball sampling provided both 

methodological soundness and practical feasibility. As Check and Schutt (2022) 

suggest, this hybrid approach allows researchers to maximize the relevance of their 

data while expanding the scope of the sample. While the study does not aim for 

statistical generalization, it aligns with the principles of analytic generalization (Yin, 

2014), focusing on the depth and transferability of insights from a well-defined and 

information-rich subgroup. The survey was distributed online using Google Forms, a 

format well-suited for geographically dispersed participants and widely accepted in 

educational research for its efficiency, accessibility, and anonymity (Dºrnyei & 

Taguchi, 2010). Participants completed the survey voluntarily and anonymously, 

with ethical considerations such as informed consent and data confidentiality assured 

throughout the data collection process. 

 

Table 3.1. Years of Teaching Experience Information Table 

 Variables Group f  %  

Years of teaching 

experience 

0-5 64 35,6 

6-15 65 36,1 

16-21 51 28,3 

Total 180 100,0 

 

Table 3.1 provides years of teaching experience information of the participants. 

 

 

Figure 3.1. Years of Teaching Experience 
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The figure 3.1 indicates that the participant sample consists of a well-distributed mix 

of novice, mid-career, and experienced teachers. Specifically, the proportions of 

teachers with 0ï5 years (35.6%), 6ï15 years (36.1%), and 16ï21+ years (28.3%) of 

teaching experience suggest a balanced representation across different career stages. 

 

Table 3.2. Grade Levels Teachers Have Taught Before Information Table 

 f  %  

Pre-K/Preschool Grade  37 20,6 

Kindergarten Grade  55 30,6 

2-4th Grade  110 61,1 

5-8th Grade  149 82,8 

9-12th Grade  30 16,7 

Adult  5 2,8 

 

Table 3.2 presents the grade levels participants have previously taught. The majority 

of respondents had experience teaching upper elementary (5thï8th grade; 82.8%) and 

lower elementary levels (2ndï4th grade; 61.1%). A smaller portion had experience 

with preschool (20.6%), kindergarten (30.6%), and high school students (16.7%), 

while only a limited number had taught adults (2.8%). 

 

 

Figure 3.2. Grade Levels Teachers Have Taught Before 

 

As illustrated in Figure 3.2, the proportions clearly highlight that the vast majority of 

participants had experience in elementary-level education, particularly at the upper 
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(5thï8th grade) and lower (2ndï4th grade) elementary levels. This concentration 

aligns closely with the studyôs focus on young learners and confirms that the 

participant group is well-suited to provide meaningful insights into AI integration in 

early English language teaching. 

 

Table 3.3. Grade Levels Teachers Are Currently Teaching Information Table 

 f  %  

Pre-K/Preschool Grade   11 6,1 

Kindergarten Grade   19 10,6 

2-4th Grade   66 36,7 

5-8th Grade   86 47,8 

9-12th Grade  24 13,3 

University  3 1,7 

 

Table 3.3 displays the current teaching levels of the participants.  

 

While 47.8% of respondents were currently teaching 5thï8th grades and 36.7% were 

teaching 2ndï4th grades, the numbers were lower for kindergarten (10.6%) and 

preschool (6.1%). Only 13.3% were teaching at the high school level, and 1.7% 

reported teaching at the university level. 

 

 

Figure 3.3. Grade Levels Teachers Are Currently Teaching 
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As illustrated in Figure 3.3, the majority of participants were actively teaching at the 

elementary level, particularly in upper (5thï8th grade) and lower (2ndï4th grade) 

elementary classes. This distribution aligns directly with the studyôs focus on young 

learners  and  reinforces  that the  participant group was  appropriately  positioned  to 

provide relevant perspectives on AI integration in early English language education. 

 

In total, 180 in-service English language teachers participated in the study. No 

restrictions were placed on participants based on age, gender, teaching experience, or 

school type, which allowed for a diverse range of perspectives and professional 

backgrounds to be included in the study. The sample included educators from various 

professional backgrounds and demographic profiles, teaching in both public and 

private elementary schools across different regions of T¿rkiye. Participants varied in 

years of experience, including novice teachers (0ï5 years), transitioning teachers (6ï

10 years), and experienced teachers (10+ years). This diversity allowed for subgroup 

analyses based on teaching experience and AI literacy levels, further enriching the 

interpretive depth of the findings. As Johnson and Christensen (2020) assert, 

comparative analyses based on background variables are essential in survey research 

for revealing patterns and differences in perception. 

 

Although the use of purposive and snowball sampling techniques limits the 

generalizability of the findings to the broader population of English teachers in 

T¿rkiye, the methodological strategy was deliberately chosen to reflect the study's 

exploratory and descriptive aims. By selecting participants who are most capable of 

providing informed and meaningful responses, the study generates valuable insights 

into the pedagogical realities of AI integration in early English language education. 

 

3.5. Data Collection Instruments 

 

In order to explore the perceptions of in-service English language teachers regarding 

the integration of AI into young learner classrooms, a survey instrument the form of 

a questionnaire (APP.D) was developed. The instrument was designed to collect both 

quantitative and qualitative data, enabling a comprehensive understanding of 

teachersô experiences, attitudes, and reflections. This data collection tool served as 
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the primary instrument for addressing the research questions outlined in this study.  

The survey was designed explicitly for this research by the researcher, incorporating 

items derived from both a validated AI literacy scale from the literature and 

researcher-developed perception-based questions. The questions were carefully 

crafted based on existing literature on AI in education and early EFL contexts, 

regular guidance and feedback from the researcherôs thesis advisor, and informal 

consultations with practicing English language teachers from different school 

settings in T¿rkiye, ensuring both relevance and comprehensiveness (APP. C). It was 

developed in English language. 

 

The primary data collection instrument, the online survey, was administered through 

Google Forms, chosen due to its user-friendly interface, ease of accessibility, and 

effectiveness in reaching a wide geographic distribution of participants efficiently 

(Cohen, Manion, & Morrison, 2018). The survey comprised several distinct sections, 

carefully designed to address each of the studyôs research questions 

comprehensively. 

 

 

Figure 3.4. Structure of the Survey 

ÅDemographic Information 

ÅAI Literacy Scale 
Section 1 

ÅTeacher Preparedness and Professional 
Development in AI Integration Section 2 

ÅPerceived Benefits of AI Integration in Teaching 
English to Young Learners  Section 3 

ÅConcerns or Potential Drawbacks of AI 
Integration in Teaching English to Young 
Learners 

ÅOpen Ended  Questions 

Section 4 

ÅPerceptions of Future AI Integration in Teaching 
English to Young Learners Section 5 

ÅRecommendations for Effective AI Integration 
in Teaching English to Young Learners Section 6 
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3.5.1. Structure of the Survey 

 

The survey was divided into the following sections: 

 

3.5.1.1. Section 1  

 

a) Demographic Information: The first section of the survey aimed to collect 

essential demographic and background information to contextualize the responses 

and enable meaningful subgroup analyses. Understanding participantsô professional 

background, and prior exposure to AI technologies provided valuable insight into the 

factors that may influence their perceptions and use of AI in young learner English 

language classrooms. 

 

This section included the following items: 

 

Years of Teaching Experience: Participants indicated their total years of 

professional teaching experience. This variable was later categorized into novice (0ï

5 years), transitioning (6ï10 years), and experienced (10+ years) groups to explore 

potential perceptual differences based on professional maturity and classroom 

familiarity. 

 

Grade Levels Previously Taught: Teachers were asked to select all primary grade 

levels they had experience teaching in the past. This provided a broader 

understanding of their exposure to different age groups and developmental stages. 

 

Grade Levels Currently Teaching: This item focused on the participantsô current 

teaching responsibilities, particularly identifying those teaching in elementary and 

middle schools the primary focus of this study. This ensured alignment between 

participantsô experiences and the defined target population of the research. 

 

Familiarity with AI in Language Teaching : Participants self-reported their level of 

familiarity with AI concepts, tools, and practices as they relate to English language 

teaching.  
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Previous Training in AI for Language Teaching: This item examined whether 

participants had received any formal or informal professional development regarding 

the use of AI in language education.  

 

Access to AI Tools in English Language Teaching: Teachers indicated whether 

they had practical access to AI-powered tools and platforms within their institutional 

or personal teaching contexts.  

 

AI Tools Used: Participants were presented with a closed-ended multiple-choice 

item where they could select all AI tools they currently use in their teaching practice. 

The list included widely known tools such as Grammarly, QuillBot, Google 

Translate, ChatGPT/Google Gemini, Wordtune, and Duolingo, along with an 

ñOtherò option to allow for additional responses. This question aimed to identify the 

most commonly used AI tools and observe general usage patterns among teachers. 

 

Frequency of AI Use for Personal Teaching Tasks: Participants rated how often 

they used AI tools for instructional planning, material development, assessment 

design, or other professional tasks. This item provided insight into AI integration 

outside of direct classroom interaction. 

 

Frequency of AI Use with Students: This item focused on the frequency with 

which participants used AI tools directly in the classroom with their students, 

offering a picture of actual classroom implementation beyond personal use. 

 

By collecting data on these aspects, the study ensured a comprehensive 

understanding of the participants' pedagogical context, technological preparedness, 

and existing practices with AI. These demographic indicators also served as variables 

for further comparative analysis, such as determining whether years of teaching 

experience or AI familiarity level influenced teachers' attitudes toward AI 

integration. This structured and comprehensive approach to collecting demographic 

information aligns with best practices in educational research and helps generate 

more detailed and meaningful interpretations (Cohen, Manion, & Morrison, 2018; 

Dºrnyei & Taguchi, 2010). 
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b) Artificial Intel ligence Literacy Scale: To assess participantsô levels of AI 

literacy, this study employed an adapted version of the Artificial Intelligence 

Literacy Scale (AILS), originally developed by Wang, Rau, and Yuan (2022). The 

AILS was designed to measure adultsô understanding and use of AI technologies 

through four core dimensions: awareness, usage, evaluation, and ethics. 

 

The Turkish adaptation of the AILS was conducted and validated by ¢elebi, Yēlmaz, 

Demir, and Karakuĸ (2023), who confirmed its reliability and construct validity in 

the context of teacher education. This version was later used in Demirôs (2024) 

masterôs thesis, which investigated pre-service primary school teachersô AI literacy 

levels across several variables. In the present study, the Turkish version of the scale 

was accessed directly through Demirôs thesis (2024). 

 

Since the target participants of this research were in-service English language 

teachers, and the overall survey instrument was designed in English, the Turkish 

version of the AILS was translated back into English for consistency. This translation 

process was carried out in consultation with a certified translator (APP.B) who 

specializes in educational terminology, and the final version was reviewed and 

approved by the thesis advisor to ensure both linguistic accuracy and contextual 

clarity. 

 

The adaptation process included a careful revision of each item to maintain its 

original meaning while making it suitable for English teachers working with young 

learners. Importantly, the scale was not used for development or validation purposes 

in this study; rather, it was implemented as an existing, previously validated 

instrument to support descriptive and comparative analyses of participantsô AI 

literacy. 

 

One key adaptation was made to the original scale format. While the initial version 

by Wang et al. (2022) used a 7-point Likert scale with a neutral midpoint, the current 

study adopted a 6-point forced-choice format (ranging from 1 = Strongly Disagree to 

6 = Strongly Agree). This change was made intentionally to remove the neutral 

option and to encourage participants to express clearer opinions. Previous research 
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has shown that omitting neutral midpoints in attitude-based surveys can help reduce 

central tendency bias and lead to more informative data (Kulas, Stachowski, & 

Haynes, 2008). 

 

The final version of the scale used in this study included 12 items as in original, 

organized under four sub-dimensions, each containing three items: 

Awareness ï the ability to recognize AI tools and differentiate them from 

conventional technologies, 

Usage ï the practical use of AI tools in everyday or professional tasks, 

Evaluation ï the capacity to assess the strengths, limitations, and 

appropriateness of AI applications, 

Ethics ï understanding the ethical responsibilities and implications associated 

with AI use, including privacy, fairness, and accountability. 

 

The reliability of the original scale was confirmed through internal consistency 

coefficients ranging from Ŭ = .73 to .83 (Wang et al., 2022), and the Turkish 

adaptation showed similarly strong results (¢elebi et al., 2023). In this study, the 

adapted scale served as a valid tool to explore how teachersô AI literacy varied based 

on their prior experience with AI technologies and professional background in 

language education. 

 

All necessary permissions for the use and adaptation of the instrument were obtained 

prior to its implementation. The translation and adaptation process was conducted 

transparently and with ethical oversight, ensuring that the scale remained accurate, 

respectful of the original developersô intent, and appropriate for the study context. 

 

3.5.1.2. Sections 2-6: Teachersô Perceptions on the Integration and Use of AI:  

 

This study employed a customized survey instrument to investigate in-service 

English language teachersô perceptions of AI integration in early language education 

settings. Following an extensive review of current literature and available 

instruments, it was determined that no existing tool sufficiently addressed the 

multidimensional aspects of AI integration specific to young learners and English as 
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a Foreign Language (EFL) context. Although several instruments in literature 

explore AI literacy or technology adoption more generally (e.g., Wang et al., 2022), 

none provided an adequate framework for analyzing the perceptions of practicing 

English teachers regarding AI's pedagogical, ethical, and practical implications in 

lower primary education. 

 

As a result, Sections 2 through 6 of the survey were developed by the researcher for 

the specific purpose of this study. The intention was not to construct or validate a 

new psychometric scale, but to create a structured and context-sensitive tool capable 

of capturing meaningful insights related to the studyôs research questions. The 

development of survey items was guided by a comprehensive review of the existing 

literature, including both national and international studies on AI in education. 

Relevant and empirical research were closely examined to identify common themes 

and research gaps. Additionally, the researcher consulted experienced in-service 

English language teachers and incorporated feedback from a thesis supervisor 

throughout the item construction process. This comprehensive approach ensured that 

the items were pedagogically relevant, contextually appropriate, and aligned with the 

studyôs research objectives.  

 

The structure and content of Sections 2 to 6 are outlined in detail below to clarify the 

scope and focus of each dimension. 

 

3.5.1.2.1. Section 2: Teacher Preparedness and Professional Development in AI 

Integration 

 

One key focus of this section is to assess how prepared in-service English language 

teachers feel in terms of integrating AI tools into their classroom practice. The items 

aim to capture perceptions of readiness by addressing factors such as access to 

professional development, prior exposure to AI-related tools, confidence in using 

technology, and the presence (or absence) of institutional support mechanisms. The 

effective integration of educational technologies has consistently been linked to the 

level of teacher preparedness. Studies have shown that variables like technological 

self-efficacy, beliefs about pedagogy, and school culture all significantly shape how 
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and whether teachers adopt new tools (Ertmer & Ottenbreit-Leftwich, 2010; Tondeur 

et al., 2017). In the context of AI, recent findings suggest that many educators feel 

underprepared and express uncertainty about how to effectively apply AI in real 

classroom settings (Ifenthaler & Yau, 2020). These concerns highlight the 

importance of including items that address both practical and psychological 

dimensions of teacher readiness. Therefore, the items in this section were designed to 

reflect both internal factors (such as technological confidence and willingness to 

adapt) and external factors (such as training access and administrative support) that 

influence AI integration in young learner English classrooms. 

 

3.5.1.2.2. Section 3:  Perceived Benefits of AI Integration in Teaching English to 

Young Learners  

 

This section was designed to explore the perceived instructional benefits of 

integrating artificial intelligence tools into English language classrooms for young 

learners. The items focused on how teachers evaluate the potential of AI to support 

core language skills, improve instructional efficiency, and enhance learner 

engagement. Specific focus areas included personalized learning, gamified content, 

adaptive feedback systems, and increased student motivation. Recent research has 

shown that AI-driven platforms can offer targeted support for vocabulary 

development, pronunciation practice, and interactive speaking, particularly in 

English as a Foreign Language (EFL) context involving young learners. For instance, 

Sarker (2025) reported that the use of AI-based tools significantly improved 

vocabulary acquisition and pronunciation accuracy in early English instruction. 

Similarly, Vadivel et al. (2023) found that AI-powered applications such as chatbots 

and gamified learning platforms enhanced speaking confidence and classroom 

engagement among primary-level EFL students. Furthermore, there is increasing 

evidence that intelligent tutoring systems and generative AI tools can facilitate 

differentiated instruction and provide real-time formative feedback, contributing to 

greater learner autonomy and improved learning outcomes (Chen et al., 2021; Zhai et 

al., 2021). In addition, classroom-based studies have demonstrated that gamified AI-

supported applications significantly boost motivation, focus, and active participation 

in early language learning settings. For example, Sun and Hsieh (2022) found that 
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gamification features integrated into AI-based English platforms increased young 

learnersô intrinsic motivation and involvement. Likewise, Shen, Lai, and Wang 

(2024) reported enhanced attention and academic outcomes in primary school EFL 

students using gamified learning tools. Alzahrani and Saleh (2025) also emphasized 

the motivational value of technology-enhanced strategies in early English language 

classrooms. Informed by these findings, the items in this section were carefully 

constructed to capture teachersô perceptions of the pedagogical opportunities and 

practical advantages that AI may bring to English language instruction for young 

learners. 

 

3.5.1.2.3. Section 4: Concerns or Potential Drawbacks of AI Integration in 

Teaching English to Young Learners 

 

This section of the survey explored the concerns and challenges that in-service 

English language teachers associate with the integration of artificial intelligence in 

classrooms for young learners. Drawing from both recent literature and the lived 

realities of young learner education, the items in this section addressed a range of 

critical issues, including screen exposure, data privacy, unequal access to technology, 

diminished human interaction, and questions about the developmental 

appropriateness of AI systems for young learners. Teachers were asked to consider 

whether AI use might interfere with developmentally appropriate instruction by 

increasing screen time or reducing opportunities for communication, play, and face-

to-face engagement, all of which are essential in young learnersô language 

development. These concerns are discussed in research showing that excessive or 

poorly structured screen use can negatively impact childrenôs attention, creativity, 

and cognitive growth (Panjeti Madan & Ranganathan, 2023). In addition, survey 

items examined whether teachers felt confident about how AI platforms manage 

student data. The potential lack of transparency around data collection, storage, and 

usage has been widely discussed in the literature, especially in the absence of strong 

institutional policies and ethical guidelines (Ismail & Aloshi, 2024). These concerns 

are particularly important in early childhood education, where students are less able 

to advocate for their own digital rights. Another point within this section addressed 

issues of digital equity. Not all schools have access to the base, tools, or training 
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necessary to implement AI meaningfully, and such differences may widen existing 

gaps in educational opportunity. OECDôs Digital Education Outlook 2023 report 

underlines that these digital divides remain one of the most significant obstacles to 

equitable and effective AI integration in schools. The survey also included items that 

assessed whether teachers believed AI might undermine their professional autonomy. 

Although AI tools may assist with instructional tasks, their decision-making 

processes are often difficult to interpret, leaving educators uncertain about how or 

whether to rely on them. Research has indicated that educators may struggle to 

confidently and effectively integrate AI tools into their teaching when they lack a 

clear understanding of how these systems generate their outputs or recommendations. 

The absence of transparency often leads to uncertainty and diminished trust in the AI 

technology (Khosravi et al., 2022). In addition, teachers were encouraged to consider 

whether AI tools might unintentionally replicate or reinforce bias, particularly in 

student assessment and interaction. Without proper contextual adjustment, AI 

applications risk reinforcing existing educational inequalities, especially when used 

with young and diverse student populations (Collin et al., 2023). Taken together, the 

survey items in this section were carefully developed to reflect not only what AI can 

offer but also the limitations and ethical risks it introduces, especially when used 

with young learners. Rather than framing AI as a flawless or neutral technology, the 

survey invites participants to critically evaluate its role within the complex realities 

of classroom teaching. 

 

3.5.1.2.4. Open-Ended Questions: 

 

To complement the structured Likert-scale sections and enhance the explanatory 

depth of the study, five open-ended questions were integrated into the survey 

between Sections 4 and 5. These items were developed to elicit participantsô detailed 

perspectives and personal reflections on the integration of artificial intelligence into 

English language teaching for young learners. Their inclusion aimed to generate 

more comprehensive insights directly linked to the studyôs research questions, 

particularly regarding perceived benefits, challenges, and practical recommendations. 

The open-ended questions asked teachers to express their views on (1) the benefits of 

using AI in young learner EFL classrooms, (2) potential drawbacks, (3) effective 
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strategies for responsible integration, (4) what kind of guidance or support they 

would like to see in an AI-integrated teaching framework, and (5) any additional 

suggestions. These items offered participants the flexibility to share thoughts that 

may not be fully illustrated through fixed-response formats, thereby enriching the 

overall understanding of their experiences and perspectives. 

 

Although the study is based on a survey research design, the incorporation of open-

ended questions within the instrument aligns with established best practices in 

educational research.  As highlighted by Fowler (2014) and Dºrnyei and Taguchi 

(2010), open-ended questions are particularly useful when exploring emerging or 

complex topics, such as the integration of AI into English language teaching for 

young learners, where participantsô reasoning and classroom realities offer critical 

insights that quantitative data alone may not fully reveal. Accordingly, the qualitative 

responses in this study were intended to complement and contextualize the 

quantitative findings, offering a deeper interpretive dimension to observed patterns 

(Creswell & Creswell, 2018; Maxwell, 2013). The content and wording of the open-

ended items were developed in close consultation with the thesis advisor and were 

carefully reviewed to ensure both clarity and alignment with the studyôs research 

questions. The qualitative data generated from these responses were then analyzed 

thematically, allowing for the identification of recurring patterns and emergent 

insights specifically related to the experiences and perspectives of English language 

teachers working in young learner classrooms. In this way, the open-ended questions 

served a vital role in strengthening the overall validity and richness of the study, 

offering a more comprehensive view of how AI is perceived, valued, and critically 

evaluated by practicing teachers in young learner EFL contexts. 

 

3.5.1.2.5. Section 5: Perceptions of Future AI Integration in Teaching English to 

Young Learners 

 

This section focused on exploring teachersô expectations regarding the long-term role 

of artificial intelligence in education. The items captured views on possible teacherï

AI collaboration, adaptive learning design, the need for clear policy frameworks, and 

how AI might reshape classroom roles and responsibilities. Research indicates that 
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while many educators are open to the future integration of AI, their support is 

conditional on ethical implementation, transparency, and alignment with educational 

values. Holmes and Porayska Pomsta (2022) emphasize that AI systems in education 

must be transparent and explainable to gain teachersô trust, and policies should align 

with ethical standards to respect studentsô rights. As technology becomes more 

involved in classroom practices, many teachers are paying closer attention to the 

need to protect the human side of education. Chaudhry, Cukurova, and Luckin 

(2022) note that digital tools should assist rather than replace the teacherôs role, 

especially in creating emotional connections, encouraging social interaction, and 

supporting meaningful communication. In a similar vein, UNESCO (2023) points out 

that although AI-based systems can improve personalization and make teaching more 

efficient, they should not weaken the essential human elements of education, 

particularly for young learners, who benefit most from empathy, real-time 

interaction, and emotionally responsive teaching. Moreover, recent research stresses 

that personalized learning supported by AI must be carefully monitored to avoid 

over-dependence and to protect the development of studentsô cognitive and critical 

thinking skills. George and Wooden (2023) found that excessive reliance on AI-

based systems may limit learners' independent reasoning and problem-solving 

abilities if not balanced with appropriate oversight. Therefore, this section was 

designed to reflect teachersô perspectives on both the opportunities and challenges 

surrounding the future use of AI, especially within the context of early English 

language education. 

 

3.5.1.2.6. Section 6: Recommendations for Effective AI Integration in Teaching 

English to Young Learners 

 

This section collected in-service teachersô recommendations regarding the 

responsible and effective use of artificial intelligence in young learner English 

classrooms. The items reflected important teacher priorities such as protecting 

professional autonomy, aligning with curriculum goals, fostering ethical awareness, 

and supporting continuous professional development. These concerns are consistent 

with studies that emphasize the importance of including teachers in the development 

and adaptation of educational tools to meet the needs of different teaching 
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environments (Zawacki Richter et al., 2019). It has also been shown that when 

teachers are part of the decision-making process regarding which tools to use and 

how to use them, the results are often more positive. For instance, Hazaymeh, 

Bouzenoun, and Remache (2024) found that English language teachers valued AI 

tools that were user-friendly, directly relevant to lesson objectives, and easy to 

integrate into everyday classroom activities. Their study highlighted that practical 

usability and pedagogical alignment play a critical role in teachersô willingness to 

adopt such tools in primary-level English instruction. In addition, some studies 

underline that long-term success depends on strong institutional support, clear rules 

on how technology should be used, and proper training for teachers. Ifenthaler and 

Schumacher (2020) emphasize the need for clear guidance to avoid possible misuse 

in schools. Similarly, Zhai (2023) points out that when teachers do not receive 

enough preparation or when ethical concerns are overlooked, it becomes difficult to 

meet studentsô different learning needs. Instead of simply collecting suggestions, this 

part of the study aimed to recognize teachers as key contributors in shaping 

classroom practices that are respectful, fair, and meaningful for both teachers and 

learners. 

 

All in all, this core section of the instrument consisted of researcher-developed 

Likert-type items designed to explore in-service English teachersô perceptions 

regarding the integration of artificial intelligence into young learner classrooms. The 

sections, focusing on teacher preparedness, perceived benefits, concerns and 

challenges, future expectations, and professional recommendations, were not 

developed for psychometric scale development purposes but rather constructed to 

collect relevant and context-sensitive data that directly align with the studyôs 

research questions. A four-point Likert scale (1 = Strongly Disagree to 4 = Strongly 

Agree) was used in these sections, intentionally excluding a neutral option to 

encourage clearer and more reflective responses. This approach was informed by 

existing literature, which suggests that forced-choice formats can help reduce central 

tendency bias and enhance the interpretability of perception-based data (Kulas et al., 

2008; Chyung et al., 2017). The development process of these items was based on 

three main inputs: a review of current academic literature on AI in education and 

early EFL contexts, regular guidance and feedback from the researcherôs thesis 
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advisor, and informal consultations with practicing English language teachers from 

different school settings in T¿rkiye. These sources helped ensure that the items were 

not only theoretically grounded but also reflective of real classroom experiences and 

concerns. Prior to data collection, the entire survey instrument was reviewed and 

pilot-tested to ensure the clarity of item wording, logical flow, and ethical 

appropriateness. Feedback from this stage was used to make revisions, strengthening 

the overall usability and reliability of the instrument. As highlighted before, while 

the purpose of this study was not to create a standardized scale, the researcher-

developed items were carefully designed to capture meaningful insights from 

teachers who are actively engaged in teaching English to young learners. As such, 

the resulting data provide a valuable foundation for understanding how AI is 

perceived and experienced in early language education, offering a timely and 

relevant contribution to ongoing discussions in the field. 

 

3.6. Data Collection Procedures 

 

The present study was carried out through online means during the 2024ï2025 

academic year. The figure below outlines the sequential steps followed throughout 

the data collection process. 

 

 

Figure 3.5. Overall Data Collection Procedure 
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Following this structure, the data collection process was carried out in four sequential 

steps. First, the data collection instruments, including the adapted AI literacy scale 

and researcher-developed survey items, were designed and developed. Second, 

ethical approval was obtained from the universityôs ethics committee. Third, the 

survey was piloted with a small group of five in-service English teachers. Lastly, the 

finalized online survey was distributed and completed by the target participant group, 

marking the conclusion of the data collection process. 

  

3.6.1. Development and Adaptation of Data Collection Instruments 

 

The data collection instruments used in this study were diligently designed and 

adapted to align with the specific aim of exploring in-service English language 

teachersô perceptions regarding the integration of AI into young learner classrooms. 

As no existing instrument fully addressed the research questions within this 

particular educational context, the researcher developed a comprehensive survey tool 

grounded in current literature, guided by expert consultation, and enhanced through 

feedback from actively practicing teachers. 

 

The survey consisted of six main sections, combining both adapted and researcher-

developed items. The adapted portion incorporated the Artificial Intelligence 

Literacy Scale (AILS), originally developed by Wang et al. (2022) and later adapted 

into Turkish by ¢elebi et al. (2023). For the present study, the Turkish version was 

translated back into English with the support of a certified translation expert to 

ensure semantic accuracy and linguistic consistency. In line with ethical and 

methodological considerations, the original 7-point scale was revised into a 6-point 

forced-choice format by removing the neutral midpoint. This modification aimed to 

minimize central tendency bias and encourage more deliberate participant responses. 

The AILS measured AI literacy across four dimensions: Awareness, Usage, 

Evaluation, and Ethics. 

 

The remaining sections of the survey were constructed by the researcher and 

included Likert-scale items and five open-ended questions. A four-point Likert scale 

(1 = Strongly Disagree to 4 = Strongly Agree) was used in these sections, 



 

92 

intentionally excluding a neutral option to encourage clearer and more reflective 

responses. These items were based on an extensive review of current research on AI 

in education, with a particular focus on young learner English as a Foreign Language 

(EFL) context. Unlike formal scale development, the aim here was not to create a 

new psychometric instrument, but rather to collect meaningful, targeted, and 

contextually rich data addressing key themes aligned with the research questions, 

such as teacher preparedness, perceived benefits and challenges, future expectations, 

and professional recommendations based on teachersô lived experiences and 

viewpoints. 

 

The item development process was closely guided by the researcherôs thesis advisor, 

ensuring methodological coherence and alignment with the studyôs objectives. 

Informal consultations were also held with in-service English teachers from both 

public and private elementary schools across T¿rkiye. These insights contributed 

significantly to improving the content, clarity, contextual relevance, and professional 

appropriateness of the items. Based on the feedback, ambiguous expressions were 

revised, redundancies were eliminated, and the language and structure of the items 

were carefully adapted to suit the target participant group. 

 

The finalized version of the survey was created using Google Forms, organized into 

six clearly defined sections to facilitate user-friendly navigation. This digital format 

was chosen for its accessibility, wide reach, and capacity to protect respondent 

confidentiality while enabling secure online data collection. Additionally, its cross-

platform compatibility allowed participants to complete the survey from various 

devices without technical barriers. Before distribution, the full instrument underwent 

a pilot testing process to check for clarity, technical functionality, item effectiveness, 

and overall coherence, as described in the next section. 

 

Overall, the development and adaptation of the data collection instruments followed 

a transparent, literature-based, and ethically grounded approach. This ensured that 

the data collection instruments were not only aligned with the research objectives but 

also ethically sound, practical, and suited to the specific teaching context of young 
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learners in Turkish EFL settings, representing diverse teacher perspectives in a way 

that reflects real classroom experiences while maintaining academic validity. 

 

3.6.2. Ethical Approval and Research Authorization 

 

Prior to the initiation of the data collection process, the study obtained formal ethical 

approval (APP.A) from the Human Research Ethics Committee (Ķnsan Araĸtērmalarē 

Etik Kurulu ï ĶAEK) at Middle East Technical University (METU). This approval 

ensured that all ethical protocols regarding informed consent, voluntary participation, 

confidentiality, and data protection were maintained consistently during the research 

process. As required by METUôs ethical research standards, comprehensive 

application documents were submitted, including the Ethics Committee Application 

Form, Informed Consent Form, and a complete version of the survey instrument. 

 

The application, submitted on February 17, 2025, clearly stated the research purpose, 

methodological design, data collection procedures, sampling method, and the ethical 

considerations to be implemented. The proposed research involved adult participants 

(in-service English language teachers) and did not include any vulnerable groups or 

sensitive interventions. The data collection period was scheduled between March 17 

and July 14, 2025, in accordance with the committeeôs requirement to begin no 

earlier than three weeks after the application date. 

 

The ethics approval was granted without the need for major revisions, confirming 

that the study met all institutional and disciplinary ethical standards. The survey was 

thus authorized for online distribution to eligible participants across T¿rkiye, 

specifically targeting English teachers working with young learners in elementary 

education settings. No additional institutional permission was required, as the study 

did not involve any direct intervention within schools or access to minors. 

 

Following the approval, the data collection process officially began with the piloting 

phase and subsequently continued with the administration of the finalized survey. 

Throughout the study, participants were clearly informed that their participation was 

entirely voluntary and that they could withdraw at any point without any negative 
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consequences. Full confidentiality was maintained, and all procedures adhered to the 

ethical standards set by METUôs Human Research Ethics Committee, ensuring the 

integrity of the study and the protection of participant rights. 

 

3.6.3. Pilot Testing of the Instrument 

 

Before the final administration of the survey, a piloting phase was conducted to 

ensure the clarity, comprehensibility, practical functionality, and overall 

effectiveness of the survey instrument.  Such pilot testing is considered a critical 

component in survey-based research to ensure that the instrument is valid, user-

friendly, and suited to the participant population (Dºrnyei & Taguchi, 2010; Fowler, 

2014). This step was particularly vital for enhancing the quality and contextual 

appropriateness of the tool, given the studyôs focus on AI integration in early English 

language teaching settings. Participants were selected using purposive sampling to 

reflect the actual target group of the study: in-service English teachers working with 

young learners in T¿rkiye. 

 

The pilot study involved five in-service English language teachers. Among them, two 

were experienced teachers working in private elementary schools, while the other 

three were currently employed in public schools, two of whom were novice teachers, 

and one had mid-level teaching experience. The piloting process was carried out 

through personalized email invitations that clearly explained the purpose and 

expectations of this phase. In the email, participants were informed that the piloting 

was part of a study aiming to explore in-service English language teachersô 

perspectives on integrating AI into English language teaching for young learners. 

Teachers were kindly asked to complete the survey as if they were regular 

participants and then provide detailed written feedback to help improve the clarity, 

comprehensibility, and sufficiency of the survey items and structure. To support the 

quality and usability of the instrument, participants were explicitly encouraged to 

comment on any item, section, or response option they found confusing, unclear, or 

insufficient. To facilitate structured and detailed feedback, the email suggested the 

following specific areas for evaluation: (1) clarity of questions, whether the items 

were easy to understand, (2) sufficiency of answer choices, whether the options were 
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comprehensive and appropriate, (3) the overall flow of the survey, whether the 

progression between sections was logical, and (4) any additional comments or 

suggestions that could improve the surveyôs content or design. In addition, 

participants were invited to share general reflections on wording, content accuracy, 

and estimated survey duration. This thorough feedback process played a key role in 

improving the instrument prior to its full-scale administration. 

 

Based on the feedback received, several meaningful revisions were made to improve 

the instrumentôs clarity and usability. These included: 

¶ Lexical adjustments to replace complex terms (e.g., replacing ñadhereò with 

ñfollowò and ñtroubleshootò with ñfixò) to increase accessibility. 

¶ Rephrasing of item expressions to improve natural language flow and 

reduce cognitive load (e.g., changing ñto EFL young learnersò to ñto young 

EFL learnersò). 

¶ Consistency improvements, such as consistent use of the abbreviation ñAIò 

across all sections for familiarity and ease of reading. 

¶ Clarification of item purpose, particularly in sections involving perceived 

concerns, where ambiguous or compound statements were separated or 

revised. 

¶ Reassessment of estimated survey duration, as pilot participants noted that 

the actual completion time exceeded initial estimates. 

¶ Formatting suggestions, including reducing excessive bold or italic styling 

for a more professional and readable appearance. 

 

Feedback from these pilot participants resulted in minor improvements, particularly 

regarding phrasing clarity and question order, ultimately enhancing the overall 

quality and effectiveness of the instrument (Dºrnyei & Taguchi, 2010). These 

revisions were not only revised by pilot participant feedback but also reviewed and 

approved by the thesis advisor. The advisor made valuable contributions regarding 

survey content and structure, for example, recommending changes to demographic 

questions for better precision, and proposing the addition of new open-ended 

questions to strengthen the instrument's coverage of teacher needs and suggestions. 

The piloting process served not only to enhance the usability and clarity of the 
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survey tool but also to support its content validity and contextual appropriateness 

(Dºrnyei, 2007; Fowler, 2014). The constructive feedback from piloting phase 

helped ensure that the instrument would align with the professional realities of 

English teachers working with young learners, thereby strengthening the 

instrumentôs capacity to generate meaningful data. 

 

Overall, the piloting process helped confirm that the final version of the survey was 

clear, accessible, and suitable for its intended purpose, while maintaining both 

methodological integrity and contextual relevance for teachers working in young 

learner EFL classrooms in T¿rkiye. 

 

3.6.4. Conducting the Survey 

 

Following the completion of the piloting process and the final revisions approved by 

the thesis advisor, the finalized version of the survey was administered as the main 

data collection instrument for the study. The data collection took place between 

March 17 and June 19, 2025, during the 2024ï2025 academic year. The finalized 

survey was distributed online via Google Forms, a platform selected for its 

accessibility, ease of use, and compatibility across devices, ensuring broad and 

efficient reach among the target population. 

 

The target population of this study consisted of in-service English language teachers 

in T¿rkiye who either had prior experience teaching young learners (in pre-primary, 

primary, or lower secondary settings) or were currently working with young learners 

in public or private elementary schools. This population was selected based on its 

direct engagement with early English language education, which is the focus of the 

present research. 

 

To access participants, purposive and snowball sampling techniques were used. The 

researcher initially distributed the survey link through professional teaching 

networks, educational platforms, English teacher associations, and social media 

groups specifically aimed at English language educators in T¿rkiye. Additionally, the 

survey invitation was sent via direct email to contacts known to be working in 
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relevant teaching contexts. Participants who completed the survey were encouraged 

to share it with eligible colleagues who met the studyôs inclusion criteria thereby 

increasing its reach within the intended demographic (Creswell & Creswell, 2018).  

 

The survey was self-administered and optimized for various devices including 

desktops, tablets, and smartphones. The average time to complete the survey was 

approximately 7ï10 minutes. To ensure high data quality, all essential questions 

were marked as required, and a clear section-based structure was used to reduce 

cognitive fatigue and facilitate smooth navigation. 

 

Participation in the survey was entirely voluntary and anonymous. Before beginning 

the survey, participants were presented with an informed consent statement outlining 

the purpose of the study, the voluntary nature of participation, the confidentiality of 

responses, the approximate completion time, and the right to withdraw at any point 

without consequences. Only participants who provided explicit consent were able to 

proceed.  

 

The final version of the instrument consisted of six sections, covering demographic 

background, AI literacy (adapted from Wang et al., 2022; ¢elebi et al., 2023), 

teacher preparedness, perceived benefits, concerns and challenges, future 

perceptions, and professional recommendations, along with five open-ended 

questions. The online format allowed participants to respond at their convenience 

and ensured that responses were automatically collected and stored securely for later 

analysis. 

 

In total, valid responses were collected from 180 participants and included in the data 

analysis phase. The sample reflected a diverse group of in-service English language 

teachers from various geographical regions and school types (public and private), 

with varying levels of professional experience and familiarity with AI. This diversity 

provided a rich dataset that meaningfully supported the studyôs aim of exploring a 

wide range of current teacher perspectives on the integration of AI into young learner 

classrooms. The finalized dataset was then exported for statistical and thematic 

analysis, marking the transition to the next phase of the research process. 
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3.7. Data Analysis 

 

This study employed both quantitative (Likert-scale items) and qualitative (open-

ended questions) data analysis procedures to comprehensively explore in-service 

English language teachersô perspectives on the integration of AI into young learner 

English classrooms. The collected data were analyzed in alignment with the research 

questions, employing a combination of descriptive and inferential statistics, as well 

as thematic qualitative coding methods. The use of both quantitative and qualitative 

analysis aimed to increase the depth and contextual understanding of teacher 

perspectives (Creswell & Creswell, 2018; Dºrnyei, 2007). 

 

3.7.1. Quantitative Data Analysis 

 

The quantitative data collected through the structured, Likert-scale sections of the 

survey were analyzed using the Statistical Package for the Social Sciences (SPSS). 

Descriptive statistics, including frequencies, percentages, means, and standard 

deviations, were computed for all Likert-scale items in each section of the survey. 

These analyses addressed Research Questions 1a, 1b, 1c, and 1d by providing a 

general overview of participantsô use of AI tools, as well as their perceptions 

regarding the benefits, concerns, and recommendations for integrating AI into young 

learner classrooms. To assess the internal consistency and reliability of each section 

of the survey, Cronbachôs Alpha coefficients were calculated. This provided 

evidence of the internal reliability of the Likert-scale items across the dimensions of 

AI literacy, teacher preparedness, benefits, concerns, future perceptions, and 

professional recommendations (Taber, 2018). 

 

Table 3.4. The Main Research Question, Sub-questions, Instruments, Methods, and 

Analysis Techniques 

Research Question / Sub-question Instrument  Method Analysis Technique 

Main RQ:  What are the perceptions 

of in-service English language 

teachers working in K12 elementary 

schools on integrating AI into young 

learner classrooms for English 

teaching? 
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Table 3.4. (continued) 

1.a To what extent do EFL young 

learner teachers make use of AI tools 

and technologies? 

Survey (Section 1-2) 

(Likert scale) 

Quantitative Descriptive Statistics 

(Demographic Questions 

& AI Literacy Scale)) 

1.b What are the perceived benefits 

of using AI in English language 

teaching for young learners? 

Survey (Section 3) 

(Likert+open-ended) 

Quantitative 

+ 

Qualitative 

Descriptive Statistics + 

Constant Comparison 

Method (Open, Axial, and 

Selective Coding) 

1.c What are the concerns or 

potential drawbacks of using AI to 

teach English to young learners? 

Survey (Section 4) 

(Likert+open-ended) 

Quantitative 

+ 

Qualitative 

Descriptive Statistics + 

Constant Comparison 

Method (Open, Axial, and 

Selective Coding) 

1.d What recommendations or 

suggestions do English teachers have 

for the effective integration of AI 

into young learner classrooms for 

teaching English? 

Survey (Section 6) 

(Likert+open-ended) 

Quantitative 

+ 

Qualitative 

Descriptive Statistics + 

Constant Comparison 

Method (Open, Axial, and 

Selective Coding) 

1.e Is there a significant difference in 

the perceptions of English language 

teachers regarding the integration of 

AI into young learner classrooms 

based on their level of AI literacy? 

Survey   

(AI Literacy Scale 

(¢elebi, Yēlmaz, 

Demir, & Karakuĸ, 

2023)) 

Quantitative Inferential Statistics 

(Independent Samples T-

test) 

1.f Are there any significant 

differences in AI-related perceptions 

of teachers based on their teaching 

experience? 

Survey  

(Likert scale) 

Quantitative Inferential Statistics (one-

way ANOVA) 

 

In addition to descriptive statistics, inferential analyses were conducted to explore 

potential group differences for Research Questions 1e and 1f. An independent 

samples t-test and one-way ANOVA were conducted: one comparing teachers with 

high and low AI literacy levels (based on their total scores on the AI Literacy Scale; 

¢elebi et al., 2023; Wang et al., 2022), and the other comparing experienced teachers 

(16+ years of teaching experience), transitioning teachers (6ï15 years) and novice 

teachers (0ï5 years). These inferential tests aimed to determine whether statistically 

significant differences existed between the groups in their perceptions of AI 

integration in English language teaching for young learners. The results provided 

insight into how background factors such as technological literacy and teaching 

experience may influence teacher attitudes toward AI use in education. 

 

3.7.2. Qualitative Data Analysis 

 

In addition to the quantitative procedures applied in this study, qualitative data were 

collected through five open-ended questions embedded within the survey instrument. 
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These questions were intentionally designed to align with the studyôs sub-questions 

and to elicit deeper insights into teachersô perceptions of the benefits, concerns, and 

recommendations regarding the integration of AI in English language teaching for 

young learners. While the Likert-scale items offered a structured overview of general 

trends, the open-ended responses allowed participants to express their reflections 

more freely, thus contributing valuable contextual and interpretive depth to the 

studyôs findings. 

 

To analyze the qualitative data, this study employed the constant comparative 

method, a core strategy of grounded theory originally developed by Glaser and 

Strauss (1967). This method was further elaborated by Strauss and Corbin (1990) in 

their systematic coding procedures, and later contextualized for educational research 

by Cohen, Manion, and Morrison (2007). This approach, as described by Glaser and 

Strauss (1967) and further elaborated by Strauss and Corbin (1990), involves 

continually comparing each new segment of data with previously coded segments in 

order to identify repeating patterns, strengthen existing categories, and discover new 

themes in the data. This process helps maintain clarity and consistency throughout 

the analysis and is especially suitable for exploring participantsô ideas in educational 

research. 

 

The qualitative coding process was carried out in three distinct stages, open coding, 

axial coding, and selective coding, following the analytical framework of Strauss and 

Corbin (1990): 

ǒ Open Coding: In this initial stage, each response was examined line by line to 

identify key concepts or ideas. Conceptual labels were assigned to 

meaningful phrases or segments in the data, allowing the researcher to break 

down the responses into discrete units of meaning (Strauss & Corbin, 1990). 

ǒ Axial Coding: In the second phase, open codes that demonstrated similar 

patterns or shared properties were grouped into broader categories. This stage 

involved establishing relationships among codes by considering contextual 

factors, conditions, or consequences described in the data (Strauss & Corbin, 

1990). It facilitated building a more connected view of participantsô 

perspectives, rather than focusing on fragmented observations. 
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ǒ Selective Coding: In the final stage, the broader categories developed during 

axial coding were brought together to form main themes that reflected the 

focus of the study. These core themes, Perceived Benefits, Concerns and 

Drawbacks, and Recommendations for Effective Integration, were directly 

connected to the studyôs research questions. This step helped organize 

participant responses in a meaningful way and made it easier to interpret the 

overall findings (Strauss & Corbin, 1990; Cohen, Manion & Morrison, 2007). 

 

All coding procedures were facilitated using MAXQDA, a professional qualitative 

data analysis software tool, which supported the systematic organization, coding, and 

retrieval of textual data. Additionally, this tool helped to generate frequency tables to 

display how often particular codes and categories appeared across participant 

responses. This added a descriptive dimension to the analysis and provided empirical 

support for the interpretation of common themes. Throughout the process, the 

constant comparison technique was consistently applied. This involved repeatedly 

reviewing previous data while analyzing new responses to ensure conceptual 

consistency and category completeness. As stated by Cohen, Manion, and Morrison 

(2007), comparing responses continuously enables the researcher to develop reliable 

categories that are grounded in participant data and repeated until saturation is 

achieved. This qualitative analysis process complemented the quantitative findings 

by providing deeper contextual understandings of in-service English language 

teachers' perceptions, beliefs, and professional judgments about using AI 

technologies in the language learning experiences of young learners. It also helped 

reflect participant voices in an authentic and organized way, strengthening the 

validity and educational relevance of the study. 

 

3.8. Assumptions of the Study 

 

The assumptions of the current study are as it follows:  

 

ǒ It was assumed that the structured survey, which included both Likert-scale 

items and open-ended questions, was an appropriate and sufficient instrument 

for reflecting the perceptions of in-service English language teachers 
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regarding the integration of Artificial Intelligence into young learner 

classrooms. 

ǒ It was assumed that participants responded sincerely to all items, reflecting 

their genuine professional perspectives and classroom experiences, without 

being influenced by external expectations or social desirability. 

ǒ The participants were presumed to have an adequate conceptual 

understanding of Artificial Intelligence, particularly in the context of 

educational practice, which allowed them to engage meaningfully with the 

survey items. 

ǒ It was assumed that the sample, selected through purposive and snowball 

sampling methods, represented a diverse group of in-service English language 

teachers working in public and private elementary schools across T¿rkiye, 

thereby providing a meaningful and contextually rich representation of 

current classroom realities 

ǒ The open-ended responses were assumed to provide authentic insights into 

the perceived benefits, concerns, and suggestions related to AI use in 

language education for young learners. 
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CHAPTER 4 

 

 

FINDINGS 

 

 

4.1. Introduction  

 

This chapter presents the findings of the study, which aimed to investigate in-service 

English language teachersô perceptions regarding the integration of Artificial 

Intelligence into English language teaching for young learners in Kï12 schools 

across T¿rkiye. The study adopted a survey research design and collected data 

through a structured survey that included both closed-ended Likert-type items and 

five open-ended qualitative questions. 

 

The quantitative survey data were analyzed using SPSS Version 27, incorporating 

descriptive statistics (frequencies, means, and standard deviations), internal 

consistency analysis via Cronbachôs Alpha, and inferential tests to examine group 

differences in teacher perceptions. Sociodemographic data were also summarized 

using frequency distributions. These statistical procedures provided insights into 

participantsô AI tool usage, perceived benefits and concerns, professional readiness, 

and pedagogical recommendations for effective classroom implementation.  

 

To explore group-based differences, independent samples t-tests were conducted for 

binary variables (e.g., AI literacy level: high vs. low), while one-way ANOVA was 

applied to compare perceptions across three experience-based categories: novice 

teachers (0ï5 years), transitioning teachers (6ï15 years), and experienced teachers 

(16ï21+ years).  All statistical analyses were performed at a significance level of Ŭ = 

0.05.  These inferential analyses aimed to determine whether statistically significant 

differences existed in teachersô perceptions of AI integration based on their level of 

technological competence and professional experience.  
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In addition, qualitative data collected from the five open-ended survey items were 

analyzed using MAXQDA software. Following a three-phase coding process through 

open, axial, and selective coding, teachersô written responses were categorized into 

themes that parallel the research questions and support the quantitative results with 

deeper contextual understanding. 

 

The findings are structured according to one main research question and six related 

sub-questions, reflecting the studyôs overall objectives. 

 

Main Research Question: 

1. What are the perceptions of in-service English language teachers working in 

Kï12 elementary schools on integrating Artificial Intelligence (AI) into 

young learnersô classrooms? 

 

Sub-questions: 

a. To what extent do EFL young learner teachers make use of AI tools and 

 technologies? 

b.  What are the perceived benefits of using AI in English language teaching for 

young learners? 

c. What are the concerns or potential drawbacks of using AI to teach English to 

young learners? 

d. What recommendations or suggestions do English teachers have for the 

effective integration of AI into young learner classrooms for teaching 

English? 

e. Is there a significant difference in the perceptions of EFL language teachers 

regarding the integration of AI into young learner classrooms based on their 

level of AI literacy? 

f. Are there any significant differences in AI-related perceptions of teachers 

based on their teaching experience? 

 

In line with these questions, each section presents relevant statistical results and 

integrates supporting qualitative responses where applicable, allowing for a 

comprehensive interpretation of the data. The combined findings aim to offer a 
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comprehensive understanding of how Turkish EFL teachers view the role of AI in 

early English language education and to identify practical and pedagogical 

considerations for its effective use in young learner classrooms. 

 

4.2. Preliminary Analyses on the Normality and Reliability of the Survey Data 

 

Before presenting the main findings in response to the research questions, 

preliminary analyses were conducted to assess the normality and reliability of the 

survey data. Table 4.1 summarizes the descriptive statistics (mean and standard 

deviation), results of the Kolmogorov-Smirnov test, skewness and kurtosis values, 

and Cronbachôs Alpha reliability coefficients for each section of the survey. 

 

Table 4.1. Normality Assumption Analysis and Cronbachôs Alpha 

Survey/Scale n Mean Std. 

Deviation 

Kolmogorov 

Smirnov (p) 

Skewness Kurtosis Cronbachôs 

Alpha 

Awareness Sub-

Dimension 

180 4,93 ,864 ,000 -,515 -,608 ,558 

Usage Sub-

Dimension 

180 4,77 ,878 ,000 -,748 1,085 ,606 

Evaluation Sub-

Dimension 

180 4,69 ,938 ,000 -,821 1,162 ,848 

Ethic Sub-

Dimension 

180 4,93 ,939 ,000 -,694 -,313 ,601 

Artificial 

Intelligence Literacy 

Scale (AILS) 

180 4,83 ,688 ,004 -,756 1,075 ,826 

Teacher 

Preparedness and 

Professional 

Development in AI 

Integration 

180 2,88 ,461 ,012 -,039 ,252 ,809 

Perceived Benefits 

of AI Integration in 

Teaching English to 

Young Learners 

180 3,42 ,401 ,000 -,027 -1,242 ,940 

Concerns or 

Potential Drawbacks 

of AI Integration in 

Teaching English to 

Young Learners 

180 2,79 ,444 ,001 -,398 1,468 ,879 

Perceptions of 

Future AI 

Integration in 

Teaching English to 

Young Learners 

180 3,25 ,359 ,000 ,149 -,139 ,818 

Recommendations 

for Effective AI 

Integration in 

Teaching English to 

Young Learners 

180 3,57 ,418 ,000 -,595 -,636 ,955 

*p > 0.05 indicates a normal distribution (Kolmogorov-Smirnov Test) 
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Table 4.1 contains the normality and reliability analyses. As seen in Table 4.1, the 

skewness and kurtosis values for all dimensions fall within the acceptable range of ï

2 to +2 (George & Mallery, 2010), indicating that the data are approximately 

normally distributed. Although the Kolmogorov-Smirnov test values are not 

statistically significant (p < .05), the shape-based skewness and kurtosis values 

support the use of parametric statistical tests (Kalaycē, 2006). Moreover, the 

Cronbachôs Alpha values for all scales ranged from .558 to .955. While some sub-

dimensions showed moderate/acceptable internal consistency (e.g., Awareness: Ŭ = 

.558), most sections exhibited good to excellent reliability, supporting the internal 

coherence of the survey items. 

 

4.3. Results in Relation to EFL Young Learner Teachersô Current Practices of 

AI Tools and Technologies 

 

This section presents the findings addressing Research Question 1a: ñTo what extent 

do EFL young learner teachers make use of AI tools and technologies in their 

professional practices?ò It focuses on the actual usage patterns of in-service English 

language teachers who work with young learners.  

 

The results reveal how frequently these teachers incorporate AI into their teaching 

routines. In addition to general usage frequency, the data also explore which specific 

AI-powered tools teachers report using and the degree of access they have to such 

technologies. These findings help clarify how AI integration is taking shape at the 

primary education level and provide practical insights into current adoption trends. 

The findings are supported by descriptive statistics, tables, and visual figures that 

highlight patterns of usage frequency, tool preference, and access levels, thereby 

offering a practical snapshot of current AI usage trends in primary-level EFL 

classrooms. 

 

Before delving into the specific findings regarding AI tool usage and integration 

practices, it is essential to present the teaching contexts and backgrounds of the 

participants. This includes key sociodemographic characteristics that may shape their 

access to and engagement with AI technologies. 
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4.3.1. Participantsô Sociodemographic Characteristics 

 

Table 4.2 provides an overview of the participantsô demographic and professional 

backgrounds, including their familiarity with AI, previous training, access to tools, 

and usage patterns. A total of 180 in-service English language teachers working in 

Kï12 public and private schools across various cities in T¿rkiye participated in the 

study. This information helps contextualize the teachersô perspectives on AI 

integration by highlighting the diversity of their experiences and levels of exposure. 

 

Table 4.2. Socio-Demographic Information Table 

Variables Group f  %  

Familiarity with AI in 

language teaching 

Not Familiar 9 5,0 

Slightly Familiar 48 26,7 

Very Familiar 43 23,9 

Moderately Familiar 74 41,1 

Expert 6 3,3 

Previous training in AI for 

language teaching 

None 81 45,0 

One-time Workshop 43 23,9 

Formal Education 24 13,3 

Ongoing Training 32 17,8 

Access to AI tools in 

English language teaching 

No Access 9 5,0 

Limited Access 67 37,2 

Moderate Access 77 42,8 

Full Access 27 15,0 

How often do you use AI 

tools for your own 

teaching (e.g., lesson 

planning, material 

creation)? 

Never 9 5,0 

Rarely (A few times a 

month) 

56 31,1 

Sometimes (A few times a 

week) 

53 29,4 

Often (Almost daily) 46 25,6 

Very Often (Multiple 

times a day) 

16 8,9 

How often do you use AI 

tools with your students in 

the classroom? 

Never 22 12,2 

Rarely (A few times a 

month) 

61 33,9 

Sometimes (A few times a 

week) 

64 35,6 

Often (Almost daily) 24 13,3 

Very Often (Multiple 

times a day) 

9 5,0 

Total 180 100,0 

 

Table 4.2 presents the socio-demographic characteristics of the 180 in-service 

English language teachers who participated in the study.  
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Figure 4.1. Familiarity with AI in Language Teaching 

 

As the figure 4.1 shows, regarding familiarity with AI in language teaching, the 

majority of participants (41.1%) reported being moderately familiar with AI, 

followed by 26.7% who were slightly familiar and 23.9% who described themselves 

as very familiar. Only a small minority identified as experts (3.3%), while 5% 

indicated no familiarity at all. 

 

 

Figure 4.2. Previous Training in AI For Language Teaching 

 

As the figure 4.2 displays, in terms of professional development, nearly half of the 

respondents (45%) indicated that they had received no prior training related to AI in 

English language teaching. Among those who had received some form of training, 
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23.9% reported participating in a one-time workshop, 13.3% had engaged in formal 

education programs, and 17.8% were undergoing ongoing training. 

 

 

Figure 4.3. Access to AI Tools in English Language Teaching 

 

As in the figure 4.3, regarding access to AI tools for English language teaching, the 

majority of respondents reported having either moderate (42.8%) or limited (37.2%) 

access. A smaller proportion of participants indicated having full access (15%), while 

only 5% reported having no access at all. 

 

 

Figure 4.4. Frequency of AI Tools For Teaching (e.g., Lesson Planning, Material 

Creation) 

 

The figure 4.4 shows that when it comes to the frequency of AI tool use in their own 

teaching practices, such as for lesson planning or material development, most 



 

110 

teachers reported using these tools either rarely (31.1%) or sometimes (29.4%). A 

smaller proportion indicated more frequent use, including almost daily (25.6%) or 

multiple times per day (8.9%). Only a small minority (5%) stated that they never 

used AI tools in their teaching. 

 

 

Figure 4.5. Frequency of AI Tool Use with Students in the Classroom 

 

As in the figure 4.5, in terms of actual classroom use with students, reported 

frequency was notably lower compared to personal teaching practices. While 35.6% 

of teachers indicated using AI tools with learners a few times per week, only 13.3% 

used them almost daily, and just 5% reported multiple uses per day. On the other 

hand, 33.9% stated that they used AI tools rarely, and 12.2% had never used them in 

the classroom setting.  

 

These descriptive results highlight considerable variability in teachersô AI 

familiarity, access, and usage patterns, suggesting important contextual factors that 

may shape their perceptions, readiness, and recommendations regarding AI 

integration in young learner English classrooms.  

 

In addition to AI access and usage frequency, it is also important to examine which 

specific AI tools are being preferred by the teachers in practice. In this study, ñAI 

toolsò include a range of applications, such as generative AI chatbots and large 

language models (e.g., ChatGPT/Google Gemini, Bard, Replika), AI-assisted 
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applications for language learning (e.g., Grammarly, QuillBot, Duolingo), and 

gamified or interactive learning platforms (e.g., Kahoot, Blooket, Wordwall). 

 

Table 4.3. Most Commonly Used AI Tools by EFL Teachers 

 n  %  

Grammarly  97 53,9 

QuillBot  42 23,3 

Google Translate  116 64,4 

ChatGPT/Google 

Gemini 

 150 83,3 

Wordtune  7 3,9 

Duolingo  96 53,3 

Canva  7 3,9 

Suno  2 1,1 

Wordwall  1 0,6 

Lola Speak  1 0,6 

Praktika  1 0,6 

Naturalreaders  1 0,6 

Video on internet  1 0,6 

NotebookLM  1 0,6 

Copilot  1 0,6 

Kahoot  2 1,1 

Quiziz  1 0,6 

Blooket  2 1,1 

Deepai  1 0,6 

Onenote google  1 0,6 

Padlet  1 0,6 

Blitz  1 0,6 

Magicschool  2 1,1 

Farmword  1 0,6 

Gamma  1 0,6 

Heygen  1 0,6 

Image fx  1 0,6 

Deeply  1 0,6 

Power Thesaurus  1 0,6 

Deepseek  2 1,1 

Replika  1 0,6 

Bard  1 0,6 

Edmodo  1 0,6 

Total 180 100,0 

 

Table 4.3 summarizes the specific AI tools currently used by in-service English 

language teachers working with young learners.  
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The data indicate that ChatGPT/Google Gemini was by far the most widely adopted 

tool, reported by 83.3% of participants, followed by Google Translate (64.4%), 

Grammarly (53.9%), and Duolingo (53.3%). These tools, particularly ChatGPT and 

Google Translate, are known for their accessibility, general-purpose language 

support, and user-friendly interfaces, which likely contribute to their widespread use 

in classroom and material preparation contexts. 

 

In contrast, fewer teachers reported using tools such as QuillBot (23.3%) and 

Wordtune (3.9%), which may reflect either limited awareness or uncertainty about 

how to apply them effectively in young learner classrooms. A notable number of 

other AI tools, including Suno, Praktika, Replika, MagicSchool, and Deepseek, were 

selected by only a few respondents (ranging from 0.6% to 1.1%), indicating that 

these platforms are not yet widely known or adopted by teachers working with 

primary-level students. Similarly, tools that are often used for gamified or interactive 

learning experiences, such as Duolingo, Kahoot, or Blooket, were also reported at 

low rates, pointing to an underuse of such resources in current practice. 

 

Overall, the findings show that most teachers tend to rely on a small number of 

familiar, widely available tools, while the use of other potentially beneficial AI 

applications remains limited. This result suggests a need for expanded training and 

guidance to support teachers in exploring and integrating a broader range of AI tools 

suited to young learnersô language development. 

 

4.3.2. Participantsô Artificial Intelligence Literacy Levels 

 

Following the descriptive data on teaching levels, demographics, and current AI 

usage patterns, it is also essential to understand participantsô self-reported 

proficiency and awareness in using AI tools. To assess this, an adapted Artificial 

Intelligence Literacy Scale (AILS) was employed (¢elebi et al., 2023). In this study, 

the Artificial Intelligence Literacy Scale (AILS) served as the main instrument to 

examine participantsô awareness, practical usage skills, evaluative competencies, and 

ethical considerations concerning AI technologies in language education. 
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Table 4.4. Artificial Intelligence Literacy Scale (AILS) Information Table 

Factors Scale item 

Strongly 

Disagree 
Disagree 

Somewhat 

Disagree 

Somewhat 

Agree 
Agree 

Strongly 

Agree Mean 
Std. 

Deviation 
n % n % n % n % n % n % 

Awareness 

1. I can distinguish between smart devices and non-smart devices. 1 0,6 1 0,6 9 5,0 21 11,7 42 23,3 106 58,9 5,33 ,968 

2. I know how AI technology can help me.  3 1,7 11 6,1 17 9,4 23 12,8 48 26,7 78 43,3 4,86 1,321 

3. I can describe the AI technology used in the applications and 

products I use. 

4 2,2 7 3,9 22 12,2 42 23,3 56 31,1 49 27,2 4,58 1,240 

Overall Mean 4,93 ,864 

Usage 4. I can skilfully use AI applications or products to help me in my daily 

tasks. 

3 1,7 9 5,0 19 10,6 50 27,8 57 31,7 42 23,3 4,52 1,197 

5. Learning to use a new AI application or product is usually easy for 

me.  

6 3,3 7 3,9 14 7,8 26 14,4 71 39,4 56 31,1 4,76 1,265 

6. I can use AI applications or products to increase my work efficiency. 2 1,1 2 1,1 14 7,8 23 12,8 71 39,4 68 37,8 5,01 1,048 

Overall Mean 4,77 ,878 

Evaluation 

7. After using an AI application or product for a while, I can evaluate its 

capabilities and limitations. 

1 0,6 5 2,8 10 5,6 45 25,0 63 35,0 56 31,1 4,84 1,050 

8. I can choose the most suitable AI application or product for a specific 

task from among various options. 

2 1,1 8 4,4 18 10,0 45 25,0 70 38,9 37 20,6 4,57 1,123 

9. I can choose the appropriate solution from among the various 

solutions offered by AI. 

 

 

1,1 3 1,7 18 10,0 45 25,0 75 41,7 37 20,6 4,66 1,036 

Overall Mean 4,69 ,938 

Ethic 

10. I always stand-by to ethical principles when using AI applications or 

products. 

4 2,2 2 1,1 20 11,1 34 18,9 52 28,9 68 37,8 4,84 1,204 

11. I pay attention to privacy and information security issues when 

using AI applications or products. 

6 3,3 11 6,1 7 3,9 13 7,2 45 25,0 98 54,4 5,07 1,363 

12. I am always careful to prevent AI technology from being used 

maliciously. 

2 1,1 5 2,8 22 12,2 27 15,0 54 30,0 70 38,9 4,86 1,202 

Overall Mean 4,93 ,939 

 

Table 4.4 provides the Artificial Intelligence Literacy Scale (AILS) information of the participants.

1
1

3 
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The scale included 12 items, categorized under four dimensions: Awareness (Items 

1ï3), Usage (Items 4ï6), Evaluation (Items 7ï9), and Ethics (Items 10ï12). 

Participants responded using a six-point Likert-type scale (1 = Strongly Disagree to 6 

= Strongly Agree), with no neutral midpoint. Since no cut-off point was specified in 

the scale instructions, the mean value in the dataset was taken as the cut-off, and 

participants were grouped as low if they scored below the mean and high if they 

scored above the mean. 

 

 

Max: 5,33 Mean: 4,83 Min: 4,52 

Figure 4.6. Artificial Intelligence Literacy Scale (AILS) Mean Scores 

 

Figure 4.6 provides the Artificial Intelligence Literacy Scale (AILS) information of 

the participants. 

 

Table 4.4 displays the frequency, mean and percentage distribution of responses for 

each item in the Artificial Intelligence Literacy Scale (AILS). Overall, participants 

reported relatively high levels of AI literacy across all four dimensions. For example, 

as illustrated in the figure 4.6., the highest mean was recorded for distinguishing 

between smart and non-smart devices (M = 5.33), followed by paying attention to 

privacy and security in AI use (M = 5.07) and using AI to enhance work efficiency 

(M = 5.01). Ethical awareness and precautionary behaviours, such as preventing 
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malicious use (M = 4.86) and following ethical principles (M = 4.84), also ranked 

highly. Conversely, the lowest means were observed for skilfully using AI in daily 

tasks (M = 4.52), choosing the most suitable AI tool for a task (M = 4.57), and 

describing AI used in products or applications (M = 4.58). These findings suggest 

that most EFL teachers working with young learners possess a solid combination of 

technical competence and ethical awareness in their use of AI. However, a smaller 

group showed lower confidence or limited familiarity with more applied skills, 

particularly in selecting the most suitable AI tool for specific tasks or accurately 

describing the technologies they employ. 

 

In order to gain a clearer understanding of these results, each survey item was 

examined individually to identify specific areas of strength and those requiring 

further development. 

 

4.3.2.1. Awareness 

 

To the item "I can distinguish between smart devices and non-smart devices.", 1 

participant (0,6%) responded with ñStrongly Disagreeò option, 1 participant (0,6%) 

responded with ñDisagreeò option, 9 participants (5,0%) responded with ñSomewhat 

Disagreeò option, 21 participants (5,0%) responded with ñSomewhat Agreeò option, 

42 participants (23,3%) responded with ñAgreeò option, and 106 participants 

(58,9%) responded with ñStrongly Agreeò option. 

  

To the item "I know how AI technology can help me. ", 3 participants (1,7%) 

responded with ñStrongly Disagreeò option, 11 participants (6,1%) responded with 

ñDisagreeò option, 17 participants (9,4%) responded with ñSomewhat Disagreeò 

option, 23 participants (12,8%) responded with ñSomewhat Agreeò option, 48 

participants (26,7%) responded with ñAgreeò option, and 78 participants (43,3%) 

responded with ñStrongly Agreeò option. 

  

To the item "I can describe the AI technology used in the applications and products I 

use.", 4 participants (2,2%) responded with ñStrongly Disagreeò option, 7 

participants (3,9%) responded with ñDisagreeò option, 22 participants (12,2%) 



 

116 

responded with ñSomewhat Disagreeò option, 42 participants (23,3%) responded 

with ñSomewhat Agreeò option, 56 participants (31,1%) responded with ñAgreeò 

option, and 49 participants (27,2%) responded with ñStrongly Agreeò option. 

  

4.3.2.2. Usage 

 

To the item "I can skilfully use AI applications or products to help me in my daily 

tasks.", 3 participants (1,7%) responded with ñStrongly Disagreeò option, 9 

participants (5,0%) responded with ñDisagreeò option, 19 participants (10,6%) 

responded with ñSomewhat Disagreeò option, 50 participants (27,8%) responded 

with ñSomewhat Agreeò option, 57 participants (31,7%) responded with ñAgreeò 

option, and 42 participants (23,3%) responded with ñStrongly Agreeò option. 

  

To the item "Learning to use a new AI application or product is usually easy for 

me.", 6 participant (3,3%) responded with ñStrongly Disagreeò option, 7 participant 

(3,9%) responded with ñDisagreeò option, 14 participants (7,8%) responded with 

ñSomewhat Disagreeò option, 26 participants (14,4%) responded with ñSomewhat 

Agreeò option, 71 participants (39,4%) responded with ñAgreeò option, and 56 

participants (31,1%) responded with ñStrongly Agreeò option. 

  

To the item "I can use AI applications or products to increase my work efficiency.", 2 

participants (1,1%) responded with ñStrongly Disagreeò option, 2 participants (1,1%) 

responded with ñDisagreeò option, 14 participants (7,8%) responded with 

ñSomewhat Disagreeò option, 23 participants (12,8%) responded with ñSomewhat 

Agreeò option, 71 participants (39,4%) responded with ñAgreeò option, and 68 

participants (37,8%) responded with ñStrongly Agreeò option. 

 

4.3.2.3. Evaluation 

 

To the item "After using an AI application or product for a while, I can evaluate its 

capabilities and limitations.", 1 participant (0,6%) responded with ñStrongly 

Disagreeò option, 5 participants (2,8%) responded with ñDisagreeò option, 10 

participants (5,6%) responded with ñSomewhat Disagreeò option, 45 participants 
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(25,0%) responded with ñSomewhat Agreeò option, 63 participants (35,0%) 

responded with ñAgreeò option, and 56 participants (31,1%) responded with 

ñStrongly Agreeò option. 

  

To the item "I can choose the most suitable AI application or product for a specific 

task from among various options.", 2 participants (1,1%) responded with ñStrongly 

Disagreeò option, 8 participants (4,4%) responded with ñDisagreeò option, 18 

participants (10,0%) responded with ñSomewhat Disagreeò option, 45 participants 

(25,0%) responded with ñSomewhat Agreeò option, 70 participants (38,9%) 

responded with ñAgreeò option, and 37 participants (20,6%) responded with 

ñStrongly Agreeò option. 

  

To the item "I can choose the appropriate solution from among the various solutions 

offered by AI.", 2 participants (1,1%) responded with ñStrongly Disagreeò option, 3 

participants (1,7%) responded with ñDisagreeò option, 18 participants (10,0%) 

responded with ñSomewhat Disagreeò option, 45 participants (25,0%) responded 

with ñSomewhat Agreeò option, 75 participants (41,7%) responded with ñAgreeò 

option, and 37 participants (20,6%) responded with ñStrongly Agreeò option. 

 

4.3.2.4. Ethics 

  

To the item "I always stand-by to ethical principles when using AI applications or 

products.", 4 participants (2,2%) responded with ñStrongly Disagreeò option, 2 

participants (1,1%) responded with ñDisagreeò option, 20 participants (11,1%) 

responded with ñSomewhat Disagreeò option, 34 participants (18,9%) responded 

with ñSomewhat Agreeò option, 52 participants (28,9%) responded with ñAgreeò 

option, and 68 participants (37,8%) responded with ñStrongly Agreeò option. 

 

To the item "I pay attention to privacy and information security issues when using AI 

applications or products.", 6 participants (3,3%) responded with ñStrongly Disagreeò 

option, 11 participants (6,1%) responded with ñDisagreeò option, 7 participants 

(3,9%) responded with ñSomewhat Disagreeò option, 13 participants (7,2%) 

responded with ñSomewhat Agreeò option, 45 participants (25,0%) responded with 
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ñAgreeò option, and 98 participants (54,4%) responded with ñStrongly Agreeò 

option. 

  

To the item "I am always careful to prevent AI technology from being used 

maliciously.", 2 participants (1,1%) responded with ñStrongly Disagreeò option, 5 

participants (2,8%) responded with ñDisagreeò option, 22 participants (12,2%) 

responded with ñSomewhat Disagreeò option, 27 participants (15,0%) responded 

with ñSomewhat Agreeò option, 54 participants (30,0%) responded with ñAgreeò 

option, and 70 participants (38,9%) responded with ñStrongly Agreeò option. 

  

4.3.2.5. Overall Summary of AI Literacy Results 

 

Overall, the results presented in the AILS table indicate that the majority of in-

service EFL teachers working with young learners possess relatively high levels of 

AI literacy across all four dimensions: awareness, usage, evaluation, and ethics.  

 

Items measuring awareness received particularly strong positive responses, with 

82.2% of participants agreeing or strongly agreeing that they can distinguish between 

smart and non-smart devices, and 70.0% expressing confidence in their 

understanding of how AI can support their work. Although slightly lower, technical 

comprehension also showed promising results, with 58.3% stating they can describe 

the AI technologies used in the tools they utilize. 

 

In the usage category, teachers reported notable competence: 77.2% stated they can 

use AI tools to improve their efficiency, and 70.5% indicated they can actively use 

AI tools in their daily teaching tasks. Learning to operate new AI tools was also 

reported as relatively manageable, with 70.5% selecting ñAgreeò or ñStrongly 

Agree.ò 

 

Evaluation-related responses reflected positive trends, though with slightly more 

variation. For instance, 66.1% of participants reported they can assess the strengths 

and weaknesses of an AI tool after using it, and 59.5% felt confident in choosing the 
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most appropriate AI application for a specific purpose. Similarly, 62.3% said they 

could select appropriate AI-generated outputs when faced with multiple options, 

though this area may still benefit from additional guidance and support. 

 

The ethics section showed the highest levels of agreement, especially regarding 

responsible use and privacy awareness. A notable 79.4% of participants reported 

paying attention to privacy and data security, and 68.9% said they always try to 

prevent AI tools from being used in harmful ways. In addition, 66.7% stated they 

consistently follow ethical principles when using AI in educational contexts. 

 

These findings suggest that most teachers are not only actively using AI tools in their 

professional practices but also doing so with a strong sense of responsibility and 

care. However, certain areas, such as explaining AI technologies and selecting 

between different AI-generated options, may require further training. The results 

offer valuable insight into how EFL teachers currently approach AI in the classroom 

and where additional support may be beneficial, especially in the context of early 

language education. 

 

4.3.3. Teacher Preparedness and Professional Development in AI Integration 

 

This section addresses the findings related to another dimension of Research 

Question 1a, which investigates the extent to which in-service EFL teachers working 

with young learners feel prepared to integrate AI into their classroom practices, and 

whether they have received adequate professional development support. 

 

Table 4.5 provides detailed descriptive statistics for the Teacher Preparedness and 

Professional Development in AI Integration section. The table presents each survey 

item along with the frequency, percentage, and mean scores of participantsô 

responses. Items cover a range of aspects, including familiarity with AI tools, prior 

training, resource needs, understanding of AIôs role in language learning, confidence, 

motivation, institutional support, experimentation with AI tools, and problem-solving 

skills related to AI use in the classroom. 
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Table 4.5. Teacher Preparedness and Professional Development in AI Integration Information Table 

Survey item 

Strongly 

Disagree Disagree Agree 

Strongly 

Agree Mean 
Std. 

Deviation 
n % n % n % n % 

1. I am familiar with AI tools specifically designed for teaching English to young 

learners. 

7 3,9 30 16,7 109 60,6 34 18,9 2,94 ,714 

2. I have received training on how to integrate AI effectively in teaching English 

to young learners. (e.g., the ethical use of AI learning platforms, and the creation 

of AI generated differentiated learning materials) 

46 25,6 55 30,6 54 30,0 25 13,9 2,32 1,006 

3. I need more resources to effectively incorporate AI into teaching English to 

young learners. 

1 0,6 15 8,3 92 51,1 72 40,0 3,30 ,643 

4. I understand how AI can be used to enhance language learning for young 

learners. 

2 1,1 16 8,9 114 63,3 48 26,7 3,15 ,614 

5. I can identify the AI tools that are most relevant to teaching English to young 

learners. 

4 2,2 31 17,2 109 60,6 36 20,0 2,98 ,680 

6. I feel confident in my ability to integrate AI into English language teaching for 

young learners. 

3 1,7 35 19,4 102 56,7 40 22,2 2,99 ,697 

7. I am motivated to learn more about AI and its applications in teaching English 

to young learners. 

1 0,6 11 6,1 81 45,0 87 48,3 3,41 ,632 

8. My school provides ongoing support for integrating AI into English language 

teaching for young learners. 

41 22,8 66 36,7 59 32,8 14 7,8 2,25 ,897 

9. I have experimented with AI tools in my English teaching practice for young 

learners. 

18 10,0 48 26,7 86 47,8 28 15,6 2,68 ,854 

10. I know how to fix issues when using AI tools in the classroom. 8 4,4 51 28,3 92 51,1 29 16,1 2,78 ,762 

Table 4.5 provides the teacher preparedness and professional development in AI integration information of the participants.

1
2

0 
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Max: 3,41 Mean: 2,88 Min: 2,25 

Figure 4.7. Teacher Preparedness and Professional Development in AI Integration 

Information Table 

 

Figure 4.7 illustrates the mean scores for teacher preparedness and professional 

development in AI integration for teaching young learners. The highest mean was 

recorded for being motivated to learn more about AI and its applications (M = 3.41), 

followed by the need for additional resources to effectively integrate AI into teaching 

(M = 3.30) and understanding how AI can enhance language learning (M = 3.15). 

Other moderately high scores were observed for feeling confident in AI integration 

(M = 2.99), identifying relevant AI tools (M = 2.98), and being familiar with AI tools 

designed for young learners (M = 2.94). In contrast, the lowest means were 

associated with receiving ongoing school support (M = 2.25) and formal training on 

AI integration (M = 2.32), suggesting that while teachers demonstrate strong 

motivation and awareness, systemic and institutional support for professional 

development remains limited. 

 

In order to gain a clearer understanding of these results, each survey item was 

examined individually to identify specific areas of strength and those requiring 

further development. 

 

To the item 1: "I am familiar with AI tools specifically designed for teaching English 

to young learners.", 7 participants (3,9%) responded with the ñStrongly Disagreeò 
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option, 30 participants (16,7%) responded with the ñDisagreeò option, 109 

participants (60,6%) responded with the ñAgreeò options, and 34 participants 

(18,9%) responded with the ñStrongly Agreeò option. 

  

To the item 2: "I have received training on how to integrate AI effectively in teaching 

English to young learners. (e.g., the ethical use of AI learning platforms, and the 

creation of AI generated differentiated learning materials)", 46 participants (25,6%) 

responded with the ñStrongly Disagreeò option, 55 participants (30,6%) responded 

with the ñDisagreeò option, 54 participants (30,0%) responded with the ñAgreeò 

options, and 25 participants (13,9%) responded with the ñStrongly Agreeò option. 

  

To the item 3: "I need more resources to effectively incorporate AI into teaching 

English to young learners", 1 participant (0,6%) responded with the ñStrongly 

Disagreeò option, 15 participants (8,3%) responded with the ñDisagreeò option, 92 

participants (51,1%) responded with the ñAgreeò options, and 72 participants 

(40,0%) responded with the ñStrongly Agreeò option. 

 

To the item 4: "I understand how AI can be used to enhance language learning for 

young learners.", 2 participants (1,1%) responded with the ñStrongly Disagreeò 

option, 16 participants (8,9%) responded with the ñDisagreeò option, 114 participants 

(63,3%) responded with the ñAgreeò options, and 48 participants (26,7%) responded 

with the ñStrongly Agreeò option.  

 

To the item 5: "I can identify the AI tools that are most relevant to teaching English 

to young learners.", 4 participants (2,2%) responded with the ñStrongly Disagreeò 

option, 31 participants (17,2%) responded with the ñDisagreeò option, 109 

participants (60,6%) responded with the ñAgreeò options, and 36 participants 

(20,0%) responded with the ñStrongly Agreeò option. 

 

To the item 6: "I feel confident in my ability to integrate AI into English language 

teaching for young learners.", 3 participants (1,7%) responded with the ñStrongly 

Disagreeò option, 35 participants (19,4%) responded with the ñDisagreeò option, 102 

participants (56,7%) responded with the ñAgreeò options, and 40 participants 

(22,2%) responded with the ñStrongly Agreeò option. 
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To the item 7: "I am motivated to learn more about AI and its applications in 

teaching English to young learners.", 1 participant (0.6%) responded with the 

ñStrongly Disagreeò option, 1 participant (0.6%) responded with the ñDisagreeò 

option, 42 participants (23.3%) responded with the ñAgreeò options, and 106 

participants (58.9%) responded with the ñStrongly Agreeò option. 

  

To the item 8: "My school provides ongoing support for integrating AI into English 

language teaching for young learners.", 1 participant (0,6%) responded with the 

ñStrongly Disagreeò option, 11 participants (6,1%) responded with the ñDisagreeò 

option, 81 participants (45,0%) responded with the ñAgreeò options, and 87 

participants (48,3%) responded with the ñStrongly Agreeò option. 

  

To the item 9: "I have experimented with AI tools in my English teaching practice for 

young learners.", 41 participants (22,8%) responded with the ñStrongly Disagreeò 

option, 66 participants (36,7%) responded with the ñDisagreeò option, 59 participants 

(32,8%) responded with the ñAgreeò options, and 14 participants (7,8%) responded 

with the ñStrongly Agreeò option. 

  

To the item 10: "I know how to fix issues when using AI tools in the classroom.", 18 

participants (10,0%) responded with the ñStrongly Disagreeò option, 48 participants 

(26,7%) responded with the ñDisagreeò option, 86 participants (47,8%) responded 

with the ñAgreeò options, and 28 participants (15,6%) responded with the ñStrongly 

Agreeò option. 

 

Overall, the data suggest that while many EFL teachers working with young learners 

exhibit a positive orientation toward AI integration, there are clear gaps in formal 

training and institutional support. A majority of participants (over 70%) agreed or 

strongly agreed that they are familiar with AI tools designed for teaching, understand 

how AI can enhance language learning, and feel confident in identifying relevant 

tools. Motivation to learn more about AI also appeared high, with 93.3% expressing 

interest. However, only 43.9% indicated that they had received adequate training, 

and just 40.6% reported receiving consistent institutional support. Additionally, more 

than half (51.1%) stated that they needed more resources to effectively integrate AI 
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into their teaching. These results highlight a promising level of individual readiness 

and willingness among teachers yet also point to systemic challenges such as lack of 

training opportunities and limited school-based support. Addressing these gaps 

through structured professional development and accessible resources could enhance 

the effectiveness of AI integration in young learner classrooms. 

 

4.4 Results in Relation to Perceived Benefits of AI Integration in Young Learner 

Classrooms  

 

This section presents the findings addressing Research Question 1b: óôWhat are the 

perceived benefits of using AI in English language teaching for young learners?ôô. It 

focuses on the in-service English language teachersô perceptions of the benefits 

associated with the integration of AI into classrooms for young learners. Drawing on 

both quantitative Likert-scale items and qualitative open-ended responses, the results 

highlight how teachers view AI technologies as valuable tools for enhancing 

language instruction, increasing student engagement, and supporting individualized 

learning. The findings also reveal the specific language skill areas, particularly 

vocabulary development, reading comprehension, and listening practice, where AI 

tools are perceived to offer the greatest pedagogical impact. Furthermore, 

participants highlighted the value of gamified AI applications in enhancing young 

learnersô engagement and making language learning more enjoyable. This section 

systematically presents the survey results supported by descriptive statistics and 

illustrative quotes, offering a comprehensive picture of the perceived instructional 

advantages of AI integration in early English language education. 

 

Table 4.6 presents descriptive statistics for the perceived benefits of AI integration in 

teaching English to young learners. It includes 16 survey items covering various 

potential benefits of AI, such as personalization, language skill development, timely 

feedback, accurate assessment, and workload reduction. For each item, the table 

displays the frequency, percentage, mean, and standard deviation of responses, 

providing a detailed overview of participantsô agreement levels regarding the 

pedagogical value of AI tools in young learner English language education. 
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4.4.1. Quantitative Data Analysis Results 

 

Table 4.6. Perceived Benefits of AI Integration in Teaching English to Young Learners Information Table 

Survey item 

Strongly 

Disagree Disagree Agree 

Strongly 

Agree Mean 
Std. 

Deviation 
n %  n %  n %  n %  

1. AI can personalize learning experiences for young learners. 1 0,6 6 3,3 94 52,2 79 43,9 3,39 ,583 

2. AI helps young learners practice language skills at their own pace, reinforcing learning. 2 1,1 1 0,6 100 55,6 77 42,8 3,40 ,565 

3. AI tools can make language learning more interactive and enjoyable for young learners. 1 0,6 5 2,8 77 42,8 97 53,9 3,50 ,583 

4. AI can provide timely feedback to young learners helping them improve more quickly. 1 0,6 4 2,2 90 50,0 85 47,2 3,43 ,570 

5. AI tools can help in assessing young learners' language skills more accurately. 2 1,1 13 7,2 96 53,3 69 38,3 3,28 ,647 

6. I believe AI-based tools can be useful for teaching listening skills to young EFL learners. 1 0,6 6 3,3 79 43,9 94 52,2 3,47 ,592 

7. I believe AI-based tools can be useful for teaching speaking skills to young EFL learners. 2 1,1 12 6,7 85 47,2 81 45,0 3,36 ,658 

8. I believe AI-based tools can be useful for teaching reading skills to young EFL learners. 1 0,6 5 2,8 84 46,7 90 50,0 3,46 ,582 

9. I believe AI-based tools can be useful for teaching writing skills to young EFL learners. 2 1,1 13 7,2 84 46,7 81 45,0 3,35 ,665 

10. I believe AI-based tools can be useful for teaching grammar to young EFL learners. 1 0,6 7 3,9 95 52,8 77 42,8 3,37 ,590 

11. I believe AI-based tools can be useful for teaching vocabulary to young EFL learners. 1 0,6 1 0,6 75 41,7 103 57,2 3,55 ,541 

12. AI can help identify areas where young learners struggle, allowing for targeted 

interventions. 

2 1,1 6 3,3 100 55,6 72 40,0 3,34 ,600 

13. AI can reduce the workload of teachers by automating certain tasks. 3 1,7 18 10,0 86 47,8 73 40,6 3,27 ,707 

14. AI tools can provide access to a wide range of language learning resources. 1 0,6 4 2,2 77 42,8 98 54,4 3,51 ,574 

15. AI can enhance young learner engagement by incorporating gamified learning 

experiences. 

1 0,6 7 3,9 80 44,4 92 51,1 3,46 ,601 

16. AI can help track and monitor young learners' progress in English language learning 

over time providing valuable insights for teachers. 

1 0,6 8 4,4 92 51,1 79 43,9 3,38 ,600 

 

Table 4.6 provides the perceived benefits of AI integration in teaching English to young learners information of the participants.

1
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Max: 3,55 Mean: 3,41 Min: 3,27 

Figure 4.8. Perceived Benefits of AI Integration in Teaching English to Young 

Learners Information Table 

 

Figure 4.8 presents the mean scores for participantsô perceptions of the benefits of 

integrating AI into teaching English to young learners. The highest mean was 

observed for supporting the teaching of vocabulary (M = 3.55), followed closely by 

providing access to a wide range of language resources (M = 3.51) and making 

language learning more interactive and enjoyable (M = 3.50). Other benefits with 

comparatively high mean scores included supporting listening skills (M = 3.47), 

enhancing learner engagement through gamified learning (M = 3.46), and supporting 

reading skills (M = 3.46). In contrast, the lowest means were reported for assessing 

language skills more accurately (M = 3.28) and reducing teacher workload through 

automation (M = 3.27). These results suggest that while teachers strongly 

acknowledge AIôs potential to enrich learning experiences and language skill 

development, they appear somewhat less confident in its contributions to assessment 

accuracy and workload reduction. 
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To better understand these results, each survey item was examined in detail to 

identify specific perceived benefits and the extent to which teachers agreed with 

them. 

 

Item 1: óôAI can personalize learning experiences for young learners.ôô 

 

This item received a highly favourable response from participants, with a striking 

96.1% of in-service English teachers selecting either ñAgreeò or ñStrongly Agree.ò 

Specifically, 94 participants (52.2%) agreed with the statement, while 79 participants 

(43.9%) strongly agreed. Only 1 participant (0.6%) strongly disagreed, and 6 

participants (3.3%) disagreed. 

 

These results clearly demonstrate that a large majority of in-service English language 

teachers perceive AI as a valuable tool for personalizing instruction in young learner 

classrooms. Personalization is particularly critical in early language education, where 

learners progress at varying rates. Teachersô high levels of agreement may reflect 

their recognition of AIôs potential to adapt tasks and content according to learnersô 

individual proficiency levels, needs, and preferences. 

 

Item 2: óôAI helps young learners practice language skills at their own pace, 

reinforcing learning.ôô 

 

This item also received a predominantly positive response, with 98.4% of 

participants indicating agreement. Specifically, 100 teachers (55.6%) selected 

ñAgreeò and 77 teachers (42.8%) chose ñStrongly Agree.ò In contrast, only 1 teacher 

(0.6%) disagreed, and 2 teachers (1.1%) strongly disagreed.  

 

These results emphasize a widespread view among in-service EFL teachers that AI 

tools allow for flexible, self-paced language learning, particularly well-suited to the 

developmental pace of young learners enabling them to revisit or accelerate content 

based on their own needs and capabilities. 

 

Item 3: ñAI tools can make language learning more interactive and enjoyable for 

young learners.ò 
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This item received one of the most positive responses in the entire survey, with 97 

participants (53.9%) selecting ñStrongly Agreeò and 77 (42.8%) choosing ñAgree.ò 

In contrast, only a very small number expressed negative views, 5 participants 

(2.8%) disagreed, and 1 (0.6%) strongly disagreed.  

 

The overwhelmingly positive responses to this item suggest that EFL teachers 

recognize the potential of AI tools to enhance the interactivity and enjoyment of 

language learning for children. Given that over 96% agreed or strongly agreed, it can 

be inferred that such tools are widely seen as supportive of young learnersô 

motivation and engagement in English lessons. 

 

Item 4: óôAI can provide timely feedback to young learners helping them improve 

more quickly.ôô 

 

The findings revealed that the majority of respondents supported the idea that AI can 

provide immediate and constructive feedback to young learners, which facilitates 

quicker improvement in their language learning process. Specifically, 90 participants 

(50.0%) agreed with the statement, while an additional 85 participants (47.2%) 

strongly agreed. Only a minimal number expressed disagreement, with 4 participants 

(2.2%) selecting ñDisagreeò and 1 participant (0.6%) selecting ñStrongly Disagreeò. 

 

This strong agreement, totalling over 97%, highlights that teachers highly value the 

responsive nature of AI-based tools in providing real-time corrective input. 

Particularly in primary English education, where young learners benefit from 

immediate reinforcement and error correction, such feedback mechanisms are 

perceived as essential to sustaining motivation and guiding incremental progress. The 

data suggest that EFL teachers recognize this feature of AI as an effective 

pedagogical aid, especially in contexts where one-on-one feedback from the teacher 

may be limited due to classroom size or time constraints.  

 

Item 5: óôAI tools can help in assessing young learners' language skills more 

accurately.ôô 
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Responses to this item showed a high level of agreement among participants 

regarding the assessment potential of AI tools in young learner classrooms. 

Specifically, 96 participants (53.3%) agreed, and 69 participants (38.3%) strongly 

agreed that AI can assist in evaluating language skills more precisely. In contrast, a 

relatively small portion expressed disagreement, with 13 participants (7.2%) 

selecting ñDisagreeò and only 2 participants (1.1%) selecting ñStrongly Disagreeò. 

 

These results indicate that the majority of EFL teachers perceive AI tools as effective 

in enhancing the accuracy of language skill assessment for young learners. The high 

level of agreement suggests confidence in AIôs ability to support more objective and 

data-driven evaluation processes in primary-level English education. 

 

Item 6: ñI believe AI-based tools can be useful for teaching listening skills to young 

EFL learners.ò 

 

A vast majority of participants expressed positive views regarding the role of AI in 

supporting listening instruction. Specifically, 79 participants (43.9%) agreed, and 94 

participants (52.2%) strongly agreed with the statement. Only a small minority 

disagreed, with 6 participants (3.3%) selecting ñDisagreeò and 1 participant (0.6%) 

selecting ñStrongly Disagree.ò 

 

These findings suggest that most EFL teachers believe AI tools hold strong potential 

for enhancing young learnersô listening skills, likely due to features such as voice 

recognition, interactive dialogues, and audio-based exercises that support 

comprehension in developmentally appropriate ways. 

 

Item 7: ñI believe AI-based tools can be useful for teaching speaking skills to young 

EFL learners.ò 

 

Responses to this item reflected high confidence among participants regarding the 

use of AI to support speaking instruction. While 85 participants (47.2%) agreed and 

81 participants (45.0%) strongly agreed, only a small portion expressed 

disagreement, 12 participants (6.7%) disagreed, and 2 participants (1.1%) strongly 

disagreed. 
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These results indicate that most EFL teachers acknowledge the effectiveness of AI 

technologies, such as speech recognition, pronunciation feedback, and conversational 

agents, in facilitating speaking practice. This suggests a positive outlook toward AIôs 

role in developing oral communication skills among young learners in engaging and 

low-anxiety settings. 

 

Item 8: ñI believe AI-based tools can be useful for teaching reading skills to young 

EFL learners.ò 

 

This item received overwhelmingly positive responses. A total of 84 participants 

(46.7%) agreed, and 90 participants (50.0%) strongly agreed that AI tools are 

beneficial for teaching reading. Only 5 participants (2.8%) disagreed and just 1 

participant (0.6%) strongly disagreed. 

 

The high level of agreement suggests that teachers perceive AI tools, such as 

interactive reading apps, voice-assisted reading platforms, and text-to-speech 

technologies, as valuable for enhancing reading fluency and comprehension in young 

learners. This reflects a broader confidence in AI's ability to make reading more 

accessible, engaging, and adaptive to individual learner needs. 

 

Item 9: ñI believe AI-based tools can be useful for teaching writing skills to young 

EFL learners.ò 

 

A large majority of participants expressed positive perceptions of AIôs role in 

supporting young learners' writing development. Specifically, 84 participants 

(46.7%) agreed, and 81 participants (45.0%) strongly agreed with this statement. In 

contrast, 13 participants (7.2%) disagreed and only 2 participants (1.1%) strongly 

disagreed. 

 

These responses suggest that many teachers recognize the potential of AI writing 

tools, such as guided sentence construction, spelling and grammar checkers, and idea 

prompts, for helping children organize and improve their writing. While a small 
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portion of participants remained skeptical, the overall trend points to strong 

acceptance of AI as a supportive aid in young learnersô writing instruction. 

 

Item 10: ñI believe AI-based tools can be useful for teaching grammar to young EFL 

learners.ò 

 

There was a notably strong consensus among participants regarding the value of AI 

tools in teaching grammar to young learners. A total of 95 participants (52.8%) 

agreed, and 77 participants (42.8%) strongly agreed with the statement. Only a small 

minority expressed disagreement, with 7 participants (3.9%) selecting ñDisagreeò 

and 1 participant (0.6%) selecting ñStrongly Disagree.ò 

 

These results indicate widespread teacher agreement of AI applications, such as 

grammar checkers, sentence correction tools, and interactive grammar games, as 

effective supports for foundational grammar instruction. The high level of agreement 

suggests that participants view AI as a reliable way to reinforce grammar rules in 

ways that are both engaging and tailored to the developmental needs of young EFL 

learners. 

 

Item 11: "I believe AI-based tools can be useful for teaching vocabulary to young 

EFL learners." 

 

A strong consensus emerged among participants regarding the usefulness of AI tools 

in vocabulary instruction for young learners. While only 1 participant (0.6%) 

selected ñStrongly Disagreeò and 1 (0.6%) selected ñDisagree,ò the vast majority 

expressed positive views, with 75 participants (41.7%) agreeing and 103 participants 

(57.2%) strongly agreeing. 

 

This high level of agreement suggests that in-service English teachers perceive 

vocabulary instruction as one of the most suitable areas for AI integration in early 

language education. Given the repetitive, visual, and context-rich nature of many AI-

powered applications, teachers likely view these tools as effective in reinforcing 

word recognition, pronunciation, and meaning retention for young learners. 
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Item 12: ñAI can help identify areas where young learners struggle, allowing for 

targeted interventions.ò 

 

A substantial majority of participants supported this statement, specifically, 100 

participants (55.6%) selected ñAgreeò and 72 participants (40.0%) selected ñStrongly 

Agree,ò together accounting for an overwhelming 95.6% of the responses. In 

contrast, only 6 participants (3.3%) disagreed, and 2 participants (1.1%) strongly 

disagreed with the statement. 

 

These responses highlight the perceived diagnostic strength of AI in primary-level 

English instruction. Teachers appear to value AI's capacity to track learner 

performance, detect individual difficulties in real time, and support differentiated 

instruction by offering targeted scaffolding and practice. This finding reflects 

growing teacher confidence in using AI to address varied learner needs more 

efficiently and proactively in the early stages of language development. 

 

Item 13: ñAI can reduce the workload of teachers by automating certain tasks.ò 

 

A large majority of respondents expressed agreement with the statement that AI tools 

can help lessen teachersô workload by automating routine or time-consuming tasks. 

Specifically, 86 participants (47.8%) agreed, and 73 participants (40.6%) strongly 

agreed, totaling 88.4% of the sample. Only 18 participants (10.0%) disagreed, and 3 

participants (1.7%) strongly disagreed. 

 

These results suggest that many EFL teachers working with young learners view AI 

not only as a pedagogical aid but also as a practical support tool in managing their 

teaching responsibilities. The agreement levels imply that participants recognize the 

potential of AI to assist with tasks such as grading, giving feedback, monitoring 

progress, and preparing personalized materials, functions that can otherwise be time-

intensive. While not entirely eliminating the teacherôs role, AI appears to be seen as a 

time-saving resource that allows educators to focus more on instruction and student 

interaction. 
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Item 14: ñAI tools can provide access to a wide range of language learning 

resources.ò 

 

A total of 175 participants (97.2%) expressed positive views on the item, with 77 

participants (42.8%) selecting ñAgreeò and 98 participants (54.4%) selecting 

ñStrongly Agree.ò Only 4 participants (2.2%) disagreed, and 1 participant (0.6%) 

strongly disagreed, indicating minimal opposition. 

 

These findings suggest that EFL teachers perceive AI as a valuable gateway to 

diverse instructional materials, activities, and multimedia content tailored to young 

learners. The high level of agreement highlights that teachers recognize the potential 

of AI platforms, such as chatbots, adaptive apps, and voice-interactive tools, to 

deliver varied and rich content, including stories, games, dialogues, and speaking 

practice. This wide-ranging accessibility may contribute to more engaging, flexible, 

and differentiated learning environments for primary-level students. 

 

Item 15: ñAI can enhance young learner engagement by incorporating gamified 

learning experiences.ò 

 

The results revealed a high level of agreement regarding the motivational impact of 

AI-supported gamified features in young learner classrooms. A total of 172 

participants (95.5%) responded positively, with 80 participants (44.4%) selecting 

ñAgreeò and 92 participants (51.1%) selecting ñStrongly Agree.ò In contrast, only 7 

participants (3.9%) disagreed, and a single participant (0.6%) strongly disagreed. 

 

This strong consensus suggests that EFL teachers perceive gamification as a highly 

effective component of AI-based tools for engaging young learners. The prevalence 

of ñStrongly Agreeò responses (over half of all participants) emphasizes that features 

such as points, badges, animations, and interactive tasks are considered particularly 

helpful in maintaining attention and motivation in early language learning contexts. 

 

Given the developmental characteristics of primary school children, who typically 

respond well to playful and reward-based environments, these findings support the 
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idea that gamified AI applications can serve as valuable pedagogical aids in EFL 

classrooms. 

 

Item 16: ñAI can help track and monitor young learners' progress in English 

language learning over time, providing valuable insights for teachers.ò 

 

The majority of participants expressed agreement with the role of AI in progress 

tracking. Specifically, 92 participants (51.1%) agreed, and 79 participants (43.9%) 

strongly agreed that AI can effectively monitor young learnersô development in 

English over time. Only a small minority disagreed, with 8 participants (4.4%) 

selecting ñDisagreeò and 1 participant (0.6%) selecting ñStrongly Disagree.ò 

 

These results indicate strong teacher confidence in AIôs capacity to support ongoing 

assessment and inform instructional planning. The high combined percentage of 

agreement (95%) highlights that educators value the potential of AI tools to provide 

longitudinal data on student performance, helping them identify learning patterns, 

gaps, or progress trends. Such data-driven insights are particularly important in 

young learner contexts, where developmental differences may vary significantly 

across students. 

 

This finding aligns with the broader emphasis on formative assessment in language 

education and suggests that AI may play a supportive role in personalized and 

responsive teaching strategies. 

 

4.4.1.1. General Summary of Perceived Benefits 

 

As presented in Table 4.6, the survey results clearly demonstrate a strong and 

widespread agreement among in-service English language teachers regarding the 

benefits of integrating AI into young learner classrooms. The highest level of 

agreement was recorded for the belief that AI-based tools are useful for teaching 

vocabulary, with 98.9% of participants selecting either ñAgreeò or ñStrongly Agree.ò 

Similarly high levels of agreement were noted for statements highlighting AIôs role 

in enabling personalized learning experiences (96.1%), supporting self-paced 
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practice (98.4%), and enhancing enjoyment and interactivity in the learning process 

(96.7%). Teachers also emphasized AIôs capacity to deliver timely feedback 

(97.2%), which is essential for guiding young learnersô progress. 

 

In addition to general benefits, participants strongly acknowledged the pedagogical 

usefulness of AI for teaching core language skills. Reading (96.7%), listening 

(96.1%), grammar (95.6%), and speaking (92.2%) were all reported as well-

supported through AI tools, while writing, though slightly lower, still received 

significant approval (91.7%). Furthermore, the vast majority agreed that AI helps 

identify individual learning difficulties (95.6%) and enables effective progress 

tracking (95.0%), both of which are critical for early intervention. Other commonly 

agreed-upon advantages included AIôs potential to enhance engagement through 

gamified learning experiences (95.5%) and expand access to a variety of learning 

resources (97.2%). Lastly, while slightly more modest in comparison, 88.4% of 

teachers believed AI could help reduce their workload by automating certain tasks. 

 

Overall, these findings reflect a remarkably positive perception among participants, 

positioning AI not merely as a tool for enhancing instructional efficiency, but as a 

powerful asset in fostering learner motivation, supporting personalized instruction, 

and enabling more effective monitoring of learner progress and individualized 

support throughout the instructional process.   

    

4.4.2 Qualitative Data Analysis Results 

 

To gain deeper insight into teachersô perceptions beyond the closed-ended items 

regarding the potential benefits of integrating AI into young learner classrooms, 

participants were asked the open-ended question: 

 

ñIn your opinion, what are the perceived benefits of using AI in English language 

teaching for young learners?ò 

 

This open-ended question was included to support the quantitative findings and to 

better understand the ideas, priorities, and practical experiences of in-service English 
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teachers. Thematic analysis of 180 participant responses, conducted through 

MAXQDA, revealed five categories: Language Skill Support, Personalized 

Learning, Learning Process Enhancement, Motivation and Engagement, and 

Teacher Support and Workload Reduction. Table 4.7 summarizes the categories, 

open codes, and frequency counts. 

 

Table 4.7. Overview of the Qualitative Results in Relation to Perceived Benefits of 

AI Integration in Young Learner EFL Classrooms 

Theme Categories  Codes  Frequencies 

Benefits of AI 

Integration 

Learning Process 

Enhancement 

Immediate feedback 31 

  Accessible 31 

  Enhances capabilities 11 

  Provides variety of resources 7 

  Total 80 

 Motivation & 

Engagement 

Engaging learning materials 25 

  Learning motivation 23 

  Gamification 20 

  Lesson enjoyment 19 

  Interactivity 7 

  Creativity 7 

  Total 101 

 Personalized 

Learning 

Supports autonomous 

practice 

23 

  Supports diverse learners 14 

  Self-paced learning 8 

  Total 45 

 Teacher Support 

and Workload 

Reduction 

Helps to facilitate material 23 

  Increases time-efficiency 14 

  Increases lesson efficiency 13 

  Assessment support 10 

  Helps with lesson planning 8 

  Reduces teacher workload 6 

  Total 74 

 Language Skill 

Support 

Speaking 10 

  Vocabulary 5 

  Listening 4 

  Writing 3 

  Reading 3 

  Grammar 2 

  Total 27 

  Grand Total 327 
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Following the presentation of the quantitative results, each category identified in the 

qualitative analysis was examined in detail to provide a richer understanding of 

teachersô perspectives on the perceived benefits of AI integration. The analysis 

begins with the category of Learning Process Enhancement 

 

Table 4.8. Qualitative Results for the Category ñLearning Process Enhancementò in 

Relation to Perceived Benefits of AI Integration in Young Learner EFL Classrooms 

Theme Categories  Codes  Frequencies 

Benefits of AI 

Integration 

Learning Process 

Enhancement 

Immediate feedback 31 

  Accessible 31 

  Enhances capabilities 11 

  Provides variety of 

resources 

7 

  Total 80 

 

4.4.2.1. Learning Process Enhancement 

 

The most frequently highlighted theme in the open-ended responses in the table 4.8 

was Learning Process Enhancement, which included four key categories: immediate 

feedback, accessibility, enhances capabilities, and variety of resources. 

 

One of the most frequently highlighted benefits was the provision of immediate 

feedback (f = 31). Many participants emphasized that AI tools help learners quickly 

identify and correct their mistakes, which supports faster and more effective learning. 

As one teacher explained, ñAI can give immediate feedback to learners,ò while 

another noted, ñInstant corrections made by AI might extinguish the pressure of the 

feeling of judgement when they make mistakes.ò Several teachers also mentioned that 

this type of feedback helps learners feel more comfortable, especially younger or shy 

students who may be anxious about making mistakes. Teachers also appreciated how 

time-efficient AI feedback can be. One participant stated, ñThe fast feedback is the 

most beneficial thing about AI learning because teachers have limited time to give 

feedback.ò Others mentioned that AI tools ñhelp students correct their mistakes 

immediatelyò and ñoffer instant corrections to errors and support correct learning.ò 

Another teacher highlighted that AI can ñgive instant feedback on grammar and 

vocabulary usage,ò which helps students ñfocus on missing areas.ò Overall, 
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participants viewed immediate AI feedback as a valuable support for both accuracy 

and confidence-building, helping students become more aware of their mistakes and 

take more responsibility for their learning. 

 

The second most frequently cited benefit under this theme was accessibility (f = 31). 

Teachers appreciated that AI-powered tools allow students to access learning 

materials regardless of time or location. This was especially valued for supporting 

individualized pacing and extended practice beyond classroom hours. One 

respondent shared, ñStudents can progress at their own pace not only at school but 

also at home,ò while another remarked, ñThey can learn and practice English 

anytime, anywhere.ò Teachers also highlighted the user-friendly and affordable 

nature of many AI applications, stating that they are ñcost effective and practical,ò 

and ñprovide the opportunity to learn a language at low cost.ò These responses 

suggest that AI integration supports more flexible and equitable learning 

opportunities, especially for learners with limited access to traditional resources. 

 

Another important category under this theme was Enhances Capabilities (f = 11). 

Several teachers mentioned that AI tools help students develop more than just 

language skills. They believed AI supports the growth of abilities such as problem-

solving, critical thinking, decision-making, and cultural understanding. One teacher 

explained, ñIt provides new ways to the learners for enhancing their capabilities,ò 

while another said, ñI believe it is necessary for our children and young adults to 

acquire new skills and abilities.ò Some teachers also pointed out that AI improves 

productivity and helps learners keep up with cultural elements, as expressed in the 

comment, ñAI enables both teachers and students to keep up with the cultural 

elements easily.ò These views suggest that AI is seen not only as a tool for learning 

English but also as a way to support wider cognitive and academic development in 

young learners. 

 

Lastly, the category of Provides Variety of Resources (f = 7) was mentioned as 

another way in which AI enriches the learning experience. Teachers highlighted that 

AI gives access to a wide range of materials. This variety was seen as especially 

useful for addressing different learning preferences and keeping students engaged. 



 

139 

One participant explained, ñStudents enjoy the variety, especially the visual and 

auditory materials that support different learning styles.ò Some teachers also 

emphasized the abundance and accessibility of digital content, referring to AI as 

offering ñlimitless sourcesò and ñplenty of resources.ò As one respondent noted, ñIt 

makes it easier to reach information and so many resources,ò and another added, ñIt 

can offer different learning methods and convert books to digital.ò These views 

reflect that AI is valued not only for increasing access to materials but also for 

diverse instruction in ways that support young learnersô comprehension and 

motivation. 

 

In summary, the theme of Learning Process Enhancement captures how AI can 

transform the learning environment by making feedback faster, access easier, support 

more personalized, and resources more varied. These benefits collectively reflect a 

vision of AI as a dynamic and flexible learning companion in young learner English 

classrooms. 

 

Following the analysis of the Learning Process Enhancement, the next category 

identified through thematic coding focuses on Motivation and Engagement, which 

reflects teachersô views on how AI tools can foster learner interest, enjoyment, and 

active participation in the classroom. 

 

Table 4.9. Qualitative Results for the Category ñMotivation and Engagementò in 

Relation to Perceived Benefits of AI Integration in Young Learner EFL Classrooms 

Theme Categories  Codes  Frequencies 

Benefits of AI 

Integration  

Motivation & 

Engagement 

Engaging learning 

materials 

25 

  Learning motivation 23 

  Gamification 20 

  Lesson enjoyment 19 

  Interactivity 7 

  Creativity 7 

  Total 101 

 

4.4.2.2. Motivation  and Engagement 

 

As shown in the table 4.9, another frequently emphasized theme in the open-ended 

responses was Motivation and Engagement, which included six key categories: 
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engaging learning materials, creativity, gamification, interactivity, learning 

motivation, and lesson enjoyment. 

 

One of the most frequently highlighted categories under the category of Motivation 

and Engagement was Engaging Learning Materials (f = 25). Many participants noted 

that AI tools offer dynamic and varied content that captures learnersô attention and 

keeps them actively involved in the lesson. Teachers mentioned that AI helps create 

quizzes, stories, worksheets, and other interactive resources that are both age-

appropriate and enjoyable. One participant remarked, ñAI is helpful for creating 

engaging learning materials such as quizzes and worksheets,ò while another 

explained, ñIt makes the teaching process more engaging by making lessons more 

dynamic.ò 

 

Teachers also emphasized the importance of sustaining young learnersô interest, 

noting that AI can help prevent boredom and spark curiosity. As one participant 

shared, ñYoung learners can get bored easily; using AI tools might spark their 

curiosity and make them engage in the lessons more.ò Others pointed out that AI 

encourages students to participate more actively: ñIt helps students get involved in 

the lesson and understand the subjects in a fun way.ò The use of multimodal content, 

including visuals, sound, and interaction, was seen as especially effective in 

promoting engagement. One teacher summarized this by saying, ñAI can adapt to 

each childôs pace, interests, and learning style, making lessons more effective and 

engaging.ò Overall, these responses show that teachers view AI as a valuable tool for 

enhancing classroom engagement, particularly by offering diverse and motivating 

learning materials suited to the needs of young learners. 

 

Another frequently mentioned category under this theme was Learning Motivation (f 

= 23). Many teachers emphasized that AI tools help increase young learnersô 

motivation to participate in lessons and practice English more willingly. Several 

participants stated that the interactive and adaptive nature of AI captures studentsô 

interest and keeps them more focused. One teacher noted, ñUsing AI can be useful 

for young learnersô motivations,ò while another explained, ñBecause of studentsô 

curiosity about AI, they concentrate more.ò Teachers also highlighted that AIôs 
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ability to offer personalized activities and feedback makes learners feel more 

supported and confident. As one respondent shared, ñYoung learners receive tailored 

activities and feedback, which can help them stay motivated and engaged.ò 

 

Other teachers pointed out that learners are naturally excited about using technology, 

which contributes to a positive attitude toward English learning. One participant 

stated, ñYoung learners are totally interested in using technology, so they are excited 

about learning,ò and another said, ñIt makes lessons more interesting for students.ò 

Overall, teachers described AI as a motivating factor that boosts learnersô willingness 

to participate and enhances their enthusiasm for language learning. 

 

Another key category under the theme of Motivation and Engagement was 

Gamification (f = 20). Many teachers emphasized that AI tools help transform 

language learning into a more fun, game-like experience, which is especially 

effective for young learners. They noted that gamified features make students more 

eager to participate in lessons and reduce resistance to repetitive or challenging tasks. 

One teacher explained, ñIt can turn the learning process into more fun and game-like 

process,ò while another shared, ñSpecifically getting the young learners in learning 

process by games and interactive activities is its best part. Thanks to this, the 

learners learn the language implicitly.ò 

 

Teachers also appreciated how AI platforms support game-based learning through 

tools like interactive quizzes, games, and story-based digital activities, which help 

keep students engaged. As one participant stated, ñYou can create too many games 

and activities by using simple AI applications like Canva,ò and another added, ñI 

love using AI. When I say AI, Iôm not just talking about translation. I use AI to create 

reading texts, games, and other activities.ò Gamification was also seen as helpful in 

differentiating instruction and addressing mixed-ability classrooms, as highlighted in 

the comment, ñIncreased motivation through gamified content provides better 

support for mixed-ability classrooms.ò Overall, the use of gamified AI content was 

perceived to make lessons more dynamic, enjoyable, and accessible, while also 

supporting the natural curiosity and playfulness of young learners. 
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Another frequently cited category under Motivation and Engagement was Lesson 

Enjoyment (f = 19). Many teachers reported that AI tools contribute to creating a 

more fun, attractive, and enjoyable classroom atmosphere for young learners. They 

emphasized that AI makes lessons feel less like traditional instruction and more like 

a playful and engaging experience, which is especially important for maintaining 

attention and interest among children. As one teacher noted, ñAI makes learning 

more fun,ò while another shared, ñThanks to AI, lessons can be more attractive and 

interesting.ò 

 

Participants also highlighted that AI supports fun learning by offering personalized 

content, visuals, and interactive elements that young learners find exciting. One 

respondent commented, ñStudents are really interested in technology and computers, 

so it is enjoyable for them to learn English via AI-integrated lessons,ò and another 

explained, ñIt makes it easy to teach language in a funny way.ò Teachers mentioned 

that students seem to have fun while learning, and this not only increases their 

participation but also encourages more frequent practice. As one participant 

summarized, ñAI provides a way of fun learning, and students can focus better while 

enjoying the lesson.ò Overall, these responses suggest that AI is seen as a valuable 

tool for transforming English lessons into more colourful, engaging, and enjoyable 

experiences which are crucial elements for sustaining motivation in young learner 

classrooms. 

 

Although mentioned slightly less frequently, the categories of Interactivity and 

Creativity (each f = 7) were also highlighted by several teachers as key advantages of 

AI integration. Participants described how interactive features of AI tools, such as 

chatbots, games, and dynamic exercises, help involve students more deeply in the 

learning process. One teacher shared, ñStudents can talk with chatbots,ò while 

another emphasized, ñInteractive exercises improve engagement.ò These responses 

suggest that AI fosters a more immersive and participatory environment, which is 

particularly effective for young learners who benefit from hands-on and responsive 

learning experiences. 

 

In addition, teachers pointed out that AI tools can stimulate creativity, both for 

themselves and for their students. Some participants mentioned using AI to create 
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story-based tasks, visual activities, and customized content that go beyond traditional 

worksheets. As one teacher stated, ñAI can enhance the creativity of learners,ò and 

another noted, ñIt will revolutionize the traditional ways of teaching.ò AI was seen 

as a tool that opens up new opportunities for designing more imaginative, flexible, 

and student-centered lessons, allowing both learners and educators to explore 

language in innovative ways. 

 

The next category identified in the qualitative analysis is Personalized Learning, 

highlighting teachersô views on AIôs ability to adapt instruction to individual learner 

needs and preferences. 

 

Table 4.10. Qualitative Results for the Category ñPersonalized Learningò in Relation 

to Perceived Benefits of AI Integration in Young Learner EFL Classrooms 

Theme Categories  Codes  Frequencies 

Benefits of AI 

Integration  

Personalized 

Learning 

Supports 

autonomous practice 

23 

  Supports diverse 

learners 

14 

  Self-paced learning 8 

  Total 45 

 

4.4.2.3. Personalized Learning 

 

Another prominent theme that emerged from the open-ended responses was 

Personalized Learning, which includes three key aspects: self-paced learning, 

autonomous practice, and support for diverse learners. Teachers emphasized that AI 

tools offer flexible and adaptable learning experiences that respond to the individual 

needs, pace, and abilities of young learners. This theme reflects a strong belief that 

personalization enhances both student engagement and learning outcomes in early 

language education. 

 

A major aspect of Personalized Learning mentioned by participants was the way AI 

supports autonomous practice (f = 23). Teachers explained that AI tools allow 

learners to study and improve their English skills independently, beyond the 

limitations of classroom time and space. Several participants emphasized that AI 

fosters self-directed learning, giving students more control over their learning 
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process. One teacher shared, ñAI helps pupils learn independently, without the 

limitations of time, space and venues,ò while another noted, ñIt provides self-study 

support and allows self-improvement after class hours.ò 

 

Many teachers also highlighted that AI promotes self-regulation and reflection, 

encouraging learners to identify their own weaknesses, monitor progress, and 

practice more frequently. As one participant stated, ñAI gives students a sense of 

autonomy in language learning,ò and another added, ñThey can engage in self-

regulation and take control of their own learning.ò Additionally, some teachers 

noted that shy learners benefit from the ability to practice in private, which increases 

confidence and engagement. These responses show that AI is perceived not only as a 

support for learning content, but also as a tool that empowers learners to take greater 

responsibility for their own development. 

 

Another important dimension of Personalized Learning highlighted by participants 

was the ability of AI to support diverse learners (f = 14). Teachers emphasized that 

AI tools are capable of addressing a wide range of student needs, learning styles, and 

individual differences. One participant stated, ñAI can cater to studentsô individual 

needs,ò while another emphasized its inclusivity by saying, ñAI provides a great 

chance for including and supporting our students whose learning styles and 

preferences show differences.ò Some teachers also mentioned that AI is particularly 

helpful for students in low socio-economic areas, where parental support for 

language learning may be limited. One teacher explained, ñEspecially in schools in 

districts with lower socioeconomical levels where the parents aren't able to help the 

students with language learning, AI provides an easy path to language learning.ò 

Participants also noted that AI tools are beneficial for learners who struggle with low 

attention spans, introversion, or lower language proficiency levels, as these tools 

offer differentiated, flexible content. As one respondent put it, ñIt also provides 

differentiated activities for lower-level students,ò and another added, ñIt helps 

students who find it hard to focus or understand by showing them their potential.ò 

These responses indicate that teachers view AI as a valuable way to make language 

education more inclusive, equitable, and responsive to learner diversity in the 

classroom. 
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The final subcategory under Personalized Learning was self-paced learning (f = 8). 

Teachers highlighted that AI allows young learners to study at their own speed, both 

inside and outside the classroom. This flexibility was considered especially 

beneficial for learners who need more time to process new information or who prefer 

to revisit materials independently. One teacher explained, ñStudents can progress at 

their own pace not only at school but also at home,ò while another added, ñAI can 

adapt content, pacing, and difficulty based on the learnerôs individual progress.ò 

These views suggest that AI tools help create a more comfortable and supportive 

learning environment by adjusting to each studentôs pace and readiness level. 

Another theme that emerged from the analysis is Teacher Support and Workload 

Reduction, reflecting teachersô perspectives on how AI can benefit lesson 

preparation, improve efficiency, and assist with assessment and planning tasks. 

 

Table 4.11. Qualitative Results for the Category ñTeacher Support and Workload 

Reductionò in Relation to Perceived Benefits of AI Integration in Young Learner 

EFL Classrooms 

Theme Categories  Codes  Frequencies 

Benefits of AI 

Integration  

Teacher Support 

and Workload 

Reduction 

Helps to facilitate 

material 

23 

  Increases time-efficiency 14 

  Increases lesson 

efficiency 

13 

  Assessment support 10 

  Helps with lesson 

planning 

8 

  Reduces teacher 

workload 

6 

  Total 74 

 

4.4.2.4. Teacher Support and Workload Reduction 

 

Another major axial theme that emerged from the open-ended responses was Teacher 

Support and Workload Reduction, which reflects how AI tools assist educators in 

managing instructional tasks more efficiently. Participants emphasized that AI can 

simplify lesson planning, material preparation, assessment, and classroom 

management, ultimately helping reduce teacher workload and improve overall 

teaching effectiveness.  
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The most frequently mentioned subcategory under this theme was Helps to Facilitate 

Material (f = 23). Teachers emphasized that AI tools make the process of material 

preparation easier, faster, and more effective. One participant noted, ñAlso, teachers 

can easily create various materials for their classroom,ò while another shared, ñI 

can create my own materials by using AI tools.ò Several teachers also highlighted 

AIôs usefulness in curriculum-aligned content creation, as in the comment, ñI can 

create my own presentations appropriate to the curriculum.ò 

 

Participants pointed out that AI offers a wide variety of resources and ideas, which 

supports both routine and creative instructional needs. One teacher explained, ñIt 

offers a variety of activities that teachers can benefit from, including various 

exercises, teaching methods, and innovations,ò while another added, ñCreating 

authentic teaching materials becomes easy.ò Some also mentioned the practical 

benefit of saving time: ñIt is time-saving in terms of both preparing activities and 

tests for the students.ò Another respondent shared, ñI create texts for them which 

include specific words related to the required topic,ò showing that AI also supports 

targeted and purposeful material development. These views suggest that teachers see 

AI as a reliable and practical tool that assists in preparing engaging and relevant 

classroom content more efficiently. 

 

Another frequently mentioned subcategory was Increases Time-Efficiency (f = 14). 

Many teachers emphasized that AI tools significantly reduce the time required to 

prepare teaching materials and tasks. One participant clearly stated, ñOne of the 

biggest advantages of using AI is that it saves time,ò while another wrote, ñIt is 

useful for teachers in terms of time-efficiency.ò Several teachers also described how 

AI allows them to focus on refining or delivering content rather than building 

everything from scratch. As one teacher noted, ñWe get to focus on only checking the 

prepared task and editing it rather than preparing it all from scratch.ò  Participants 

also frequently used expressions such as ñAI definitely helps me to save time,ò and 

ñIt shortens the time most importantly,ò reflecting the general perception that AI not 

only reduces preparation time but also makes daily teaching tasks more manageable. 

These comments indicate that teachers see time-saving as one of the most practical 

and immediate benefits of using AI in the classroom. 
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The subcategory of Increases Lesson Efficiency (f = 13) focused on teachersô views 

that AI improves the overall flow, focus, and quality of English lessons. Several 

participants highlighted how AI makes both teaching and learning more effective. 

One teacher noted, ñAI enhances both teaching and learning by making lessons more 

dynamic and efficient,ò while another added, ñIt has several benefits in English 

teaching such as making learning more effective.ò 

 

Teachers also described how AI tools contribute to more structured and focused 

instruction, especially by offering personalized and adaptable content. One 

participant stated, ñAI can adapt to each childôs pace, interests, and learning style, 

making lessons more effective and engaging.ò Others used direct expressions such as 

ñIt improves efficiency,ò and ñIt provides effective learning for young learners,ò to 

emphasize that AI-supported lessons are more impactful. These insights suggest that 

AI is not only a convenience tool, but also a means to deliver more targeted, focused, 

and pedagogically effective lessons for young learners. 

 

Another important subcategory was Assessment Support (f = 10), where teachers 

highlighted that AI tools can help ease the evaluation process in language teaching. 

Several participants noted that AI assists in both designing assessments and 

monitoring student progress. One teacher explained, ñAI also supports assessment by 

allowing teachers to efficiently design or conduct evaluations for their students,ò 

while another added, ñIt may help teachers with monitoring the learnersô progress.ò 

 

Teachers also reported that AI reduces the workload associated with tracking 

development and providing timely feedback. As one participant stated, ñAssessing 

the development of the learners takes shorter time,ò and another remarked, ñWe get 

the opportunity of easiness of giving feedback for our students thanks to AI.ò Others 

noted that AI contributes to differentiated and personalized assessment, particularly 

in identifying studentsô areas for improvement. One respondent summarized this by 

saying, ñWe may monitor our studentsô learning and need-to-be-developed points 

better.ò These comments suggest that AI is viewed as a helpful tool in supporting 

more efficient, responsive, and individualized assessment practices for young 

learners. 
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Another subcategory mentioned by participants was Helps with Lesson Planning (f = 

8). Teachers expressed that AI tools assist in designing structured and personalized 

lesson plans, saving them time and offering creative ideas. One teacher shared, ñIt 

helps teachers create lesson plans and come up with creative, personalized tasks,ò 

while another added, ñIt also helps teachers prepare lessons.ò Participants also 

pointed out that AI can support the complex planning needs of English language 

teaching for young learners. As one respondent noted, ñI think AI can provide the 

complex needs for planning and implementing English language teaching to young 

learners.ò Others emphasized its practical function in writing and organizing 

lessons. For example, one participant stated, ñIt can help us to write lesson plans,ò 

and another said, ñIn terms of creating the right lesson plan, AI might be helpful.ò 

These comments indicate that AI is seen as a useful companion in lesson design, 

offering both structure and flexibility for teachers working in primary EFL contexts. 

 

The final subcategory under this theme was Reduces Teacher Workload (f = 6). 

Teachers expressed that AI tools help ease the overall burden of day-to-day teaching 

responsibilities by assisting with repetitive and time-consuming tasks. One 

participant simply stated, ñIt can reduce the teacherôs workload,ò while another 

explained, ñAI can assist teachers with time-consuming tasks such as lesson 

planning, grading basic assignments, and student performance analysis.ò 

 

Several teachers also pointed out that the ability to generate materials and manage 

classroom preparation more efficiently leads to less stress and better time 

management. One respondent wrote, ñI spend less time to prepare materials for 

classroom and for homework,ò and another emphasized, ñIt reduces the workload 

the teacher has.ò These responses suggest that beyond supporting instruction, AI is 

seen as a practical aid that lightens teachersô responsibilities and improves their 

professional well-being. 

 

The final theme identified in the qualitative analysis is Language Skill Support, 

which encompasses teachersô observations on how AI can aid the development of 

specific language skills such as speaking, vocabulary, listening, writing, reading, and 

grammar. 
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Table 4.12. Qualitative Results for the Category ñLanguage Skill Supportò in 

Relation to Perceived Benefits of AI Integration in Young Learner EFL Classrooms 

Theme Categories  Codes  Frequencies 

Benefits of AI 

Integration  

Language Skill 

Support 

Speaking 10 

  Vocabulary 5 

  Listening 4 

  Writing 3 

  Reading 3 

  Grammar 2 

  Total 27 

 

4.4.2.5. Language Skill Support 

 

Another theme that emerged from the open-ended responses was Language Skill 

Support, highlighting how AI tools are perceived to enhance young learnersô 

development across core language areas. Many teachers stated that AI contributes to 

improving all four essential skills, listening, speaking, reading, and writing, often in 

integrated and interactive ways. One participant noted, ñEnhancing four skills of 

language,ò while another added, ñAll skills can be practiced at one time.ò Teachers 

also emphasized that AI allows learners to be more frequently exposed to the target 

language, with one teacher explaining, ñArtificial intelligence tools can help young 

learners to be exposed to the target language,ò and another sharing, ñYoung 

learners need more input, so AI provides widely.ò Several participants suggested that 

AI-based learning may accelerate language development compared to traditional 

methods. As one teacher expressed, ñTheir language skills may improve quickly 

compared with classroom-based teaching,ò and another added, ñAI can improve 

studentsô language skills.ò Additionally, teachers noted that AI platforms offer 

comprehensive support across multiple aspects of language, including grammar, 

vocabulary, and the use of techniques for reading, speaking, and writing. One 

participant summarized this by stating, ñAI provides the learners to get all 

knowledges like grammar in detail, reading, speaking and writing techniques about 

English language.ò These comments reflect a shared perception that AI tools serve 

as a comprehensive support system for building linguistic competence in young 

learners. While responses varied in focus and frequency, the overall perception was 

that AI provides additional opportunities for practice, exposure, and feedback across 

core language domains. 
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Teachers highlighted speaking as one of the language skills most supported by AI 

tools (f = 10). Participants noted that AI applications provide learners with more 

frequent and flexible opportunities to practice spoken English, particularly in a low-

pressure environment. One teacher stated, ñAI helps increase their speaking skills 

with its apps,ò while another explained, ñIt also motivates students to practice 

speaking since they are not required to speak in front of other students and the 

teacher.ò Others emphasized that AI can improve pronunciation and fluency, with 

one respondent noting, ñAI helps with native-like pronunciation,ò and another 

adding, ñIt is helpful for offering opportunities for young learners to practice their 

speaking and listening skills.ò These responses suggest that teachers view AI as a 

useful tool for developing speaking skills, especially in promoting confidence, 

practice frequency, and pronunciation accuracy. 

 

Some participants (f = 5) acknowledged that AI-based tools can contribute 

meaningfully to vocabulary development in young learners. One teacher noted, ñAI 

can introduce new vocabulary items in different contexts through engaging stories 

and interactive exercises,ò highlighting the importance of contextualized input and 

multimodal learning. Another participant simply stated, ñIt helps to enhance the 

vocabulary skills,ò pointing to AIôs role in reinforcing word acquisition. These 

responses suggest that teachers view AI not only as a tool for vocabulary expansion, 

but also as a means to provide repetitive exposure and practice in learner-friendly 

formats. 

 

The role of AI in supporting listening skills was also mentioned by several teachers (f 

= 4). Participants noted that AI tools offer young learners regular exposure to spoken 

English in varied and engaging formats. This was often discussed alongside speaking 

practice, as the two skills are closely connected in AI-supported environments. One 

teacher highlighted, ñAI is helpful for offering opportunities for young learners to 

practice their speaking and listening skills,ò while another stated, ñAI supports 

speaking and listening skills and fluency.ò These responses indicate that teachers 

appreciate AIôs potential to create a more immersive and input-rich environment for 

developing listening comprehension. 
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A smaller number of teachers highlighted the potential of AI in enhancing writing (f 

= 3), reading (f = 3), and grammar (f = 2) skills among young learners. One 

participant stated, ñAI provides the learners to get all knowledges like grammar in 

detail, reading, speaking and writing techniques about English language,ò indicating 

that AI is seen as a comprehensive support system for literacy development. Another 

teacher emphasized the practical advantages of error correction, noting, ñIt reduces 

wasting of time about checking the mistakes or errors in grammar or spelling in 

writing.ò These insights suggest that teachers value AI for its ability to offer form-

focused feedback, reinforce grammatical accuracy, and expose learners to authentic 

and varied reading materials. The combination of automated feedback and access to 

diversified content appears to support the development of both productive and 

receptive skills in English. 

 

4.5. Results in Relation to Perceived Concerns or Potential Drawbacks of AI 

Integration in Teaching English to Young Learners 

 

While the perceived benefits of AI integration were largely embraced by the 

participating teachers, the data also revealed a number of notable concerns and 

potential drawbacks that draw attention. This section presents the findings addressing 

Research Question 1c: óôWhat are the concerns or potential drawbacks of using AI to 

teach English to young learners?ôô. As presented in Table 4.13, participants 

expressed varying levels of concerns regarding the pedagogical, ethical, and 

developmental implications of using AI tools with young learners. The most 

frequently mentioned concerns included the potential impact of AI on reducing face-

to-face interaction, increasing screen time, and raising privacy and data security 

risks. Many teachers also expressed worries about long-term dependency on AI tools, 

as well as doubts about the ethical implications, accuracy of AI-based assessments, 

and fairness in access among students with varying technological means. 

Furthermore, concerns were noted about AIôs limitations in supporting creative 

thinking, addressing special needs, and balancing linguistic and cultural 

development. These findings point to the need for thoughtful planning, clear 

guidelines, and professional development to ensure that the use of AI in early English 

language teaching aligns with learnersô developmental needs and educational goals. 
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4.5.1. Quantitative Data Analysis Results 

 

Table 4.13. Concerns or Potential Drawbacks of AI Integration in Teaching English to Young Learners Information Table 

Survey item 

Strongly 

Disagree Disagree Agree 

Strongly 

Agree 
Mea

n 

Std. 

Deviation 
n %  n %  n %  n %  

1. I worry that AI might reduce the importance of face-to-face interaction between teachers and 

young learners. 

12 6,7 57 31,7 81 45,0 30 16,7 2,71 ,820 

2. I am concerned about the potential financial cost of implementing AI tools in my classroom. 15 8,3 55 30,6 81 45,0 29 16,1 2,68 ,840 

3. I have concerns about the privacy and security of young learnersô data when using AI tools. 5 2,8 27 15,0 99 55,0 49 27,2 3,06 ,729 

4. I worry that AI may lead to a lack of creativity for young learners in language learning. 5 2,8 58 32,2 75 41,7 42 23,3 2,85 ,805 

5. I am concerned that AI tools might not be suitable for all students, particularly young learners or 

those with special needs. 

8 4,4 61 33,9 75 41,7 36 20,0 2,77 ,817 

6. I worry about the reliability of AI tools in delivering accurate language content. 7 3,9 76 42,2 81 45,0 16 8,9 2,58 ,707 

7. I am concerned about the long-term dependency of young learners and over-reliance on AI tools 

for language learning reducing young learners' opportunities for human-led instruction. 

3 1,7 38 21,1 99 55,0 40 22,2 2,97 ,708 

8. I worry about the ethical implications of AI use in educational settings. 5 2,8 44 24,4 100 55,6 31 17,2 2,87 ,717 

9. I am concerned that AI might oversimplify complex language concepts that young learners need 

to understand deeply. 

5 2,8 76 42,2 81 45,0 18 10,0 2,62 ,702 

10. I worry that AI might not align well with existing curriculum standards. 9 5,0 91 50,6 66 36,7 14 7,8 2,47 ,712 

11. I am concerned about the amount of screen time AI tools require. 4 2,2 24 13,3 86 47,8 66 36,7 3,18 ,745 

12. I worry that AI-based assessments may not accurately reflect young learners' true language 

abilities. 

6 3,3 73 40,6 83 46,1 18 10,0 2,62 ,709 

13. I worry that AI tools might unintentionally introduce bias into the learning process affecting 

young learners' perceptions. 

5 2,8 60 33,3 95 52,8 20 11,1 2,72 ,693 

14. I am concerned that the use of AI may create inequities among young learners with different 

levels of access to technology. 

3 1,7 38 21,1 90 50,0 49 27,2 3,02 ,743 

15. AI might not effectively address the cultural and social aspects of language learning for young 

learners. 

3 1,7 54 30,0 93 51,7 30 16,7 2,83 ,713 

16. AI might unintentionally prioritize certain language skills (e.g., grammar) over holistic language 

development. 

5 2,8 73 40,6 83 46,1 19 10,6 2,64 ,706 

 

Table 4.13 provides the concerns or potential drawbacks of AI integration in teaching English to young learners information of the participants.

1
5

2 
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Max: 3,18 Mean: 2,79 Min: 2,47 

Figure 4.9. Concerns or Potential Drawbacks of AI Integration in Teaching English 

to Young Learners Information Table 

 

Figure 4.9 presents the mean scores for participantsô concerns or perceived 

drawbacks of integrating AI into teaching English to young learners. The highest 

mean was reported for excessive screen time for young learners (M = 3.18), followed 

by privacy and security concerns regarding young learnersô data (M = 3.06) and the 

risk of unequal AI access among learners (M = 3.02). Other relatively higher 

concerns included long-term dependency on AI and reduced human-led instruction 

(M = 2.97) and ethical concerns about AI use in educational contexts (M = 2.87). 

The lowest means were recorded for AI not aligning with curriculum requirements 

(M = 2.47), reliability concerns in delivering accurate language content (M = 2.58), 

and oversimplifying complex language concepts (M = 2.62). Overall, the results 

indicate that teachersô concerns focus more on student well-being, equity, and ethical 

implications rather than on technical or pedagogical limitations. 
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To gain a clearer understanding of these concerns, each survey item was examined 

individually to explore the specific issues that teachers identified regarding the 

integration of AI into young learner classrooms. 

 

Item 1: ñI worry that AI might reduce the importance of face-to-face interaction 

between teachers and young learners.ò 

 

A majority of participants expressed concern about the potential impact of AI on 

interpersonal classroom dynamics. Specifically, 81 participants (45.0%) agreed, and 

30 participants (16.7%) strongly agreed with the statement, indicating that many 

teachers believe AI could diminish meaningful face-to-face engagement with young 

learners. Meanwhile, 57 participants (31.7%) disagreed, and only 12 participants 

(6.7%) strongly disagreed, suggesting that although some educators are less 

concerned, the overall perception leans toward cautiousness regarding AIôs influence 

on the human dimension of teaching. 

 

This finding suggests that a considerable portion of participants perceive the 

integration of AI in early language classrooms as a potential threat to interpersonal 

teacher-student interaction. Given the developmental needs of young learners, who 

benefit greatly from social-emotional engagement, facial expressions, and human 

feedback, this concern highlights the belief that AI should serve as a supplementary 

tool rather than a substitute for direct human presence in the language learning 

process. 

 

Item 2: ñI am concerned about the potential financial cost of implementing AI tools 

in my classroom.ò 

 

A notable portion of participants expressed financial concerns regarding the 

implementation of AI in young learner classrooms. Specifically, 81 participants 

(45.0%) agreed, and 29 participants (16.1%) strongly agreed with this concern. 

Meanwhile, 55 participants (30.6%) disagreed, and 15 participants (8.3%) strongly 

disagreed, indicating that although some teachers may not find cost to be a major 
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obstacle, the majority still perceive AI integration as potentially burdensome in terms 

of financial resources. 

 

This result suggests that cost is a significant barrier for many in-service English 

teachers when considering AI integration. Particularly in public school settings or 

underfunded regions, the affordability of AI-based tools, necessary technological 

equipment, and ongoing maintenance may raise concerns. These findings underscore 

the importance of ensuring institutional or governmental support to alleviate 

financial pressure, enabling more equitable access to AI-enhanced language 

education. 

 

Item 3: ñI have concerns about the privacy and security of young learnersô data 

when using AI tools.ò 

 

A substantial proportion of participants expressed concern regarding data privacy in 

AI-enhanced classrooms. Specifically, 99 participants (55.0%) agreed, and 49 

participants (27.2%) strongly agreed that they are worried about how AI tools handle 

young learnersô personal information. In contrast, 27 participants (15.0%) disagreed, 

and only 5 participants (2.8%) strongly disagreed with this statement. 

 

These results suggest that data privacy is a major concern for in-service EFL teachers 

when using AI tools in early language classrooms. Participants expressed caution 

about the risks related to third-party platforms and the handling of young learnersô 

personal information, emphasizing the need for clear data protection policies and 

ethical guidelines. 

 

Item 4: ñI worry that AI may lead to a lack of creativity for young learners in 

language learning.ò 

 

A majority of participants expressed concern regarding the potential negative impact 

of AI on young learnersô creativity. Specifically, 75 participants (41.7%) agreed, and 

42 participants (23.3%) strongly agreed with this statement. Meanwhile, 58 

participants (32.2%) disagreed and only 5 participants (2.8%) strongly disagreed. 
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This finding suggests that a significant portion of teachers remain cautious about AI 

tools potentially limiting open-ended exploration, imagination, or creative expression 

in language learning tasks. 

 

Item 5: ñI am concerned that AI tools might not be suitable for all students, 

particularly young learners or those with special needs.ò 

 

A majority of participants expressed concern about the suitability of AI tools for 

diverse learner profiles. Specifically, 75 participants (41.7%) agreed, and 36 

participants (20.0%) strongly agreed with this item. In contrast, 61 participants 

(33.9%) disagreed, and 8 participants (4.4%) strongly disagreed. 

 

These results indicate that a significant number of teachers remain cautious about 

whether AI tools can effectively support all learners, particularly young children with 

diverse needs or special educational requirements. Concerns about adaptability and 

inclusivity appear to influence perceptions of AI integration in primary classrooms. 

 

Item 6: ñI worry about the reliability of AI tools in delivering accurate language 

content.ò 

 

A slight majority of participants expressed concern regarding the reliability of AI-

generated language content. While 81 participants (45.0%) agreed and 16 

participants (8.9%) strongly agreed with this concern, a notable portion remained 

unconvinced, 76 participants (42.2%) disagreed, and 7 participants (3.9%) strongly 

disagreed. 

 

These results highlight a divided perception among teachers, with many 

acknowledging potential issues in the accuracy of AI-generated materials, while 

others appear more confident in current AI toolsô linguistic reliability. 

 

Item 7: ñI am concerned about the long-term dependency of young learners and 

over-reliance on AI tools for language learning reducing young learners' 

opportunities for human-led instruction.ò 
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A significant majority of participants expressed concern about potential over-reliance 

on AI in language education. Specifically, 99 participants (55.0%) agreed, and 40 

participants (22.2%) strongly agreed with this concern. In contrast, only 38 

participants (21.1%) disagreed, and 3 participants (1.7%) strongly disagreed. 

 

This result indicates that a considerable number of teachers are concerned about the 

risk of young learners becoming overly dependent on AI tools for language 

acquisition. Given that early language development benefits significantly from 

human interaction, social cues, and responsive dialogue, participants seem to 

emphasize that AI should serve as a supplementary aid rather than a replacement for 

teacher-led instruction. The responses reflect a broader awareness of the need to 

maintain a healthy balance between technology-enhanced learning and meaningful 

human engagement in the primary classroom. 

 

Item 8: ñI worry about the ethical implications of AI use in educational settings.ò 

 

A notable majority of participants expressed concern regarding the ethical 

dimensions of AI integration in education. Specifically, 100 participants (55.6%) 

agreed, and 31 participants (17.2%) strongly agreed with the item, while only 44 

participants (24.4%) disagreed and 5 participants (2.8%) strongly disagreed. 

 

This distribution indicates that ethical issues, such as fairness, transparency, bias, and 

the potential misuse of AI in decision-making, remain a significant area of concern 

for in-service English language teachers. Particularly in early education contexts 

where learners are more vulnerable, teachers appear sensitive to the broader 

implications of deploying AI tools without clear ethical safeguards or regulatory 

guidance. 

 

Item 9: ñI am concerned that AI might oversimplify complex language concepts that 

young learners need to understand deeply.ò 

 

A substantial portion of participants agreed with this concern, with 81 participants 

(45.0%) selecting ñAgreeò and 18 participants (10.0%) selecting ñStrongly Agree.ò 
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Meanwhile, 76 participants (42.2%) disagreed, and 5 participants (2.8%) strongly 

disagreed. 

 

This distribution reveals a relatively balanced view among teachers. While many 

recognize the utility of AI tools in scaffolding language input, a significant number 

remain cautious that overly simplified explanations or gamified formats may hinder 

deeper linguistic comprehension, especially in areas requiring conceptual 

understanding such as grammar, discourse structures, or pragmatics. 

 

Item 10: ñI worry that AI might not align well with existing curriculum standards.ò 

 

According to the data, over half of the participants expressed disagreement with this 

concern, with 91 participants (50.6%) selecting ñDisagreeò and 9 participants (5.0%) 

selecting ñStrongly Disagree.ò Meanwhile, 66 participants (36.7%) agreed, and 14 

participants (7.8%) strongly agreed. 

 

These findings suggest that a majority of teachers perceive AI tools as at least 

moderately compatible with the current English language curriculum for young 

learners. However, a notable portion still questions whether AI resources align 

closely enough with institutional or national curricular goals, highlighting the need 

for better integration of AI applications into formal educational frameworks. 

 

Item 11: ñI am concerned about the amount of screen time AI tools require.ò 

 

A significant proportion of participants expressed concern regarding the screen time 

associated with AI tools. Specifically, 86 participants (47.8%) agreed, and 66 

participants (36.7%) strongly agreed with this item. In contrast, only 24 participants 

(13.3%) disagreed, and 4 participants (2.2%) strongly disagreed. 

 

These results indicate that the majority of teachers are wary of the increased screen 

exposure that AI-based learning tools may bring into young learnersô classrooms. 

Given the developmental stage of primary students, this concern underscores the 
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importance of balancing technology use with offline, interactive, and hands-on 

learning experiences. 

 

Item 12: ñI worry that AI-based assessments may not accurately reflect young 

learners' true language abilities.ò 

 

Concerns about the validity of AI-based assessments were evident in the responses. 

A total of 83 participants (46.1%) agreed, and 18 participants (10.0%) strongly 

agreed that such assessments might not accurately capture learners' true abilities. 

Meanwhile, 73 participants (40.6%) disagreed, and 6 participants (3.3%) strongly 

disagreed. 

 

These findings suggest that although opinions are somewhat divided, a notable 

portion of teachers remain cautious about relying solely on AI-driven assessments, 

especially in early language education where learning outcomes are often complex 

and context-dependent. 

 

Item 13: ñI worry that AI tools might unintentionally introduce bias into the learning 

process affecting young learners' perceptions.ò 

 

A majority of participants expressed concern about potential bias in AI-driven 

instruction. Specifically, 95 participants (52.8%) agreed, and 20 participants (11.1%) 

strongly agreed with the item, while 60 participants (33.3%) disagreed and only 5 

participants (2.8%) strongly disagreed. 

 

This indicates that more than half of the respondents believe AI tools may 

unintentionally reinforce bias, which could affect how young learners interpret 

content or perceive their own abilities. Such concerns highlight the importance of 

ensuring that AI systems used in language education are designed and monitored 

carefully to avoid unfair patterns or misrepresentation in teaching and feedback. 

 

Item 14: ñI am concerned that the use of AI may create inequities among young 

learners with different levels of access to technology.ò 
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A significant proportion of participants voiced concern about digital inequality in 

relation to AI use. Specifically, 90 participants (50.0%) agreed, and 49 participants 

(27.2%) strongly agreed that AI may lead to unequal learning opportunities based on 

access disparities. In contrast, 38 participants (21.1%) disagreed, and only 3 

participants (1.7%) strongly disagreed with the item. 

 

These results suggest that many teachers are aware of the potential for AI integration 

to widen existing gaps in access to quality learning tools. In particular, this concern 

reflects the reality that not all students, especially in under-resourced or rural 

settings, have equal access to devices, stable internet, or digital literacy support, 

which may hinder equitable AI implementation in early English language 

classrooms. 

 

Item 15: ñAI might not effectively address the cultural and social aspects of 

language learning for young learners.ò 

 

A significant portion of participants expressed concern over the cultural and social 

limitations of AI in early English language instruction. Specifically, 93 participants 

(51.7%) agreed, and 30 participants (16.7%) strongly agreed with the item, 

suggesting that more than two-thirds of the respondents believe AI tools may fall 

short in conveying the social and cultural dimensions of language learning. 

Meanwhile, 54 participants (30.0%) disagreed, and only 3 participants (1.7%) 

strongly disagreed. 

 

This highlights a common concern among educators that AI-based instruction, while 

useful for linguistic functions, might overlook important human elements of 

language acquisition, such as cultural context, social interaction, and emotional 

communication, which are especially critical for young learners. 

 

Item 16: ñAI might unintentionally prioritize certain language skills (e.g., grammar) 

over holistic language development.ò 

 

A notable portion of the participants expressed agreement with this concern. 

Specifically, 83 participants (46.1%) agreed, and 19 participants (10.6%) strongly 
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agreed that AI tools may emphasize certain language skills like grammar while 

overlooking broader communicative or integrative aspects of language learning. In 

contrast, 73 participants (40.6%) disagreed, and 5 participants (2.8%) strongly 

disagreed with this view. 

 

This response suggests that many teachers are aware of the risk that AI systems may 

favor measurable outcomes, such as grammatical accuracy, at the expense of 

fostering well-rounded language proficiency that includes speaking fluency, 

interaction, and contextual understanding, all of which are essential in early language 

development. 

 

4.5.1.1. General Summary of Perceived Concerns and Potential Drawbacks 

 

As illustrated in Table 4.13, the survey results reflect a substantial degree of caution 

among in-service English language teachers regarding the integration of AI tools into 

young learner classrooms. The most frequently cited concern was the amount of 

screen time required by AI technologies, with 84.5% of participants indicating 

agreement or strong agreement. Closely following this were concerns about data 

privacy and security, as 82.2% of respondents expressed worry about how AI 

systems manage young learnersô personal information. Similarly, 77.2% of 

participants were concerned that over-reliance on AI might limit opportunities for 

human-led instruction, while an equal proportion believed that AI integration could 

widen existing disparities among learners with different levels of access to 

technology. 

 

Teachers also raised serious ethical considerations, with 72.8% indicating unease 

about the broader implications of AI use in educational contexts. In terms of 

pedagogical appropriateness, 68.4% of respondents believed that AI may fall short in 

addressing the cultural and social dimensions of language learning, and 61.7% 

questioned the suitability of AI tools for learners with special needs. In addition, the 

same proportion of teachers expressed concern that the use of AI might reduce the 

frequency and quality of meaningful face-to-face interaction between teachers and 

students which is an essential element in early language development. 
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Other instructional concerns included the risk that AI may unintentionally introduce 

bias into the learning process (63.9%), oversimplify complex language concepts 

(55.0%), or fail to accurately capture learnersô actual language abilities (56.1%). 

Moreover, 56.7% of teachers felt that AI tools might overemphasize specific 

language components, such as grammar, at the expense of broader language 

development. Issues such as the reliability of AI -generated content (53.9%) and 

potential misalignment with national curriculum goals (44.5%) were also reported, 

though to a comparatively lower extent. 

 

In sum, these findings highlight a strong awareness among educators not only of the 

potential instructional value of AI but also of its pedagogical, developmental, and 

ethical implications. While teachers acknowledge the affordances of AI, they 

advocate for cautious and critically informed implementation, particularly when 

working with young learners who require developmentally appropriate, socially 

engaging, and equitable learning environments.  

 

4.5.2. Qualitative Data Analysis Results  

 

To gain a more comprehensive understanding of teachersô concerns about the 

integration of AI into young learner English language classrooms, participants were 

asked the following open-ended question: 

 

ñIn your opinion, what are the potential drawbacks of using AI to teach English to 

young learners?ò 

 

This question aimed to complement the quantitative findings by exploring teachersô 

perspectives on risks, limitations, and pedagogical challenges associated with AI use 

in early English education. Thematic analysis of participants responses, conducted 

using MAXQDA, led to the identification of four main axial themes: Overreliance 

Concerns, Pedagogical and Educational Drawbacks, Technology Access and 

Technical Knowledge, and Ethical and Privacy Concerns. These themes reflect in-

service teachersô reflections on cognitive, emotional, technical, and ethical risks they 

foresee when implementing AI in young learner classrooms. Table 4.14 presents the 

axial themes, associated open codes, and their frequency counts. 
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Table 4.14. Overview of the Qualitative Results in Relation to the Perceived 

Drawbacks of AI Integration in Young Learner EFL Classrooms 

Theme Categories  Codes  Frequencies 

Drawbacks/Concerns 

about AI Integration  

Overreliance 

Concerns 

Increasing screen time 44 

  Limits creativity/imagination 31 

  Distraction from learning 10 

  Limits critical/analytical 

thinking 

9 

  Total 94 

 Pedagogical and 

Educational 

Drawbacks 

Reduces human interaction 43 

  Lacks emotional intelligence 28 

  Need for pedagogical 

guidance 

16 

  Misinformation and 

unreliability 

15 

  Adds cognitive load 5 

  Total 107 

 Technology 

Access and 

Technical 

Knowledge 

Unequal access to technology 29 

  Lack of Digital literacy 5 

  Total 34 

 Ethical and 

Privacy 

Concerns 

Data privacy/safety 21 

  Risk of algorithmic bias 4 

  Total 25 

  Grand Total 260 

 

The first category identified in the qualitative analysis of concerns is Overreliance 

Concerns, which reflects teachersô worries about the potential negative impact of 

excessive AI use on learnersô creativity, focus, and critical thinking skills. 

 

Table 4.15. Qualitative Results for the Category ñOverreliance Concernsò in 

Relation to Drawbacks of AI Integration in Young Learner EFL Classrooms 

Theme Categories  Codes  Frequencies 

Drawbacks/Concerns 

about AI Integration  

Overreliance 

Concerns 

Increasing screen time 44 

  Limits creativity/imagination 31 

  Distraction from learning 10 

  Limits critical/analytical 

thinking 

9 

  Total 94 
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4.5.2.1. Overreliance Concerns 

 

One of the most prominent themes that emerged from the participantsô responses was 

the concern about overreliance on AI technologies in young learner classrooms as 

shown in the table 4.15. Teachers expressed that while AI can support learning, 

excessive dependence on it may lead to unintended developmental and pedagogical 

issues. This theme includes concerns related to increased screen time, reduced 

creativity and imagination, limited critical thinking, and potential distractions from 

learning. 

 

A major concern frequently raised by participants (f = 44) was the potential increase 

in screen time associated with AI use in young learner classrooms. Many teachers 

worried that prolonged exposure to screens could negatively impact childrenôs 

physical health, social development, and overall well-being. One participant 

emphasized, ñThe biggest concern of mine is the screen time,ò while another noted, 

ñYoung learners are exposed to screen more than they need.ò Others expressed 

similar worries, describing possible risks such as ñscreen addiction,ò ñphysical 

illnesses,ò and ñlooking at the screen for a long time.ò Several teachers also 

highlighted the impact on social interaction, cautioning that ñit does not promote 

social skills when applied at home alone.ò The concern was not only about time 

spent on screens but also about its consequences, including reduced outdoor activity, 

impaired attention, and reliance on digital content for learning. As one teacher put it, 

ñDefinitely screen time,ò reinforcing the idea that managing screen exposure is a 

critical issue in discussions of AI integration for early learners. These responses 

indicate that while AI may offer pedagogical benefits, its potential to increase screen 

dependency remains a significant drawback in the eyes of many educators. 

 

Another frequently cited concern (f = 31) centered on the potential of AI tools to 

limit creativity and imagination in young learners. Many participants expressed that 

while AI can offer convenience and immediate support, it may also lead students to 

rely heavily on ready-made answers rather than generating their own ideas. As one 

teacher stated, ñSince they know that they could get every answer easily through AI 

tools, they could just ask AI tools to do their homework, copy and paste the answers, 
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limiting their creativity.ò Others similarly noted that repeated use of such tools may 

gradually weaken learnersô creative instincts, with one comment warning, ñIt might 

make them too dependent on technology and decrease their creativity.ò Several 

teachers also highlighted that AI may reduce learnersô ability to imagine and produce 

original content, stating, ñStudents may stop imagining and I think everything starts 

with imagining,ò and ñIt can harm the creativity and imagination of young 

learners.ò Concerns extended beyond students, as some educators noted that AI 

could also limit teachersô instructional creativity. As one respondent put it, ñIt can 

reduce creativity both in teachers and students.ò These reflections suggest that while 

AI facilitates access to information, it may unintentionally suppress the development 

of independent and imaginative thinking if not used mindfully. 

 

Similarly, a smaller yet significant concern raised by several teachers (f = 9) related 

to the potential of AI tools to limit studentsô critical and analytical thinking. 

Participants emphasized that when learners become overly dependent on AI for 

generating answers or solving problems, their ability to think independently may 

weaken. One teacher remarked, ñWhen students solely depend on AI for problem-

solving, they may become passive learners, lacking the ability to think critically and 

independently.ò Another participant noted, ñOverreliance and reduced critical 

thinking skills may be some possible problems.ò These views reflect the fear that AI 

may promote surface-level learning, where students focus on obtaining answers 

rather than engaging in deeper cognitive processing. As summarized by one 

respondent, ñIt might hinder the development of critical and analytic thinking.ò 

Overall, teachers stressed the importance of maintaining a balance between AI use 

and activities that foster higher-order thinking skills in young learners. 

 

Another concern expressed by participants (f = 10) was the potential for AI tools to 

distract young learners from the core language learning process. Several teachers 

highlighted that while AI tools may be engaging, they can shift learnersô attention 

away from the main instructional focus. One teacher explained, ñWhile using AI 

tools, their focus might shift to the tool itself rather than the language topic they 

should work on.ò Another participant emphasized, ñYoung learners may waste time 

or get used to funny and more interactive classes due to AI. When AI is not used, they 
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may get bored or be reluctant to participate in learning process.ò The issue of 

attention span was also mentioned, with a respondent stating, ñTheir attention span 

must be taken into consideration.ò Others noted that screen-based tools can lead to 

off-task behavior, such as playing games or browsing irrelevant content, thus causing 

ñfocusing problemsò and making students ñeasily distracted.ò These concerns 

underscore the importance of ensuring that AI use remains purposeful and closely 

aligned with clear language learning objectives. 

 

The second category, Pedagogical and Educational Drawbacks, highlights concerns 

about AIôs limitations in fostering human interaction and providing pedagogically 

sound instruction. 

 

Table 4.16. Qualitative Results for the Category ñPedagogical and Educational 

Drawbacksò in Relation to Drawbacks of AI Integration in Young Learner EFL 

Classrooms 

Theme Categories  Codes  Frequencies 

Drawbacks/Concerns 

about AI Integration  

Pedagogical and 

Educational 

Drawbacks 

Reduces human 

interaction 

43 

  Lacks emotional 

intelligence 

28 

  Need for 

pedagogical 

guidance 

16 

  Misinformation and 

unreliability 

15 

  Adds cognitive load 5 

  Total 107 

 

4.5.2.2. Pedagogical and Educational Drawbacks 

 

Another major category that emerged from the qualitative data was Pedagogical and 

Educational Drawbacks, reflecting participantsô concerns about how AI integration 

might negatively influence teaching and learning dynamics in young learner 

classrooms. These drawbacks were not only related to the content or structure of AI-

based learning but also touched on deeper pedagogical issues such as the lack of 

emotional intelligence, misinformation and unreliability, reduced human interaction, 

need for pedagogical guidance and cognitive overload. Teachers emphasized that 
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while AI offers various advantages, it may also undermine essential human aspects 

of education that are particularly important for young learners. The following themes 

elaborate on these perceptions in more detail. 

 

A major concern raised by teachers regarding the use of AI in young learner 

classrooms was the reduction of meaningful human interaction (f = 43). Participants 

frequently emphasized that language learning at early ages is inherently social, 

relying not only on instruction but also on the emotional bonds formed between 

teachers and students. Many respondents pointed out that AI cannot replace the 

warmth, encouragement, and interpersonal connection that human teachers provide. 

One teacher expressed, ñLanguage learning, especially for young children, relies 

heavily on social interaction, emotional connection, and real-life communication. AI 

cannot fully replace the empathy and encouragement that a human teacher 

provides.ò Another participant noted, ñIt will cause the loss of the effect of face-to-

face interaction between teacher and the student.ò Several responses also pointed to 

concerns that overuse of AI might isolate learners, diminishing their opportunities to 

build peer relationships and classroom collaboration. As one teacher put it, 

ñLearners may have less face-to-face interactions and feel emotionally alone.ò 

Others warned that children might even become emotionally dependent on AI bots: 

ñThey might start thinking their AI bots as real friends, leading them to feel lonely in 

the long run and having difficulty in building relationships.ò The loss of teacherï

student and peer interaction were not only seen as a social drawback but also as a 

barrier to language acquisition, as one teacher stated: ñAI may reduce human 

interaction, which is key for social and emotional development.ò These reflections 

suggest that while AI can support individual learning, it may risk weakening the 

relational and communicative dimensions that are fundamental in young learnersô 

language development. 

 

Another prominent concern expressed by teachers was that AI lacks emotional 

intelligence, which they viewed as essential in early language education (f = 28). 

Many participants emphasized that young learners thrive in emotionally supportive 

environments where they feel understood and connected to their teacher. One teacher 

shared, ñYoung learners would like to feel connected to their teacher and also to the 
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learning environment, so some of them may not want to use AI because of lack of 

human interaction.ò Another participant added, ñAI doesnôt provide emotional 

understandingé Itôs not a real teacher. It doesnôt understand feelings. Kids need 

real people to talk to.ò Teachers highlighted that emotional presence is not only 

important for building trust and motivation, but also for responding to learnersô 

curiosity and needs in real time. Several responses emphasized that without empathy 

or emotional sensitivity, AI tools may lead to a more mechanical and less engaging 

learning experience, potentially resulting in detachment or reduced enthusiasm. As 

one teacher put it, ñIt may lead to a kind of non-authentic learning process in which 

no real human emotions, relations, interactions are present.ò Overall, the lack of 

emotional connection was seen as a serious limitation of AI in supporting the social-

emotional and developmental needs of young language learners. 

 

Some participants emphasized the importance of providing clear pedagogical 

guidance (f = 16) when integrating AI into young learner classrooms. Teachers noted 

that without proper direction, students might misuse these tools or access 

inappropriate content, which could undermine the intended educational benefits. One 

teacher stated, ñRather than letting them get into inappropriate tools, let's introduce 

them some useful tools that would help them in learning.ò Others warned that young 

learners, due to their age and limited world knowledge, may struggle to use AI 

responsibly on their own. As one comment suggested, ñUnless it's taught delicately, 

it may end up with serious consequences due to their young ages and world 

perceptions.ò Additionally, some expressed concern that unguided use of AI may 

encourage passivity or laziness in learners: ñAI can make students lazy,ò a 

participant remarked. These insights collectively highlight the need for structured, 

purposeful, and teacher-facilitated integration of AI to ensure that its use aligns with 

age-appropriate pedagogical goals. 

 

Some teachers expressed significant concerns about the accuracy and reliability of 

AI-generated content, especially when used by young learners without adult 

supervision (f = 15). Several participants highlighted the risk of misinformation, with 

one teacher cautioning, ñAI tools can hallucinate and answer inaccurately.ò Others 

warned that learners might believe everything they read or hear from AI, potentially 
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leading to misconceptions or fossilized errors. One participant reflected, ñSometimes, 

there are negative effects, because they believe whatever they heard,ò while another 

added, ñEven though they are large language models made by a wide amount of 

varying texts, AI may still be inaccurate and inaccuracy in learning materials may 

cause errors.ò The issue of content validation and double-checking was a recurring 

code; as one teacher stated, ñInformation provided by AI can sometimes be 

misleading, so it might be double-checked.ò Some participants also noted the broader 

risk of information pollution if these tools are used uncritically, with one warning, 

ñThis unawareness may cause an information pollution even harsher than todayôs.ò 

Overall, the findings underline teachersô concern that while AI can be a helpful 

support, it must be accompanied by critical monitoring and proper guidance, 

especially for sensitive young learners. 

 

Some teachers also emphasized that AI-based tools may increase cognitive load (f = 

5), especially for younger learners who are still developing basic comprehension and 

executive functioning skills. Several respondents noted that students may struggle to 

understand instructions or complete tasks when using AI tools. As one teacher 

pointed out, ñThey may have difficulties in understanding and applying 

instructions,ò while another added, ñIt might cause cognitive load especially for 

young learners.ò This suggests that without careful design and support, AI 

applications may overwhelm young learners rather than support their learning, 

highlighting the need for developmentally appropriate scaffolding and teacher 

mediation in AI-assisted classrooms. 

 

The next category, Technology Access and Technical Knowledge, addresses concerns 

related to unequal access to digital resources and limited AI-related skills among 

teachers and learners. 

 

Table 4.17. Qualitative Results for the Category ñTechnology Access and Technical 

Knowledgeò in Relation to Drawbacks of AI Integration in Young Learner EFL 

Classrooms 

Theme Categories  Codes  Frequencies 

Drawbacks/Concerns 

about AI Integration  

Technology Access 

and Technical 

Knowledge 

Unequal access to 

technology 

29 
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Table 4.17. (continued) 

  Lack of Digital 

literacy 

5 

  Total 34 

 

4.5.2.3. Technology Access and Technical Knowledge 

 

Access to technology and digital competence emerged as key challenges in 

implementing AI tools for young learners. Teachers reported inequities in device and 

internet access, particularly in public or rural schools, as well as limited digital skills 

among some students and educators. These issues can hinder the effective and 

inclusive use of AI in early language education. 

 

Teachers frequently voiced concerns about unequal access to technology (f = 29), 

emphasizing it as a major obstacle to the fair and effective integration of AI tools in 

young learner classrooms. Many participants pointed out that not all children have 

the same socio-economic opportunities to benefit from digital resources. One teacher 

stated, ñNot all students may have some socio-economic opportunities for 

technology,ò while another added, ñFor some students, AI is unavailable since they 

donôt have a technological device or an internet connection.ò A recurring theme was 

the digital divide between learners, as highlighted by the comment, ñNot all students 

or schools have access to high quality devices, internet connections,ò and another 

emphasized, ñYoung learnersô limited access to technology can prevent them from 

benefiting equally.ò The concern extended beyond home access, and insufficient 

classroom conditions was also cited: ñInadequate classroom environment and 

economic issues may prevent students from using AI effectively.ò Furthermore, one 

participant stressed, ñThe accessibility of resources such as tablets and internet 

should be evaluated thoroughly, because if unity can't be achieved in that sense, 

inequality will grow.ò Many teachers warned that introducing AI without ensuring 

technological equity could unintentionally widen the gap between learners, 

particularly in low-resource settings. Therefore, institutional and policy-level support 

is essential to guarantee equitable access to digital tools and connectivity for all 

young learners, regardless of their socio-economic background. 



 

171 

Another critical issue raised by participants was the lack of digital literacy (f = 5) 

among both teachers and learners. One respondent stated, ñTeachers and learnersô 

lack of technology literacy,ò clearly emphasizing the need for improved 

technological competence in classrooms. Others noted being ñunfamiliar with 

technology,ò while one teacher also highlighted that ñnot all parents know how to 

use a computer or website,ò pointing to a lack of digital support at home. These 

concerns suggest that without sufficient digital skills, both educators and families 

may struggle to guide young learners in using AI tools effectively, which may limit 

the overall impact of technology integration in early language education. 

 

The final category, Ethical and Privacy Concerns, centers on teachersô concerns 

about protecting studentsô personal data and the potential for bias in AI algorithms. 

 

Table 4.18. Qualitative Results for the Category ñEthical and Privacy Concernsò in 

Relation to Drawbacks of AI Integration in Young Learner EFL Classrooms 

Theme Categories  Codes  Frequencies 

Drawbacks/Concerns 

about AI Integration  

Ethical and 

Privacy Concerns 

Data privacy/safety 21 

  Risk of algorithmic 

bias 

4 

  Total 25 

 

4.5.2.4. Ethical and Privacy Concerns 

 

As AI tools become more integrated into educational settings, concerns about ethics 

and data privacy have come to the forefront, especially in contexts involving young 

learners. Teachers have expressed worries regarding how sensitive student 

information is handled and whether these tools operate fairly and transparently. 

 

Concerns related to data privacy and safety emerged as a significant code among 

participants (f = 21). Many teachers voiced concerns that AI tools often utilize user 

interactions to improve their systems, potentially compromising the confidentiality of 

young learnersô information. One teacher noted, ñAI systems often use our 

conversations and interactions as data to improve their responses for future users,ò 

drawing attention to the risks of involuntary data collection. Several respondents 
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worried about the unclear nature of existing policies, with one stating, ñEnsuring a 

responsible and ethical use of AI in education is still a question mark when the 

privacy policies are still considered to be unclear.ò Another added, ñMoreover, 

using AI tools might cause privacy issues, leading third parties to reach out to 

learnersô personal information.ò 

 

Teachers also repeatedly emphasized the sensitivity of young learnersô data, with 

remarks such as ñYoung learnersô personal information could be at risk,ò and 

ñPrivacy and safety issues are the biggest problem of AI.ò Some expressed more 

general concern, noting ñThere may be privacy and security issues,ò while others 

warned of potential misuse, stating, ñAI can cause problems related to 

confidentiality.ò Collectively, these responses reflect a strong demand for transparent 

policies, age-appropriate safeguards, and ethical standards to protect learners in 

technology-enhanced language learning environments. 

 

Another ethical concern raised by participants was the potential for algorithmic bias 

embedded in AI systems (f = 4). Teachers pointed out that these technologies might 

unintentionally reflect societal prejudices related to gender, culture, or race. One 

participant remarked, ñThere are some biases such as gender, culture, and race,ò 

while another questioned whether ñAI bias on certain race or learner profilesò could 

affect fairness and inclusivity in educational settings. Additionally, concerns 

extended beyond academic content to sociopolitical dimensions, with a teacher 

expressing, ñSome parents ask about threats such as LGBT or political views that 

are cleverly hidden among the tools' programmes. I want to know if that is true.ò 

These responses highlight the need for educators and developers to carefully evaluate 

the neutrality of AI systems and ensure they align with inclusive and 

developmentally appropriate educational goals. 

 

4.6. Results in Relation to Teachersô Recommendations for Effective AI 

Integration in Young Learner Classrooms  

 

This section presents the findings addressing Research Question 1d: óôWhat 

recommendations or suggestions do EFL teachers have for the effective integration 
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of AI into young learner classrooms for teaching English?ôô. It focuses on the in-

service English language teachersô recommendations for the effective integration of 

AI into young learner classrooms. Data were collected through both Likert-scale 

items and open-ended responses, allowing for a combined quantitative and 

qualitative exploration of teacher perspectives. The aim was to identify the key 

strategies, supports, and conditions that teachers believe are necessary to implement 

AI in pedagogically meaningful and developmentally appropriate ways for students 

in early language education settings. The quantitative data offer generalizable 

patterns of agreement, while the qualitative responses provide deeper insights into 

teachersô firsthand experiences, priorities, and suggestions. In particular, the 

integration of AI was frequently associated with the need for continuous teacher 

training, collaborative tool development, and the safeguarding of ethical standards 

such as data privacy and equity of access. Teachers also stressed that AI should 

complement, rather than replace, human instruction, ensuring that the social and 

emotional dimensions of language learning remain intact. Moreover, 

recommendations often emphasized flexibility and inclusivity, highlighting the 

importance of designing AI tools that can adapt to different teaching contexts and 

learner needs. Together, these findings contribute to a more holistic understanding of 

how AI integration can be optimized in primary-level English language teaching. 

 

Table 4.19 presents the descriptive statistics for participantsô responses regarding 

recommendations for effective AI integration in teaching English to young learners. 

The table includes 15 survey items addressing areas such as professional 

development, resource provision, curriculum alignment, ethical guidelines, tool 

design, evaluation, and teacher autonomy. For each item, the frequency, percentage, 

mean, and standard deviation are provided, offering a detailed overview of how 

strongly participants agreed with each recommendation. These descriptive results not 

only illustrate the general trends among teachers but also highlight areas of 

consensus and priority that can guide policy and practice. In particular, they shed 

light on the extent to which teachers value ongoing training, ethical safeguards, and 

the preservation of pedagogical control when implementing AI in primary 

classrooms. 
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4.6.1. Quantitative Data Analysis Results 

 

Table 4.19. Recommendations for Effective AI Integration in Teaching English to Young Learners Information Table 

Survey item 

Strongly 

Disagree Disagree Agree 

Strongly 

Agree Mean 

Std. 

Deviatio

n n %  n %  n %  n %  

1. There should be more professional development opportunities for teachers to learn about AI integration in 

language teaching for young learners. 

1 0,6 6 3,3 60 33,3 113 62,8 3,58 ,587 

2. Schools should provide adequate resources (e.g., hardware, software, technical support) to support the 

effective use of AI tools in language teaching classrooms for young learners. 

1 0,6 5 2,8 52 28,9 122 67,8 3,63 ,566 

3. Teachers and AI developers should collaborate on the design and development of effective English learning 

tools for young learners. 

1 0,6 8 4,4 64 35,6 107 59,4 3,53 ,610 

4. AI should be used to provide additional language practice rather than replace human-led instruction for 

young learners. 

4 2,2 13 7,2 67 37,2 96 53,3 3,41 ,723 

5. AI integration should be aligned with the existing curriculum for young learnersô English education. 1 0,6 15 8,3 87 48,3 77 42,8 3,33 ,651 

6. Clear ethical guidelines should be established for the use of AI in young learner language education. 1 0,6 1 0,6 63 35,0 115 63,9 3,62 ,530 

7. AI tools should be regularly updated to reflect advancements in language teaching methodologies in 

alignment with current pedagogical best practices and technological capabilities. 

1 0,6 6 3,3 70 38,9 103 57,2 3,52 ,592 

8. AI training focused on young learners should be included in teacher training programs. 1 0,6 5 2,8 58 32,2 116 64,4 3,60 ,574 

9. Teachers should play an active role in selecting and evaluating AI tools to ensure they are appropriate for 

young learner's specific needs and developmental stages. 

1 0,6 3 1,7 54 30,0 122 67,8 3,65 ,543 

10. AI integration should be flexible, allowing for adaptation to different teaching styles and learning needs. 1 0,6 2 1,1 63 35,0 114 63,3 3,61 ,543 

11. Appropriate measures should be in place to ensure the privacy and security of student data when using AI 

tools in language learning for young learner classrooms. 

1 0,6 3 1,7 63 35,0 113 62,8 3,60 ,555 

12. AI tools used in language learning should be designed to accommodate the diverse needs of all students, 

including those with learning differences and disabilities. 

1 0,6 2 1,1 68 37,8 109 60,6 3,58 ,547 

13. The effectiveness of AI tools in teaching English to young learners should be continuously evaluated 1 0,6 2 1,1 76 42,2 101 56,1 3,53 ,552 

14. The integration of AI in teaching English to young learners should be implemented gradually to allow for 

adaptation by both teachers and students. 

1 0,6 4 2,2 74 41,1 101 56,1 3,52 ,573 

15. Teachers should retain autonomy in deciding how and when to integrate AI tools into their instruction. 1 0,6 7 3,9 74 41,1 98 54,4 3,49 ,602 

 

Table 4.19 provides the recommendations for effective AI integration in teaching English to young learners information of the participants.
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Max: 3,65 Mean: 3,55 Min: 3,33 

Figure 4.10. Recommendations for Effective AI Integration in Teaching English to 

Young Learners Information Table 

 

Figure 4.10 illustrates the mean scores for the recommendations. The highest mean 

was observed for teachers actively selecting and evaluating AI tools for young 

learners (M = 3.65), followed closely by providing adequate resources for effective 

AI use (M = 3.63) and establishing clear ethical guidelines for AI use in education 

(M = 3.62). Other highly rated recommendations include adopting flexible AI 

integration for different teaching styles and learner needs (M = 3.61) and ensuring 

data privacy and security (M = 3.60). The lowest means, though still positive, were 

recorded for aligning AI integration with the young learner curriculum (M = 3.33) 

and using AI to supplement rather than replace human-led instruction (M = 3.41). 

Overall, these results suggest that teachers prioritize active involvement, adequate 

support, and ethical safeguards, while still valuing the integration of AI within 

existing pedagogical frameworks. 
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To provide a deeper understanding of these priorities, each recommendation is 

examined individually, highlighting the specific aspects teachers consider essential 

for effective and responsible AI integration. 

 

Item 1: ñThere should be more professional development opportunities for teachers 

to learn about AI integration in language teaching for young learners.ò 

 

To this item, 1 participant (0.6%) selected ñStrongly Disagree,ò 6 participants (3.3%) 

selected ñDisagree,ò 60 participants (33.3%) selected ñAgree,ò and 113 participants 

(62.8%) selected ñStrongly Agree.ò 

 

The responses reveal an overwhelming consensus among participants on the 

necessity of professional development focused on AI integration. With 96.1% of 

teachers agreeing or strongly agreeing, the data clearly highlights the demand for 

structured training initiatives that equip educators with both pedagogical and 

technological competencies to effectively use AI tools in young learner classrooms. 

 

Item 2: ñSchools should provide adequate resources (e.g., hardware, software, 

technical support) to support the effective use of AI tools in language teaching 

classrooms for young learners.ò 

 

To this item, 1 participant (0.6%) selected ñStrongly Disagree,ò 5 participants (2.8%) 

selected ñDisagree,ò 52 participants (28.9%) selected ñAgree,ò and 122 participants 

(67.8%) selected ñStrongly Agree.ò 

 

An overwhelming 96.7% of participants agreed that schools must provide sufficient 

technological equipment and support services for AI integration to be successful. The 

high percentage of ñStrongly Agreeò responses reflects teachersô recognition that 

access to reliable devices, educational software, and continuous technical assistance 

is a fundamental condition for effectively using AI in young learner classrooms. 

 

Item 3: ñTeachers and AI developers should collaborate on the design and 

development of effective English learning tools for young learners.ò 



 

177 

To this item, 1 participant (0.6%) selected ñStrongly Disagree,ò 8 participants (4.4%) 

selected ñDisagree,ò 64 participants (35.6%) selected ñAgree,ò and 107 participants 

(59.4%) selected ñStrongly Agree.ò 

 

A total of 95% of participants supported the idea that English language teachers and 

AI developers should work in partnership when creating educational technologies. 

This high level of agreement suggests that practitioners believe teacher input is 

essential to ensure that AI-based tools are pedagogically appropriate, age-sensitive, 

and aligned with actual classroom needs. Such collaboration may help bridge the gap 

between technological design and real-world educational practice, leading to more 

relevant and effective AI solutions for young learners. 

 

Item 4: ñAI should be used to provide additional language practice rather than 

replace human-led instruction for young learners.ò 

 

In response to this item, 4 participants (2.2%) selected ñStrongly Disagree,ò 13 

participants (7.2%) chose ñDisagree,ò 67 participants (37.2%) selected ñAgree,ò and 

96 participants (53.3%) selected ñStrongly Agree.ò 

 

With over 90% of participants agreeing or strongly agreeing, this result reflects a 

strong consensus that AI should serve as a supplementary tool rather than a substitute 

for human instruction. Teachers appear to value the irreplaceable role of teacher-

student interaction in early language development and view AI as an aid for 

reinforcement and practice, not as a primary instructional method. This viewpoint 

aligns with concerns about the social, emotional, and communicative aspects of 

young learnersô development that may be overlooked by fully automated instruction. 

 

Item 5: ñAI integration should be aligned with the existing curriculum for young 

learnersô English education.ò 

 

In response to this item, 1 participant (0.6%) selected ñStrongly Disagree,ò 15 

participants (8.3%) chose ñDisagree,ò 87 participants (48.3%) selected ñAgree,ò and 

77 participants (42.8%) chose ñStrongly Agree.ò 
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A combined 91.1% of respondents expressed agreement that AI tools should be 

integrated in a way that supports the current curriculum. This suggests that in-service 

English teachers prefer AI tools to be meaningfully embedded into pedagogical 

frameworks rather than used as disconnected add-ons. Ensuring curricular alignment 

not only supports coherence in instructional goals but also increases the likelihood 

that AI tools will be accepted, effectively utilized, and pedagogically beneficial 

within existing teaching structures. 

 

Item 6: ñClear ethical guidelines should be established for the use of AI in young 

learner language education.ò 

 

According to the data, only 2 participants (1.2%) expressed disagreement, while 63 

participants (35.0%) selected ñAgreeò and a significant 115 participants (63.9%) 

chose ñStrongly Agree.ò 

 

This strong consensus (98.9%) highlights an urgent demand among in-service 

English teachers for clearly defined ethical standards when using AI in classrooms 

with young learners. Teachers appear deeply aware of the potential ethical dilemmas 

posed by AI, such as data privacy, fairness, and age-appropriateness, and believe that 

transparent and well-structured ethical guidelines are essential for responsible and 

safe implementation. This finding aligns with broader concerns raised in educational 

literature regarding the ethical integration of AI in child-centered learning 

environments. 

 

Item 7: ñAI tools should be regularly updated to reflect advancements in language 

teaching methodologies in alignment with current pedagogical best practices and 

technological capabilities.ò 

 

Only 7 participants (3.9%) expressed disagreement with this statement, whereas 70 

participants (38.9%) selected ñAgreeò and 103 participants (57.2%) chose ñStrongly 

Agree.ò 

 

The overall agreement rate of 96.1% demonstrates a shared belief among teachers 

that AI tools should not remain outdated but should evolve in line with pedagogical 
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innovation and technological improvement. This strong support indicates that 

educators view AI as a flexible and progressive resource, and they expect AI 

developers to ensure that tools used in young learner classrooms stay up to date with 

educational trends, methods, and curriculum shifts. The finding also implies that 

tools which fail to evolve may become ineffective or misaligned with classroom 

needs in language education. 

 

Item 8: ñAI training focused on young learners should be included in teacher 

training programs.ò 

 

Only 6 participants (3.4%) disagreed with this item, while 58 participants (32.2%) 

selected ñAgreeò and a significant 116 participants (64.4%) chose ñStrongly Agree.ò 

 

With a combined agreement rate of 96.6%, this item reflects a strong consensus 

among teachers on the importance of incorporating specialized AI training into pre-

service and in-service teacher education. The responses suggest that general 

knowledge about AI is not considered sufficient, teachers expect training that 

directly addresses the pedagogical, developmental, and practical aspects of using AI 

with young learners. This finding highlights a clear call for structured, age-

appropriate AI education to be embedded in formal teacher development programs. 

 

Item 9: ñTeachers should play an active role in selecting and evaluating AI tools to 

ensure they are appropriate for young learnersô specific needs and developmental 

stages.ò 

 

Only 4 participants (2.3%) disagreed with this statement, while 54 participants 

(30.0%) selected ñAgreeò and a remarkable 122 participants (67.8%) selected 

ñStrongly Agree.ò 

 

These findings reveal an overwhelming consensus among teachers that AI tool 

selection should not be left solely to administrators or developers. Instead, teachers 

seek an active and informed role in choosing tools that match the linguistic, 

cognitive, and emotional needs of young learners. The results reflect educatorsô 
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desire for autonomy and pedagogical agency when integrating new technologies, and 

they highlight the importance of teacher voice in the responsible and context-

sensitive implementation of AI in early language classrooms. 

 

Item 10: ñAI integration should be flexible, allowing for adaptation to different 

teaching styles and learning needs.ò 

 

An overwhelming majority of respondents supported this statement, with 63 

participants (35.0%) selecting ñAgreeò and 114 participants (63.3%) selecting 

ñStrongly Agree.ò Only 3 participants (1.7%) expressed disagreement. 

 

These responses reflect a strong demand among in-service English teachers for 

adaptable AI solutions that align with diverse instructional methods and student 

profiles. Teachers recognize that a one-size-fits-all approach is insufficient in 

language classrooms where learners exhibit varying cognitive, linguistic, and social 

needs. This suggests that AI tools must be designed with a degree of customizability, 

enabling teachers to modify usage according to their pedagogical approaches and the 

learning pace and styles of their students. 

 

Item 11: ñAppropriate measures should be in place to ensure the privacy and 

security of student data when using AI tools in language learning for young learner 

classrooms.ò 

 

This item received high levels of agreement, with 63 participants (35.0%) selecting 

ñAgreeò and 113 participants (62.8%) selecting ñStrongly Agree.ò Only 4 

participants (2.3%) expressed any form of disagreement. 

 

These findings highlight a strong and widespread concern among teachers regarding 

data protection in AI-supported learning environments. Given the sensitivity of 

childrenôs personal and educational data, educators clearly call for comprehensive 

safeguards and transparent data handling policies when implementing AI tools in 

early language education.  
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Item 12: ñAI tools used in language learning should be designed to accommodate the 

diverse needs of all students, including those with learning differences and 

disabilities.ò 

 

This item received strong support, with 68 participants (37.8%) selecting ñAgreeò 

and 109 participants (60.6%) selecting ñStrongly Agree.ò Only a very small 

proportion of participants expressed disagreement (1.7% in total). 

 

These results demonstrate that teachers place high importance on the inclusive design 

of AI tools, particularly in addressing the needs of students with diverse learning 

profiles. The data reflects a clear expectation for AI technologies to offer adaptive 

features that support equitable access and participation for all learners. In early 

English language classrooms, where learners vary widely in abilities and needs, 

ensuring accessibility is viewed not as an option, but as an essential component of 

ethical and effective AI integration. 

 

Item 13: ñThe effectiveness of AI tools in teaching English to young learners should 

be continuously evaluated.ò 

 

This item received a high level of agreement, with 76 participants (42.2%) selecting 

ñAgreeò and 101 participants (56.1%) selecting ñStrongly Agree.ò Only 3 

participants (1.7%) expressed any form of disagreement. 

 

These findings emphasize teachersô strong belief in the importance of ongoing 

evaluation for AI-based educational tools. In dynamic classroom settings, 

particularly with young learners, educators recognize that the effectiveness of such 

technologies must be regularly monitored to ensure they remain pedagogically 

relevant, age-appropriate, and responsive to evolving educational goals. Continuous 

evaluation is also seen as a safeguard to identify potential issues early and to guide 

meaningful improvements in AI tool design and implementation. 

 

Item 14: ñThe integration of AI in teaching English to young learners should be 

implemented gradually to allow for adaptation by both teachers and students.ò 
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This item received strong support, with 74 participants (41.1%) selecting ñAgreeò 

and 101 participants (56.1%) selecting ñStrongly Agree.ò Only 5 participants (2.8%) 

expressed disagreement. 

 

These results suggest that teachers value a phased and careful approach to AI 

integration in young learner classrooms. Gradual implementation is seen as crucial 

for allowing time to explore pedagogical implications, address potential technical 

challenges, and support both teachersô professional readiness and studentsô 

adaptation to AI-enhanced learning environments. A step-by-step implementation 

strategy is also considered more sustainable and less disruptive, especially in primary 

education contexts where developmental sensitivity and instructional stability are 

essential. 

 

Item 15: ñTeachers should retain autonomy in deciding how and when to integrate 

AI tools into their instruction.ò 

 

This item was met with strong agreement from participants: 74 teachers (41.1%) 

selected ñAgreeò and 98 (54.4%) chose ñStrongly Agree,ò while only 8 participants 

(4.5%) expressed disagreement. 

 

These findings clearly underline the importance teachers place on professional 

autonomy in the context of AI integration. Instead of following strict rules set by 

others, teachers prefer to make their own decisions based on their classroom, 

teaching goals, and what their students need. Maintaining instructional flexibility 

allows teachers to use AI tools purposefully and meaningfully, enhancing rather than 

disrupting their teaching practices. This preference also reflects teachersô desire to 

remain in control of the learning process while embracing technological innovation. 

 

4.6.1.1. General Summary of Teachersô Recommendations 

 

As presented in Table 4.19, survey results reveal consistently high agreement among 

in-service English language teachers regarding recommendations for the effective 

integration of AI in young learner classrooms. The most strongly approved item was 
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the call for clear ethical guidelines in AI use for language education, receiving a 

remarkable 98.9% agreement (63.9% strongly agree, 35.0% agree). This was closely 

followed by the belief that AI tools should accommodate the diverse needs of all 

students, including those with learning differences and disabilities, with 98.3% of 

participants agreeing or strongly agreeing. 

 

Teachers also strongly supported flexible AI integration, allowing for diverse 

teaching styles and learner needs (98.3%), and emphasized that privacy and data 

security must be ensured when using AI tools in early language education (97.8%). 

The same level of support (97.8%) was observed for the view that AI should 

supplement rather than replace human-led instruction. Similarly, 96.7% of teachers 

advocated for both adequate school resources (e.g., hardware, software, technical 

support) and active teacher involvement in the evaluation and selection of AI tools 

for developmental appropriateness. 

 

The integration of AI training into teacher education programs and the availability of 

professional development opportunities were also widely agreed, with 96.6% and 

95.6% agreement, respectively. Additionally, 95.0% of respondents recommended 

that AI tools be regularly updated in alignment with evolving pedagogical and 

technological developments. The importance of teacherïdeveloper collaboration in 

the design of AI tools was similarly emphasized, receiving 94.4% agreement. 

 

A substantial majority of teachers (91.1%) believed that AI integration should align 

with the existing curriculum, and (90.0%) supported continuous evaluation of AI tool 

effectiveness in English language teaching. While still strongly supported, relatively 

fewer teachers emphasized the importance of a gradual and adaptive implementation 

of AI tools (87.2%) and maintaining teacher autonomy in deciding how and when to 

integrate AI (85.5%). 

 

Collectively, these findings demonstrate that teachers favour a cautious and well-

supported implementation of AI in early education, grounded in ethical safeguards, 

inclusivity, professional preparation, and pedagogical alignment, to ensure 

meaningful and developmentally appropriate integration for young language learners. 
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4.6.2. Qualitative Data Analysis Results:  

 

To gain deeper insights into how in-service English language teachers envision the 

effective integration of AI into young learner classrooms, participants were asked the 

following open-ended question: 

 

ñWhat are your recommendations or suggestions for the effective integration of AI 

into young learner classrooms for teaching English?ò 

 

This question was designed to complement the quantitative data by allowing teachers 

to express their practical ideas, pedagogical priorities, and professional needs in their 

own words. Through thematic analysis conducted using MAXQDA, five major axial 

themes were identified: Need for Balanced AI Integration, Safeguarding Humanistic 

Aspects of Teaching, Ethical Use and Data Privacy, Institutional and Technological 

Support, and Teacher Training & Professional Development. These themes represent 

a wide range of suggestions made by teachers, emphasizing the importance of 

responsible implementation, learner-centered pedagogy, technical readiness, and 

continuous teacher support. Table 4.20 presents the themes, categories and 

corresponding codes, and the frequency of their occurrence in participantsô 

responses. 

 

Table 4.20. Overview of the Qualitative Results in Relation Recommendations for 

AI Integration in Young Learner EFL Classrooms 

Theme Categories  Codes  Frequencies 

Recommendations 

for AI Integration  

Need for Balanced 

AI Integration  

Selective AI tools 

Integration 

37 

  Systematic Integration 

Planning 

 

34 

  Avoid Overreliance on AI 29 

  AI as a Complement, not a 

Substitute 

 

21 

  Encourage Autonomous AI 

Use 

 

18 

  Limit Screen Time 8 

  Total 147 
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Table 4.20. (continued) 
 

 
Protecting 

Humanistic Aspects 

of Teaching 

Create a Fun Learning 

Environment 

17 

  Preserve Human interaction 

in Classroom 

12 

  Preserve Creativity 6 

  Promote critical/analytical 

thinking 

5 

  Total 40 

 Ethical Use and 

Data Privacy 

Ensure Data Privacy 11 

  AI Reliability 6 

  Total 17 

 Institutional and 

Technological 

Support 

Equity and Context-

Sensitive Access 

25 

  Institutional Support for AI 

integration 

19 

  Technical Support 9 

  Total 53 

 Teacher Training 

& Professional 

Development 

The Autonomy of Teachers 18 

  Preparation for the Digital 

Era 

17 

  Risk Awareness & 

Safeguarding 

10 

  Total 45 

  Grand Total 302 

 

The first category in the qualitative recommendations, Need for Balanced AI 

Integration, reflects teachersô emphasis on implementing AI thoughtfully ensuring 

that it complements rather than replaces human-led instruction, while also promoting 

autonomy and minimizing potential overreliance. 

 

Table 4.21. Qualitative Results for the Category ñNeed for Balanced AI Integrationò 

in Relation to Recommendations for AI Integration in Young Learner EFL 

Classrooms 

Theme Categories  Codes  Frequencies 

Recommendations 

for AI Integration  

Need for Balanced 

AI Integration  

Selective AI tools 

Integration 

37 

  Systematic 

Integration Planning 

34 

  Avoid Overreliance 

on AI 

29 
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Table 4.21. (continued) 
  AI as a Complement, 

not a Substitute 

21 

  Encourage 

Autonomous AI Use 

18 

  Limit Screen Time 8 

  Total 147 

 

 

4.6.2.1. Need for  Balanced AI Integration 

 

A prominent theme that emerged from teachersô responses was the call for a 

balanced and thoughtful approach to integrating AI into young learner classrooms. 

Many participants emphasized that while AI offers valuable affordances, its use must 

be carefully moderated to preserve the integrity of language education and to align 

with young learnersô developmental needs. This theme, which includes six open 

codes, including selective AI tools integration, systematic integration planning, 

avoiding overreliance on AI, AI as a complement, not a substitute, encouraging 

autonomous AI use and limiting screen time. These recommendations highlight 

teachersô insistence on moderation, pedagogical intentionality, and human oversight 

in AI implementation. 

 

One of the most frequently emphasized points by participating teachers was the 

necessity of selective AI tool integration (f = 37), highlighting the importance of 

carefully evaluating which tools are implemented in early English language 

education. Rather than adopting every available technology, teachers recommended 

choosing AI tools based on their pedagogical value, practicality, and alignment with 

specific learning goals. As one teacher pointed out, ñThe purpose of using AI should 

be clear, and the right AI tool should be selected, not a random one.ò Another 

added, ñWe should not use every trending AI app. Only those that match our 

studentsô needs and classroom goals should be integrated.ò This reflects a shared 

belief that AI integration should not be trend-driven but rather need-oriented and 

intentional.  

 

Teachers also underlined the importance of practicality and time-efficiency. Some 

warned that using the wrong tools might be inconvenient: ñIf they are not efficient, it 
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could turn into a total time waste with empty hands.ò Others stressed the need for 

training and preparation before introducing AI: ñWe must learn to use it effectively 

and productively without spending too much time.ò Several participants also 

mentioned that cost and usability matter, as one noted, ñChoosing an economical 

and realistically applicable tool is essential.ò Finally, many participants 

recommended that AI tools be regularly evaluated to ensure they are still serving 

their purpose in the classroom. One teacher said, ñAI tools should be continuously 

assessed for effectiveness.ò In short, teachers support the integration of AI when 

tools are carefully chosen, effective, and aligned with real classroom needs. Their 

responses show a clear preference for tools that are practical, purposeful, and 

supportive of student learning without becoming a burden for the teacher. 

 

Many teachers also emphasized the importance of systematically planning the 

integration of AI into classroom practices (f = 34) rather than using it in an 

unstructured or random way. This category reflects a strong consensus that AI should 

be aligned with curricular goals, lesson planning, and pedagogical intentions. One 

teacher highlighted this by stating, ñPedagogically based, balanced and conscious 

integration,ò while another explained, ñIt should be carefully designed.ò Several 

participants pointed out that AI should be used to support teachersô existing plans 

rather than dictate classroom practices. For example, one teacher noted, ñThe teacher 

already has a plan for teaching content and has specific goals for the class and 

shares as much as possible with the AI agent,ò while another added, ñThe AI tool 

will be able to find material based on the teacherôs plan, and the teachers can decide 

what to use.ò These comments underline the idea that AI should serve the teacher, 

not the other way around. A number of participants also stressed that AI should be 

integrated directly into the curriculum and learning materials, as reflected in 

statements like, ñWe should integrate it into textbooks,ò and ñMerge it with 

curriculum.ò Overall, teachers view AI as a tool that should be carefully embedded 

into the teaching process with clear objectives, ongoing control, and curriculum 

alignment. Their  responses  show that intentional, goal-driven planning is essential 

to ensure that AI truly enhances learning rather than causing confusion or 

dependency. 
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Another important recommendation shared by many teachers was the need to avoid 

excessive reliance on AI (f = 29) in young learner classrooms. This concern reflects a 

shared belief that while AI can support teaching, teachers should not rely too much 

on it. As one participant stated, ñWe mustnôt only rely on AI for our lessons.ò 

Similarly, another teacher warned, ñTeachers should not be dependent on it.ò 

Several teachers pointed out that AI should be used wisely and with purpose, not as a 

constant tool. One teacher expressed this by saying, ñWe should use it not all the 

time but most of the time according to our aims.ò Another agreed, stating, ñIt should 

absolutely be used wisely.ò These comments highlight teachersô desire to use AI 

when it adds value, rather than using it out of habit or obligation. There was also a 

strong emphasis on maintaining teacher control and judgment in the learning process. 

One participant noted, ñTeachers should not only depend on AI activities,ò while 

another remarked, ñIt should be used when necessary and it should be important to 

ensure improvement.ò These views reflect concerns that overuse might reduce the 

quality of instruction and hinder the development of critical thinking and creativity in 

young learners. In addition, some teachers mentioned that AI itself is not always 

reliable. As one participant clearly stated, ñEveryone should know that AI can make 

mistakes.ò This suggests that teachers see the need for critical thinking and caution 

when using AI-generated content, both for themselves and for their students. In 

summary, teachers recommended using AI tools as supportive aids rather than 

central teaching methods, reminding that overreliance could weaken both student 

learning and the professional role of the teacher. They highlighted the importance of 

balance, intentional use, and human oversight in AI-supported classrooms. 

 

Many teachers highlighted the importance of using AI to support, not replace, 

teachers and human teaching practices (f = 21). This theme reflects a clear concern 

for preserving the human dimension of teaching, especially in early language 

education. As one teacher stated, ñAI should complement, not replace, the human 

teacher.ò Another echoed this view, noting, ñUse AI tools as a supplement rather 

than a replacement for teacher-led activities, ensuring a balance between technology 

and human interaction.ò Participants stressed that while AI can enhance classroom 

instruction, it should never take away from face-to-face interaction, creativity, and 

emotional connection. One teacher commented, ñAI should support but not replace 
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face-to-face interactions and creativity in the classroom,ò while another emphasized, 

ñMaintain teacher oversight to ensure AI supplements, not replaces, human 

connection and holistic development.ò In short, teachers advocated for a balanced 

and thoughtful approach where AI serves as a supportive tool, working alongside, 

not in place of, the teacher. 

 

Several teachers suggested that students should be encouraged to use AI tools 

autonomously (f = 18), especially outside the classroom setting. Rather than relying 

solely on in-class activities, participants believed that AI could serve as a 

personalized support system for learners. One teacher stated, ñStudents should be 

taught how to use it, and they should be able to track their own learning progress,ò 

while another added, ñTeachers can lead students to use it for doing homework and 

practicing English at home.ò Many emphasized that AI can help students practice at 

their own pace, particularly in limited instructional time. As one participant 

explained, ñAt primary schools, students have 2 hours of English lesson, so itôll be 

effective that teachers use AI as a helperé to practice what they learned.ò Others 

supported the idea of gradually introducing AI for self-study and creative tasks, with 

one suggesting, ñIt should be presented to the kids, and then students should be 

asked to create their own projects.ò These responses show that teachers view AI as a 

tool to promote learner independence, especially when used for homework, 

reinforcement, and creative engagement beyond the classroom. 

 

Some teachers expressed concerns about excessive screen time and recommended 

setting clear limits when using AI with young learners (f = 8). While acknowledging 

the benefits of AI tools, participants emphasized the need to protect children from 

prolonged digital exposure. One teacher suggested, ñYoung learners shouldn't use AI 

with computers or laptops more than forty minutes in the classroom,ò while another 

advised, ñIt might be better if screen time is set.ò There was also a call for designing 

simple and time-bound programs tailored to the attention span of younger students. A 

participant noted, ñSpecific programs to help teaching English to children and 

simple language of using, maybe limited time to use the app.ò These responses 

reflect a shared belief that AI use should be developmentally appropriate, allowing 

students to benefit from technology without negatively affecting their well-being. 
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The next category shown in the Table 4.22, Protecting Humanistic Aspects of 

Teaching, focuses on maintaining the essential human elements of education, 

emphasizing the importance of interaction, creativity, and critical thinking alongside 

AI integration. 

 

Table 4.22. Qualitative Results for the Category ñProtecting Humanistic Aspects of 

Teachingò in Relation to Recommendations for AI Integration in Young Learner 

EFL Classrooms 

Theme Categories  Codes  Frequencies 

Recommendations 

for AI Integration  

Protecting 

Humanistic Aspects 

of Teaching 

Create a Fun 

Learning 

Environment 

17 

  Preserve Human 

interaction in 

Classroom 

12 

  Preserve Creativity 6 

  Promote 

critical/analytical 

thinking 

5 

  Total 40 

 

4.6.2.2. Protecting Humanistic Aspects of Teaching 

 

Another key theme that emerged from participantsô responses was the importance of 

protecting the humanistic aspects of teaching in the face of increasing AI integration. 

Many teachers emphasized that while AI can support learning, it should not come at 

the expense of creativity, emotional connection, critical thinking, or the joy of 

learning. Thematic coding revealed four related priorities under this theme: Preserve 

Creativity, Create a Fun Learning Environment, Promote Critical/Analytical 

Thinking, and Preserve Human Interaction in the Classroom. These insights reflect 

teachersô efforts to protect the human-centered qualities that make early language 

education meaningful and engaging. 

 

Many teachers emphasized the potential of AI to help create a fun and engaging 

learning environment, especially for young learners who respond well to playful and 

interactive activities (f = 17). A common suggestion was to use AI tools that include 

games, visuals, music, and emotionally engaging content. As one teacher noted, ñAI 

tools provide colourful visuals, sing songs, emotional tools for kids,ò while another 
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added, ñGames and interactive applications can engage students and make learning 

enjoyable.ò Gamification was frequently highlighted as an effective strategy. Several 

teachers shared that AI can be used to design quiz shows, taboo cards, or digital 

competitions. One teacher wrote, ñGamification is a great example for uses of AI 

tools. They can create games like taboo cards, quiz shows, etc.ò Another stated, 

ñYoung learners are fond of games, more games or songs mean learning happily.ò 

These insights show that teachers value AI not just for delivering content, but for 

making learning fun, low-pressure, and motivating for children. 

 

Many teachers emphasized the importance of preserving human interaction in the 

classroom, especially when working with young learners (f = 12). While recognizing 

the value of AI tools for supporting language development through materials, 

practice, and feedback, participants consistently stressed that these technologies 

should not replace the real-world communication, emotional connection, and social 

development that occur through teacher-student and peer interaction. One teacher 

explained, ñMy suggestion would be using AI tools out of classroom, not in the 

classroom, because in the classroom they would have the human interaction.ò Others 

emphasized the need to balance technology with meaningful social engagement, with 

one participant stating, ñReminders to balance tech with human connection.ò 

Another added, ñYoung learners need real-world interaction, so AI should enhance 

social communication.ò Similarly, several teachers highlighted the importance of 

peer learning, suggesting that classroom activities should promote collaboration and 

communication among students. One teacher wrote, ñPeer work should also be 

included as learners learn from each other,ò while another remarked, ñSpeaking 

activities with AI can be useful, but we should encourage learners to communicate 

with each other.ò A few participants also underlined the emotional dimension of 

learning, noting that AI cannot replace the teacherôs role in offering emotional 

support and understanding studentsô feelings. As one teacher explained, ñItôs 

necessary to focus on emotions of the learners,ò and another affirmed, ñI am always 

a supporter of human interaction and peer interaction.ò Overall, these insights 

reflect a shared belief that while AI can assist with content delivery, it should be used 

to complement, not substitute, he human relationships and social dynamics that are 

central to a healthy and effective classroom environment. 
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Some teachers expressed concern that if not used carefully, AI tools could limit 

studentsô creativity by offering overly structured tasks or ready-made answers. 

Instead, they recommended selecting tools that allow space for student imagination, 

open-ended thinking, and creative expression (f = 6). One teacher emphasized this 

point by stating, ñAI should not be used in every task or should not declare strict 

rules while introducing a task.ò Another added, ñSelect AI tools that focus on 

communication and creativity, not just drills.ò Participants also suggested that AI 

can be used to enhance creativity when applied thoughtfully. One teacher encouraged 

others to ñfind different ways to boost the multiplication of creativity of students via 

AI technologies,ò while another proposed designing AI-based activities that help 

students express ideas in diverse ways without restricting their original thinking. 

These responses show that teachers value AI most when it supports, not limits, the 

creative potential of young learners. 

 

Some teachers underlined the importance of using AI in ways that stimulate studentsô 

critical and analytical thinking skills (f = 5)., rather than encouraging passive 

consumption of information. They argued that young learners should be guided to go 

beyond what AI provides by questioning, evaluating, and interpreting content 

independently. As one teacher stated, ñIt is crucial for educators to encourage 

students to question, analyse, and evaluate information beyond what AI provides.ò 

Participants also viewed critical thinking as a way to reduce the risks of overreliance 

on AI. One respondent noted, ñCritical thinking abilities are key to increase the 

benefits and lower the risks.ò Another emphasized the value of selecting tools that 

ñencourage interaction and critical thinking.ò These insights reflect the belief that 

AI should not replace cognitive effort but instead serve as a supporter for deeper 

thought and classroom discussion. 

 

The following category shown in the table 4.23, Ethical Use and Data Privacy, 

addresses teachersô recommendations on ensuring AI integration adheres to high 

standards of reliability while safeguarding learnersô personal information. It serves as 

a key area linking pedagogical innovation with responsible technology use. This 

transition highlights the importance teachers place on balancing advancement with 

protection in classroom contexts. 
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Table 4.23. Qualitative Results for the Category ñEthical Use and Data Privacyò in 

Relation to Recommendations for AI Integration in Young Learner EFL Classrooms 

Theme Categories  Codes  Frequencies 

Recommendations 

for AI Integration  

Ethical Use and 

Data Privacy 

Ensure Data Privacy 11 

  AI Reliability 6 

  Total 17 

 

4.6.2.3. Ethical Use and Data Privacy 

 

Another theme that emerged from teachersô responses focused on the ethical 

dimensions and data privacy concerns related to AI use in young learner classrooms. 

While participants generally acknowledged the benefits of AI, many raised concerns 

about data privacy, particularly when dealing with children. Under this theme, the 

most frequently mentioned issue was the need to Ensure Data Privacy, with teachers 

calling for greater awareness, transparency, and safety measures when using AI tools 

in educational settings. 

 

Several teachers emphasized the need to ensure data privacy and security, 

particularly when integrating AI tools into classrooms with young learners (f =11). 

While participants acknowledged the benefits of AI in English language teaching, 

many expressed caution about how student data is collected, stored, and used. One 

teacher stated, ñI overvalue the importance of integrating AI tools in classrooms; 

however, I think teachers need to be careful about privacy and security issues 

especially with young learners.ò There was also a clear demand for institutional 

guidelines and ethical frameworks. As one participant put it, ñClear rules on data 

privacy and ethics statements for AI in ELT are needed.ò Another pointed out that AI 

use in education should also address bias and privacy together, as both are linked 

concerns in digital learning environments. These responses show that while teachers 

are open to using AI, they expect educational institutions and developers to provide 

transparent, child-safe, and ethically grounded systems that protect learnersô data and 

build trust in technology use.  

 

Some teachers also raised concerns about the reliability and accuracy of information 

provided by AI tools (f = 6). They emphasized that while AI can be a helpful 
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resource, it must first be able to offer trustworthy and verified content, especially in 

educational settings. As one teacher put it, ñAI must create a trust and true 

information which is helpful for the people who want it.ò Participants also warned 

against blindly accepting AI-generated outputs. One teacher stated, ñDonôt trust 

every information you find in AI tools. Always double-check and be specific about 

what you want from AI,ò while another stressed, ñMake sure that what you teach the 

students is credible.ò These responses highlight the need for teacher oversight and 

digital literacy, ensuring that both educators and students approach AI with a critical 

mindset. Overall, teachers called for greater transparency, content control, and 

support mechanisms to help ensure that the information used in class is accurate, 

appropriate, and aligned with educational goals. 

 

The next category displayed in the table 4.24, Institutional and Technological 

Support, captures teachersô recommendations on ensuring equitable access to AI 

tools, providing institutional backing for integration, and offering reliable technical 

assistance. 

 

Table 4.24. Qualitative Results for the Category ñInstitutional and Technological 

Supportò in Relation to Recommendations for AI Integration in Young Learner EFL 

Classrooms 

Theme Categories  Codes  Frequencies 

Recommendations 

for AI Integration  

Institutional and 

Technological 

Support 

Equity and Context-

Sensitive Access 

25 

  Institutional Support 

for AI integration 

19 

  Technical Support 9 

  Total 53 

 

4.6.2.4. Institutional and Technological Support 

 

A significant number of teachers emphasized the need for institutional and 

technological support to ensure the effective and sustainable integration of AI into 

young learner classrooms. Their responses highlighted that successful 

implementation depends not only on the teacherôs willingness, but also on 

institutional readiness, including school policies, technological support, and equitable 
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access. Under this theme, three major concerns emerged: Institutional Support for AI 

Integration, Equity and Context-Sensitive Access, and Technical Support.  

 

Lots of teachers also emphasized the need for equitable and inclusive access to AI 

tools, especially in public schools and under-resourced settings (f = 25). They 

pointed out that without proper technological facilities and funding, the integration of 

AI into English language teaching could deepen existing inequalities. One teacher 

asked, ñHow can we use AI most efficiently in a class that has many economically 

challenged students?ò while another noted, ñAll government schools need to access 

to the internet.ò Participants stressed that every young learner should have the same 

opportunity to benefit from AI-enhanced learning, regardless of their socioeconomic 

background. As one teacher stated, ñNo matter how hardworking and interested in 

learning English or not, every young learner is supposed to have the same chance to 

participate in the learning process and to have accessibility to AI tools.ò Others 

called for free or low-cost access, suggesting ñFree applications for both teachers 

and students can be used in the language classes.ò Teachers also highlighted the 

importance of context-sensitive solutions, noting that tools must be aligned with the 

national curriculum and adaptable to classroom realities. One participant reflected, 

ñIt is hard to achieve success with AI in Turkish traditional, curriculum-based 

classroom settings,ò while another suggested, ñLow-tech or offline alternatives of AI 

toolsò could offer more practical support in some schools. Taken together, teachers 

strongly called for publicly supported, fair, and adaptable AI integration, ensuring 

that no student or teacher is left behind due to financial or resource-based limitations.  

 

Many teachers emphasized the need for strong institutional support to ensure the 

meaningful and consistent integration of AI tools into English language teaching (f = 

19). They suggested that ministries of education, school administrations, and national 

platforms like EBA should play an active role in guiding and supporting teachers. 

One participant recommended, ñSimple tools can be added to the EBA system by the 

government,ò while another emphasized, ñMEB should provide trainings on 

artificial intelligence tools used in English language teaching.ò Several teachers 

called for centralized supervision and control to ensure educational appropriateness. 

One noted, ñIt should be controlled by the education authorities so it would be useful 
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for ELT,ò and another added, ñAI should be used under the supervision of 

professionals.ò In addition to policy and training, participants also mentioned 

financial support as a key factor. Suggestions included ñfree subscriptions for some 

of the AI toolsò and ñschools scaffolding teachers to buy AI tools.ò Overall, teachers 

expressed that without clear guidance, structured training, and access to resources, 

AI integration would remain limited or inconsistent. They called for a national-level 

vision and long-term planning, as one teacher explained, ñThe future prospects of AI 

should be discussed for the next 10 years, and measures or support should be 

increased accordingly.ò  

 

Several teachers highlighted the importance of providing technical support to ensure 

that AI tools can be used effectively in language classrooms (f = 9). They 

emphasized that without proper access to technology, even the best AI applications 

would be difficult to implement. One teacher simply stated, ñSupport of technology 

in classes,ò while another explained, ñThere should be technology support in 

schools.ò Participants also pointed to the need for internet access and equipment, 

especially in public schools. Others stressed the importance of budget allocation and 

digital support suggesting that ñThe first thing to do is to provide the necessary 

technological infrastructure and budget to schools.ò In addition to hardware and 

connectivity, teachers also called for technical training and implementation support. 

One participant stated, ñMEB should provide trainings on artificial intelligence tools 

used in English language teaching. Technological support should be provided to 

schools for the dissemination of AI tools.ò These comments show that teachers 

expect both equipment and guidance, ensuring they are not left alone to manage new 

tools without proper help. 

 

The final category shown the table 4.25, Teacher Training & Professional 

Development, emphasizes preparing educators for AI integration by maintaining their 

professional autonomy, equipping them for the digital era, and raising awareness 

about potential risks and safeguards. It represents a central theme that connects 

teachersô readiness with the sustainability of AI use in classrooms. This transition 

underscores the importance of structured support as reflected in the qualitative 

findings below. 
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Table 4.25. Qualitative Results for the Category ñTeacher Training & Professional 

Developmentò in Relation to Recommendations for AI Integration in Young Learner 

EFL Classrooms 

Theme Categories  Codes  Frequencies 

Recommendations 

for AI Integration  

Teacher Training 

& Professional 

Development 

The Autonomy of 

Teachers 

18 

  Preparation for the 

Digital Era 

17 

  Risk Awareness & 

Safeguarding 

10 

  Total 45 

 

4.6.2.5. Teacher Training & Professional Development 

 

The final major category that emerged from teachersô responses was the need for 

ongoing professional development and training to support the integration of AI into 

young learner classrooms. While many teachers showed interest in using AI tools, 

they also emphasized that effective and ethical implementation requires 

knowledgeable, confident, and autonomous educators. This category includes three 

key areas: Risk Awareness & Safeguarding, Preparation for the Digital Era, and The 

Autonomy of Teachers. These categories reflect teachersô desire for structured 

training, ethical understanding, and professional agency in adapting to AI-supported 

language instruction. 

 

Many teachers emphasized that while AI can be a powerful aid in education, it 

should never replace the central role of the teacher in the learning process (f = 18). 

They advocated for maintaining teacher autonomy, stressing that all AI-based 

decisions and applications must remain under the teacherôs guidance and control. 

One participant clearly stated, ñAs a teacher, we must have the control of our 

lessons,ò while another added, ñIt has to be in the control of the teacher.ò Teachers 

consistently referred to AI as a complementary tool, useful when used thoughtfully 

and selectively. One teacher remarked, ñUse AI tools as a supplement rather than a 

replacement for teacher-led activities, ensuring a balance between technology and 

human interaction,ò and another wrote, ñUse AI as a helper, not the main teacher. 

Combine it with group work and speaking activities.ò Several others reiterated the 
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same idea with phrases like, ñAI should complement, not replace, the human 

teacher,ò and ñRemember that you are the teacher of the class.ò In addition, many 

participants highlighted the emotional and pedagogical intuition teachers bring to the 

classroom, which AI cannot replicate. As one teacher beautifully noted, ñTeachers 

are the most effective cornerstones in the teaching process, and no AI technology can 

feel the light in the studentôs eye and the psychology of the students.ò Another 

reflected, ñAI is nothing without teachers.ò Some teachers also emphasized that 

autonomy includes knowing when and how to use AI tools based on classroom 

dynamics and learner needs. As one participant explained, ñTeachers who are 

teaching young learners now should be able to pick the right moment to use and 

integrate AI in classes.ò Overall, these responses reflect a strong consensus that 

teachers must not only remain in charge of classroom practices but also act as 

interpreters, facilitators, and ethical decision-makers in AI-supported learning 

environments. 

 

Many teachers also acknowledged the growing presence of AI in educational settings 

and emphasized the need to be prepared for the digital era (f = 17). They highlighted 

that staying current with technological advancements is not optional, but essential for 

effective teaching. One participant stated, ñAI is taking place in our teaching 

environments more and more every day. Teachers must learn how to use it to catch 

up with the needs of this era,ò while another added, ñWe have to accept the world is 

changing rapidly, and we have to change ourselves.ò Teachers also pointed out that 

young learners are already familiar with technology, making it even more important 

for educators to develop digital skills. As one teacher explained, ñYoung learners 

tend to use AI tools not only for learning but also in their daily lives. So, teachers 

should be up to date as well.ò Another emphasized, ñYoung learners are interested 

in technological devices, thus they can be used for the purpose of teaching English. 

But it is only possible if teachers are capable of digital skills.ò Some participants 

suggested practical steps such as joining educational groups, researching tools, and 

participating in projects to stay informed and connected. These responses reflect a 

shared belief that teachers must be digitally competent and open to learning in order 

to adapt to the evolving nature of education. 
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Lastly, some teachers emphasized the importance of being aware of the potential 

risks and responsibilities that come with integrating AI into young learner 

classrooms (f = 10). While they recognized the revolutionary potential of AI in 

transforming teaching, they also stressed the need for caution and responsible use. 

One participant noted, ñIt will revolutionize the traditional ways of teaching; 

however, we, as teachers, need to take some precautions against the possible 

dangers it may pose.ò A recurring suggestion was that teachers should act as guides 

and role models, showing students how to use AI tools appropriately. As one teacher 

put it, ñTeachers should demonstrate the correct ways to use the tools they are going 

to introduce.ò Another added, ñIt can be used for appropriate activities with the 

guidance of the teachers and parents.ò These responses reflect a clear understanding 

that AI use must be accompanied by ethical awareness, supervision, and pedagogical 

responsibility, especially when working with young learners. 

 

4.7. Results in Relation to EFL Teachersô Perceptions of Future AI Integration 

in Young Learner Classrooms 

 

This section presents the findings related to in-service EFL teachersô perceptions of 

how AI will shape the future of English language education for young learners. The 

data in Table 4.26 reflects teachersô anticipations, expectations, and concerns 

regarding the long-term implications of AI integration in primary-level classrooms. 

The results indicate a generally positive outlook, with high levels of agreement on 

the transformative role of AI in teaching practices, curriculum design, and learner 

engagement. However, concerns also emerge around the speed of AI adoption and 

the necessity for ethical safeguards and continuous technological updates. These 

findings provide valuable insights into how teachers envision the evolving role of AI 

in the context of early English language education. Taken together, the responses 

reveal a dual perspective: optimism about AIôs potential to enrich learning 

experiences and caution about challenges that may arise if integration is not carefully 

managed. Teachers emphasized both the opportunities for innovation and the need 

for balance, reflecting a forward-looking yet pragmatic stance toward the future of 

AI in young learner classrooms. 
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4.7.1. Quantitative Data Analysis Results: 

 

Table 4.26. Perceptions of Future AI Integration in Teaching English to Young Learners Information Table 

Survey item 

Strongly 

Disagree Disagree Agree 

Strongly 

Agree Mean 
Std. 

Deviation 
n %  n %  n %  n %  

1. AI will become an essential tool in teaching English to young learners in the future. 2 1,1 7 3,9 82 45,6 89 49,4 3,43 ,626 

2. AI could transform how young learners acquire English language skills. 1 0,6 14 7,8 106 58,9 59 32,8 3,23 ,610 

3. I am concerned about the rapid pace of AI integration in teaching English. 8 4,4 63 35,0 85 47,2 24 13,3 2,69 ,755 

4. AI will require continuous updates to remain effective in teaching English to young 

learners. 

2 1,1 6 3,3 100 55,6 72 40,0 3,34 ,600 

5. Teachersô roles in English language classrooms for young learners will evolve with 

AI integration. 

2 1,1 21 11,7 103 57,2 54 30,0 3,16 ,661 

6. AI will make English language learning more accessible to young learners in remote 

or under-resourced areas. 

2 1,1 24 13,3 95 52,8 59 32,8 3,17 ,691 

7. AI in teaching English to young learners will need strict regulations to prevent 

misuse. 

1 0,6 17 9,4 94 52,2 68 37,8 3,27 ,650 

8. AI tools will create personalized learning pathways for young learners in English 

language classrooms. 

1 0,6 11 6,1 102 56,7 66 36,7 3,29 ,604 

9. The traditional English language classroom setting for young learners will change 

significantly with AI. 

1 0,6 9 5,0 103 57,2 67 37,2 3,31 ,591 

10. Advances in AI will influence future trends in English language education for 

young learners. 

1 0,6 3 1,7 92 51,1 84 46,7 3,43 ,560 

Table 4.26 provides the perceptions of future AI integration in teaching English to young learners information of the participants.

2
0

0 
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Max: 3,43 Mean: 3,23 Min: 2,69 

Figure 4.11. Perceptions of Future AI Integration in Teaching English to Young 

Learners Information Table 

 

As shown in Figure 4.11, respondents expressed generally positive expectations for 

the future of AI in young learner English education. The highest-rated perceptions 

were that AI will become an essential tool in teaching English to young learners and 

will shape the future of English education (M = 3.43), followed closely by the need 

for continuous updates to ensure its effectiveness (M = 3.34). Teachers also agreed 

that AI will contribute to transforming classroom settings (M = 3.31), creating 

personalized learning pathways (M = 3.29), and expanding access in under-resourced 

areas (M = 3.17). Additionally, there was strong support for the view that strict 

regulations will be necessary to prevent misuse (M = 3.27). However, the lowest-

rated perception reflected concerns about the rapid pace of AI integration (M = 2.69), 

indicating some caution alongside the overall optimism. 

 

Following this overall picture, each item will be examined in detail to highlight the 

specific dimensions of participantsô perceptions toward future AI integration. 

 

Item 1: ñAI will become an essential tool in teaching English to young learners in 

the future.ò 
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This item received strong support from participants, with 82 teachers (45.6%) 

selecting ñAgreeò and 89 teachers (49.4%) selecting ñStrongly Agree,ò amounting to 

a total agreement rate of 95%. Only a small percentage of respondents expressed 

disagreement (5.0%). 

 

These results indicate a clear consensus among in-service English teachers that AI is 

likely to become a key component in the future of language instruction for young 

learners. The high level of agreement suggests that teachers view AI not as a 

supplementary option, but as a vital and inevitable component of future pedagogical 

practice. This perspective likely reflects broader global trends in digital 

transformation and the increasing presence of intelligent systems in education. 

 

Item 2: ñAI could transform how young learners acquire English language skills.ò 

 

This statement received strong overall agreement, with 106 participants (58.9%) 

selecting ñAgreeò and 59 participants (32.8%) selecting ñStrongly Agree.ò Only a 

small portion of respondents expressed disagreement (0.6% ñStrongly Disagreeò and 

7.8% ñDisagreeò. 

 

These findings indicate that the majority of teachers believe AI has the potential to 

significantly influence how English is taught and learned in early education. The 

high agreement suggests optimism about AIôs capacity to reshape traditional 

language acquisition processes by offering more interactive, personalized, and 

engaging learning experiences for young learners.  

 

Item 3: ñI am concerned about the rapid pace of AI integration in teaching English.ò 

 

This item received more mixed responses compared to others. While a combined 109 

participants (47.2% ñAgreeò and 13.3% ñStrongly Agreeò) expressed concern about 

the speed of AI adoption, a notable portion of teachers remained unconcerned, with 

63 participants (35.0%) selecting ñDisagreeò and 8 (4.4%) selecting ñStrongly 

Disagree.ò 
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These findings suggest that although many teachers acknowledge the benefits of AI, 

there is also a significant level of concern regarding how quickly AI is being 

introduced into English teaching. This concern may stem from fears about 

insufficient training, lack of clear guidelines, or the readiness of educational 

institutions to handle such rapid technological change. 

 

Item 4: ñAI will require continuous updates to remain effective in teaching English 

to young learners.ò 

 

This item received overwhelming agreement from participants, with 100 teachers 

(55.6%) selecting ñAgreeò and 72 teachers (40.0%) selecting ñStrongly Agree.ò Only 

a small fraction disagreed, 6 participants (3.3%) with ñDisagreeò and 2 (1.1%) with 

ñStrongly Disagree.ò 

 

These results clearly indicate that in-service English teachers view regular updates as 

essential to maintaining the relevance and effectiveness of AI tools in young learner 

classrooms. As both pedagogy and technology evolve, teachers recognize that AI 

systems must adapt to reflect current educational needs, ensuring that learners 

receive accurate, age-appropriate, and pedagogically sound instruction. 

 

Item 5: ñTeachersô roles in English language classrooms for young learners will 

evolve with AI integration.ò 

 

This item was met with strong agreement overall. A majority of participants, 103 

teachers (57.2%), selected ñAgree,ò while 54 teachers (30.0%) chose ñStrongly 

Agree.ò A smaller group expressed disagreement, with 21 teachers (11.7%) selecting 

ñDisagreeò and 2 (1.1%) selecting ñStrongly Disagree.ò 

 

These findings suggest that most English language teachers anticipate a 

transformation in their instructional roles as AI becomes more embedded in young 

learner classrooms. Rather than replacing teachers, AI is expected to shift their 

responsibilities, enhancing their roles as facilitators, guides, and planners of 

personalized learning experiences. This evolution highlights the importance of 
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preparing educators not just technically, but also pedagogically, for AI-supported 

teaching environments. 

 

Item 6: ñAI will make English language learning more accessible to young learners 

in remote or under-resourced areas.ò 

 

This item received a strong level of agreement among respondents. A total of 95 

participants (52.8%) selected ñAgreeò and 59 participants (32.8%) selected ñStrongly 

Agree,ò indicating widespread optimism about AIôs potential to reduce educational 

disparities. Meanwhile, 24 teachers (13.3%) disagreed, and only 2 (1.1%) strongly 

disagreed with the statement. 

 

These findings suggest that teachers widely acknowledge the potential of AI to 

bridge educational gaps by expanding access to language learning opportunities for 

students in geographically or economically disadvantaged contexts. The strong 

agreement highlights optimism regarding AIôs role in promoting educational equity 

in early English instruction. 

 

Item 7: ñAI in teaching English to young learners will need strict regulations to 

prevent misuse.ò 

 

This item was met with a high level of agreement. A total of 94 participants (52.2%) 

selected ñAgree,ò while 68 participants (37.8%) chose ñStrongly Agree.ò On the 

other hand, only 17 participants (9.4%) expressed disagreement and 1 participant 

(0.6%) selected ñStrongly Disagree.ò 

 

These results indicate that a significant majority of English teachers believe 

regulations are necessary to ensure that AI technologies are implemented responsibly 

in young learner classrooms. Concerns likely stem from issues related to data 

privacy, inappropriate content generation, and ethical usage. The high agreement 

levels  reinforce the call for clear,  applicable  guidelines that  prioritize learner 

safety, age-appropriate content, and pedagogical integrity in AI-supported 

environments. 
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Item 8: ñAI tools will create personalized learning pathways for young learners in 

English language classrooms.ò 

 

This item received strong agreement from the majority of participants. A total of 102 

teachers (56.7%) selected ñAgree,ò while 66 teachers (36.7%) chose ñStrongly 

Agree.ò Only a small portion expressed disagreement, with 11 participants (6.1%) 

selecting ñDisagreeò and 1 participant (0.6%) selecting ñStrongly Disagree.ò 

 

These findings reflect a widespread belief among English teachers that AI tools can 

support individualized instruction by adapting content, pace, and feedback to suit 

each learnerôs needs. The high level of agreement indicates optimism about AIôs 

potential to enhance differentiation in the classroom, promote learner autonomy, and 

respond to varying levels of proficiency. Personalized learning is viewed as one of 

AIôs most valuable contributions to language education for young learners. 

 

Item 9: ñThe traditional English language classroom setting for young learners will 

change significantly with AI.ò 

 

This item received considerable agreement from respondents. A majority of teachers, 

103 (57.2%), selected ñAgree,ò and an additional 67 teachers (37.2%) chose 

ñStrongly Agree.ò A small number disagreed, with 9 participants (5.0%) selecting 

ñDisagreeò and only 1 participant (0.6%) selecting ñStrongly Disagree.ò 

 

The results suggest that most teachers anticipate a significant transformation in 

classroom dynamics as AI becomes more integrated into English language education. 

Traditional models of instruction are expected to evolve, giving way to more 

technologically mediated and learner-centered environments. These changes may 

include shifts in classroom routines, instructional strategies, assessment practices, 

and the roles of both teachers and students.  

 

Item 10: ñAdvances in AI will influence future trends in English language education 

for young learners.ò 
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This item was met with strong overall agreement. A total of 92 participants (51.1%) 

selected ñAgree,ò while 84 participants (46.7%) selected ñStrongly Agree.ò Very few 

participants expressed disagreement, with only 3 (1.7%) choosing ñDisagreeò and 1 

(0.6%) selecting ñStrongly Disagree.ò 

 

These responses indicate that the majority of teachers believe AI advancements will 

play a significant role in shaping the direction of English language education for 

children. This influence is expected to be visible in future curriculum development, 

pedagogical models, resource design, and instructional technologies. The results 

highlight a widespread expectation that AI will not only support but actively shape 

innovation in how English is taught to young learners. 

 

4.7.1.1. General Summary of Teachersô Future Views 

 

The findings show that in-service English teachers hold a highly positive outlook on 

the future of AI in young learner classrooms. The strongest agreement was with the 

idea that AI will shape future trends in English education (97.8%) and become an 

essential teaching tool (95.0%). Teachers also widely believed that AI will transform 

language learning (91.7%), enable personalized pathways (93.4%), and change 

traditional classroom settings (94.4%). A large majority agreed that AI will require 

continuous updates (95.6%) and that teachers' roles will evolve alongside its 

integration (87.2%). 

 

Equity was another key theme, with 85.6% believing AI can support learners in 

under-resourced areas. However, 90.0% stressed the need for strict regulations to 

prevent misuse, and 60.5% expressed concern about the rapid pace of adoption. 

Overall, teachers see AI as something that can bring big changes, but also needs to be 

used carefully, ethically, and with the right support in young learner education. 

 

4.7.2 Qualitative Data Analysis Results 

 

To understand what kind of support and information English language teachers 

expect from an AI integration for young learner classrooms, participants were asked 

the following open-ended question: 
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ñWhat kind of information do you need or would like to receive as a young learner 

teacher in a framework or guideline document for the effective and ethical use of AI 

in Young Learners EFL classrooms?ò 

 

Thematic analysis of their responses revealed four major axial themes including 

stakeholder collaboration, ethical and safe AI use, need for clear/practical 

implementation guidance, and need for professional development and training. 

 

Each of these themes reflects a specific domain of teacher need, such as cooperation 

with families, ethical concerns, implementation clarity, and long-term capacity 

building. The table 4.27 below is a summary of each theme based on the codes and 

frequency data. 

 

Table 4.27. Overview of the Qualitative Results in Relation to Future Needs for AI 

Integration in Young Learner EFL Classrooms 

Theme Categories  Codes  Frequencies 

Future Needs 

Regarding AI 

Integration 

Stakeholder 

Collaboration 

Parental 

Communication on 

AI use 

9 

  Need for 

Collaborative Work 

7 

  Total 16 

 Ethical and Safe AI 

Use 

Need for Privacy & 

Safety Guidelines 

13 

  Assurance on Child 

Safety 

6 

  Total 19 

 Need for 

Clear/Practical 

Implementation 

Guidance 

Guidance for 

Responsible use 

38 

  Guidance for 

Differentiated 

Support 

15 

  Age-appropriate AI 

Tools 

9 

  Total 62 

 Need for Professional 

Development and 

Training  

Developing AI 

Literacy and 

Awareness 

29 

  Formal Training 

Programs 

22 

  Total 51 

  Grand Total 148 
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To provide a clearer view of each area of need, the four major categories identified 

through thematic analysis are presented separately, beginning with stakeholder 

collaboration shown in the Table 4.28. 

 

Table 4.28. Qualitative Results for the Category ñStakeholder Collaborationò in 

Relation to Future Needs for AI Integration in Young Learner EFL Classrooms 

Theme Categories  Codes  Frequencies 

Future Needs 

Regarding AI 

Integration 

Stakeholder 

Collaboration 

Parental 

Communication on 

AI use 

9 

  Need for 

Collaborative Work 

7 

  Total 16 

 

4.7.2.1. Stakeholder Collaboration 

 

One of the prominent themes that emerged from the participantsô responses was the 

need for strong stakeholder collaboration in ensuring the ethical and effective 

integration of AI into young learner EFL classrooms. Teachers emphasized the 

importance of building shared responsibility across parents, educators, school 

administrators, and even technology developers. 

 

A critical subtheme that emerged under the broader theme of stakeholder 

collaboration is the necessity of active and transparent communication with parents 

regarding the use of AI tools in young learner classrooms (f = 9). Participants 

consistently emphasized that parents are not only stakeholders but also essential 

partners in the ethical and pedagogical success of AI integration. Several teachers 

pointed out that without involving families, the implementation of AI tools may lead 

to misunderstanding or distrust. As one teacher suggested, ñWe should connect with 

families or parents about the use of AI and instructions.ò Another agreed this by 

recommending the use of digital means for communicating with families, saying, 

ñWe should use online platforms for connecting with parents.ò More than just 

informing, some educators supported training or educating parents to help them 

better understand the functions, goals, and ethical considerations of AI in language 

education. For example, one teacher remarked, ñWe need the parents if we want to 

use artificial intelligence tools for young learners, so educating or training the 
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parents would be my suggestion.ò This demonstrates a demand for guidelines that 

include practical strategies for parent involvement. Importantly, teachers connected 

parent collaboration directly to child safety and trust: ñIt would be perceived as more 

reliable by the parents, and it would be more accessible for the students.ò Another 

participant highlighted the dual role of teachers and parents in nurturing responsible 

digital citizenship, stating, ñTeachers and parents should talk with their kids about 

efficient and proper AI usage.ò This reinforces the idea that any AI framework must 

be customized with developmentally appropriate communication tools for parents. 

 

In addition, participants consistently emphasized the need for collaborative work 

involving multiple parties to effectively address both the pedagogical and ethical 

dimensions of AI integration in young learner classrooms (f = 7). One respondent 

noted, ñTeachers, school administrators, and parents should collaborate on the 

ethical use of these tools for educational purposes,ò highlighting the importance of 

shared responsibility. Several teachers expressed interest in colleague dialogue and 

professional exchange, suggesting initiatives such as ñseminars or meetings with 

other young learner teachersò and ñidea-sharing on how teachers around the world 

use AI in their classrooms together with pupils.ò Moreover, respondents recognized 

the need to involve technical experts in the process. For instance, one teacher 

remarked, ñIT teachers may help us, lead the teachers in such issues,ò while another 

advocated for deeper involvement in the development process, stating, ñTeachers 

should be involved in AI tool developments and collaborate with developers.ò These 

insights reflect a strong belief that bringing together the efforts of teachers, parents, 

and technical experts can lead to more effective and ethical classroom practices. 

Rather than working in isolation, participants called for a shared and coordinated 

approach to AI integration that is practical, responsible, and sensitive to the needs of 

both educators and learners. 

 

While the first theme highlighted the need for collaboration among stakeholders, the 

second theme emphasizes teachersô expectations for ethical and safe use of AI in 

young learner classrooms in the Table 4.29. This category encompasses the guidance 

required to ensure both the protection of student data and the safeguarding of 

children. 
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Table 4.29. Qualitative Results for the Category ñEthical and Safe AI Useò in 

Relation to Future Needs for AI Integration in Young Learner EFL Classrooms 

Theme Categories  Codes  Frequencies 

Future Needs 

Regarding AI 

Integration  

Ethical and Safe AI 

Use 

Need for Privacy & 

Safety Guidelines 

13 

  Assurance on Child 

Safety 

6 

  Total 19 

 

4.7.2.2. Ethical and Safe AI Use 

 

With the increasing presence of Artificial Intelligence in classrooms, especially those 

involving young learners, questions about ethical and safe usage have become more 

prominent. Teachers emphasized the importance of establishing clear boundaries and 

safeguards to ensure that AI tools support learning without risking student wellbeing. 

The responses highlighted two main areas of concern: the protection of children 

during AI use and the urgent need for explicit privacy and safety guidelines 

customized to early educational contexts. 

 

Participants strongly emphasized the necessity of clear, practical, and accessible 

guidelines that address ethical concerns such as data privacy and online safety in AI 

use (f = 13). One teacher pointed out the importance of ñdata privacy policies and 

security measures of common AI-powered learning platforms,ò reflecting a 

widespread concern about protecting learnersô personal information. Another 

respondent stated, ñWe should be informed about e-safety,ò underlining the need for 

awareness on digital risks. Several teachers requested ña detailed list of ethical 

values and rulesò tailored for young learner contexts, while others demanded ñclear 

explanations of the ethical risksò and ñguidance on how to protect learnersô 

information.ò The call for transparency and school-level support was also repeated in 

comments like, ñThere should be a place accessible to everyone where their 

information is secure,ò and ñTraining on the ethical use of AI in young learnersô 

classrooms would be a great start.ò These insights demonstrate that teachers are 

seeking not only safety protocols but also ethical clarity to ensure that AI tools are 

implemented responsibly in early education. 
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Teachers also expressed a strong need for assurances that AI applications are safe, 

age-appropriate, and developmentally suitable for young learners (f = 6). A recurring 

theme in the responses was the sensitive ethical responsibility in early education. 

One participant emphasized, ñWhen it comes to young learners, we have to think 

about the ethical concerns more than other levels,ò signalling a greater sensitivity 

toward potential harm. Another teacher shared, ñI donôt favour the use of AI in 

classroom environments; however, it should assure me and the parents about safe 

and suitable content, even if the kids are studying alone.ò This reflects concerns not 

only about data security but also about the emotional and cognitive impact of AI 

tools on unsupervised children. Others called for stronger preparatory training and 

clearer safeguards before classroom implementation, stating, ñI would need a full 

class on this topic before I can trust it with a child,ò and ñClear boundaries for 

ethical use, keep kids first.ò These comments highlight that for teachers to adopt AI 

effectively; the tools must prioritize child safety and come with strong ethical 

frameworks tailored for young learners in EFL settings. 

 

The third major theme in the Table 4.30. highlighted the importance of providing 

teachers with clear and practical implementation guidance to ensure effective and 

age-appropriate AI use in young learner EFL classrooms. This category reflects 

teachersô need for specific, actionable directions that can support responsible, 

differentiated, and developmentally suitable AI integration. 

 

Table 4.30. Qualitative Results for the Category ñNeed for Clear/Practical 

Implementation Guidanceò in Relation to Future Needs for AI Integration in Young 

Learner EFL Classrooms 

Theme Categories  Codes  Frequencies 

Future Needs 

Regarding AI 

Integration  

Need for 

Clear/Practical 

Implementation 

Guidance 

Guidance for 

Responsible use 

38 

  Guidance for 

Differentiated 

Support 

15 

  Age-appropriate AI 

Tools 

9 

  Total 62 
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4.7.2.3. Need for Clear/Practical Implementation Guidance 

 

A recurring demand among participating teachers was the need for practical, context-

sensitive, and clearly articulated guidance on how to implement AI in EFL 

classrooms for young learners. While many participants expressed interest in 

utilizing AI technologies, they emphasized that without structured and actionable 

frameworks, its classroom application remains uncertain and inconsistent. The 

responses indicated that effective integration requires clarity on how to use AI 

responsibly, how to adjust it to various learner needs, and how to ensure 

developmental appropriateness for young children. 

 

Teachers widely emphasized the need for straightforward, clear, and actionable 

guidance to responsibly integrate AI into English language teaching for young 

learners (f = 38). Many expressed the desire for simple and realistic frameworks that 

would help them feel more confident and in control. One teacher stated, ñAs a 

teacher, Iôd want a clear, no-nonsense guide that helps me use AI without 

overcomplicating my job or compromising my studentsô learning.ò Another similarly 

requested, ñIôd like clear, practical guidelines on using AI effectively and ethically in 

EFL classrooms.ò Several participants highlighted the usefulness of having practical 

classroom integration strategies and specific examples: ñI need to see more 

examples, some thorough examples,ò and ñIt should offer practical integration tips,ò 

one teacher suggested. Others called for ready-to-use toolkits, including ña shortlist 

of trusted, free/affordable AI tools with age labels, skill focus, and quick lesson 

hooks.ò 

 

Moreover, the teachers requested guidance on pedagogical appropriateness and 

limitations. For example, one participant asked, ñWhat are the AI tools that support 

young learnersô language development, and how are they used?ò while another 

added, ñI would prefer simple instructions and various different materials for each 

skill explaining the limitations and use.ò Concerns over screen time and ethical 

boundaries were frequently mentioned: ñWarnings about overuse or screen 

dependency should be included,ò and ñGuidelines for managing screen timeò were 

among the specific recommendations. There was also demand for diverse formats of 
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professional support, such as ñvideo-based guidelinesò and ña leaflet summarising 

rational and irrational use of AI.ò  

 

Some teachers pointed to the need for support under resource constraints: ñI need 

more information about the implementation of AI tools in a situation where I have to 

be economical,ò and others requested topic-specific materials: ñAll necessary info 

about my subject area, if possible, with step-by-step exemplifications.ò Finally, 

teachers stressed the importance of not just technical but pedagogical support as well, 

asking for ñtraining on effective AI usage and cyber rights,ò and ñprompt 

engineering tips, effective AI tools, and more methodological options.ò Overall, the 

findings reflect that teachers are eager to explore AI use, but they need structured, 

realistic, and pedagogically sound guidance that addresses practical classroom needs 

and ethical safeguards 

 

Many teachers emphasized the importance of receiving targeted guidance on how to 

use AI tools to meet the diverse needs of their young learners (f = 15). A recurrent 

theme was the need for customization based on studentsô proficiency, learning styles, 

and contextual factors. As one participant expressed, ñThe teacher should use AI 

tools to create materials suitable for his/her students.ò Another elaborated on the 

potential for AI to ñadapt any material with the vocabularies, grammar structures 

you want in any level.ò These views suggest a demand for flexible tools that allow 

teachers to personalize content while aligning it with curriculum goals. 

 

Teachers also sought practical support in handling classroom diversity. One 

participant highlighted, ñWe have inclusive students in our classrooms, and I would 

like to be guided on how to address these studentsô needs as well.ò Another teacher 

emphasized the socioeconomic divide, asking: ñHow can we integrate AI in 

economically disadvantaged areas of T¿rkiye and in overcrowded classrooms, where 

not every student has access to the internet or mobile tools?ò This demonstrates a 

clear need for equitable AI implementation strategies that do not deepen existing 

disparities. Furthermore, one teacher noted the necessity of understanding learners 

holistically, stating: ñTheir age, culture, language level, parents, likes & dislikes, 

and personal features are quite important.ò Participants also called for concrete 
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resources to support differentiated instruction. As one teacher suggested, ñThere can 

be an infographic or a list of tools with their uses in language areas so that I can 

explore the possibilities of these tools easily.ò Similarly, the need to match tools with 

learnersô specific interests and learning objectives was noted: ñI think I would 

especially like to see what kind of tools there are for different kinds of skills.ò 

Collectively, these insights highlight that teachers are not simply looking for general 

AI integration tips, but rather for structured guidance that addresses the specific 

needs of young learnersô linguistic, cognitive, and social diversity. 

 

Teachers emphasized that any attempt to integrate AI into young learner classrooms 

must begin with careful selection of age-appropriate tools (f = 9). Many participants 

expressed a desire for resources that align with the cognitive, emotional, and 

linguistic stages of young children. As one teacher shared, óôI'm looking for a 

practical, ethical, and child-centered guide that empowers me to thoughtfully 

integrate AI to enhance my teaching without losing sight of the unique needs and 

joys of working with young learners.ôô while another added, ñIt would be helpful to 

have advice on how to ensure that AI activities are age-appropriate.ò These 

concerns were echoed in repeated calls for clear guidance on what constitutes 

developmentally safe and pedagogically useful tools. One participant stated, ñAs a 

young learner teacher, I would like a clear, simple framework that includes: age-

appropriate AI tools and how to use them.ò Similarly, another commented, ñAs a 

young learner teacher, Iôd like clear, practical guidelines on using AI effectively and 

ethically in EFL classrooms, including age-appropriate tools and tips for balancing 

AI with student creativity.ò Beyond tool selection, teachers also wanted detailed, 

context-specific examples of how these applications could be meaningfully 

incorporated into classroom practice. Suggestions included gamified learning apps, 

AI chatbots with basic conversation scripts, pronunciation games, and story 

generators designed for early language learners. Several respondents emphasized the 

need for frameworks that not only ensure safety and engagement but also promote 

human interaction and creativity rather than passive screen time. These findings 

highlight the importance of managing and evaluating AI tools with an understanding 

of young learnersô needs, prioritizing those that are interactive, ethically sound, and 

pedagogically purposeful. 
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As shown in the Table 4.31, another major category identified in the qualitative data 

concerned the Need for Professional Development and Training, reflecting teachersô 

emphasis on building AI literacy, increasing awareness, and accessing formal 

programs to prepare for effective AI integration in young learner EFL classrooms. 

 

Table 4.31. Qualitative Results for the Category ñNeed for Professional 

Development and Trainingò in Relation to Future Needs for AI Integration in Young 

Learner EFL Classrooms 

Theme Categories  Codes  Frequencies 

Future Needs 

Regarding AI 

Integration  

Need for 

Professional 

Development and 

Training  

Developing AI 

Literacy and 

Awareness 

29 

  Formal Training 

Programs 

22 

  Total 51 

 

4.7.2.4. Need for Professional Development and Training 

 

As AI continues to shape modern language classrooms, teachers of young learners 

increasingly emphasize the need for professional development that equips them with 

both technological and pedagogical competencies. Participants consistently noted 

that without proper training, they feel unprepared to implement AI tools effectively. 

There is a growing recognition that enhancing teachersô AI literacy, offering 

structured training opportunities, and fostering awareness of potential biases are all 

crucial components for supporting effective and responsible AI integration in early 

English language education. 

 

Many participants emphasized the foundational need for improving teachersô AI 

literacy and overall awareness before any classroom implementation could be 

considered (f = 29). As one teacher clearly put it, ñThe best recommendation would 

be educating the teachers first, not learners.ò Another participant echoed this view, 

stating, ñFirst of all, teachers should get education to use AI in their lessons.ò The 

responses revealed a shared concern among educators that without adequate 

understanding of how AI tools function, both technically and pedagogically, they 

would not be prepared to make informed instructional choices. 
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Teachers expressed a strong desire for comprehensive, accessible training that 

includes both theoretical and practical components. One respondent highlighted, ñI 

would like to receive comprehensive trainings on how to use AI technologies with 

specific teaching methodologies, supporting different learning styles.ò Others 

pointed to a lack of basic digital readiness, as illustrated by one teacher who said, ñI 

am not good enough at using AI; I need basic information.ò This suggests a wide 

variety of familiarity levels, with some teachers seeking advanced integration 

strategies, while others still require foundational digital literacy. 

 

In addition to tool-specific knowledge, several teachers underlined the importance of 

understanding ethical and pedagogical dimensions. As one participant noted, ñWe 

should take courses about ité not only the tools but also the possible outcomes and 

how to enhance their usage.ò Another emphasized the need to know ñhow to 

balance AI and real communicationò and ñhow to integrate AI ethically and safely 

into my teaching.ò These concerns show that current teacher training programs are 

missing important topics. Related professional development should clearly cover 

both the benefits and possible risks of using AI in young learner classrooms. Overall, 

the findings make it clear that fostering AI awareness and literacy is not simply an 

extra, but a requirement for responsible and effective implementation of AI 

technologies in early EFL settings. As summarized by one teacher, ñAll teachers 

should be trained about AI, what it is, how to use it, and how to avoid misuse.ò 

 

Most of the in-service English language teachers also emphasized the urgent need for 

structured and accessible formal training programs to support the integration of AI 

into young learner classrooms (f = 22). Participants consistently expressed a desire 

for professional development initiatives such as workshops, webinars, and in-service 

training sessions. One teacher noted, "Absolutely I would like to receive courses, 

workshops and guidance from an expert," while another shared, "The use of AI tools 

should be expanded through in-service courses." These statements highlight a shared 

belief that hands-on exposure to AI applications is essential for building confidence 

and competence. Teachers also voiced that such training should be systematic and 

inclusive: "Every EFL/ESL teacher should be informed about AI tools. We should 

take courses about it," and "An effective in-service training program that will 
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introduce AI to teachers thoroughly and it will help teachers with minimal 

experience to familiarize themselves with AI." Furthermore, many recommended that 

these programs include not only technical skills, but also focus on pedagogical 

integration strategies, prompt design, and ethical considerations. There was also a 

call for institutional support, with suggestions that ministries of education or 

governing bodies take initiative: "The government should support both state and 

private schools about it. If the teachers are capable of using AI effectively, schools 

will be better places for the students." Overall, the findings underline that without 

ongoing and well-designed training programs, the full pedagogical potential of AI in 

EFL classrooms for young learners may remain underutilized. 

 

4.8. Results in Relation to Differences in Perceptions Based on AI Literacy 

Levels 

 

In analyzing the distribution of AI literacy levels among participants, it becomes 

evident that a greater number of teachers were categorized as having high AI literacy 

(f = 102) compared to those with lower literacy levels (f = 78). This numerical 

difference indicates that, overall, the participating English language teachers working 

in young learner classrooms tend to possess a relatively strong foundation in AI 

literacy. Many appear to have some degree of familiarity with AI tools, suggesting 

that awareness and exposure to educational AI technologies are gradually becoming 

more common in the teaching profession. 

 

At the same time, the presence of a notable group with lower AI literacy indicates 

that familiarity with AI is not yet widespread among all teachers. While some 

participants show confidence and experience in using AI tools, others may still have 

limited training or exposure. This points to the importance of accessible and well-

designed professional development that helps every teacher build the necessary skills 

to use AI effectively in young learner classrooms.  

 

To address the research question ñIs there a significant difference in the perceptions 

of English language teachers regarding the integration of AI into young learner 

classrooms based on their level of AI literacy?ò, independent samples t-tests were 
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conducted across five key perception dimensions by dividing participants into two 

groups: those with lower and those with higher AI literacy scores as shown in the 

Table 4.32. 

 

Table 4.32. AILS Group Independent Samples Statistics 

Survey/Scale Group n Mean Std. 

Deviation 

t df p 

Teacher 

Preparedness and 

Professional 

Development in 

AI Integration 

Lower 

Mean 

78 2,67 ,449 -6,008 178 ,000* 

Upper 

Mean 

102 3,05 ,399    

Perceived 

Benefits of AI 

Integration in 

Teaching English 

to Young 

Learners 

Lower 

Mean 

78 3,25 ,373 -5,468 178 ,000* 

Upper 

Mean 

102 3,56 ,371    

Concerns or 

Potential 

Drawbacks of AI 

Integration in 

Teaching English 

to Young 

Learners 

Lower 

Mean 

78 2,85 ,442 1,405 178 ,162 

Upper 

Mean 

102 2,75 ,443    

Perceptions of 

Future AI 

Integration in 

Teaching English 

to Young 

Learners 

Lower 

Mean 

78 3,12 ,354 -4,502 178 ,000* 

Upper 

Mean 

102 3,35 ,331    

Recommendations 

for Effective AI 

Integration in 

Teaching English 

to Young 

Learners 

Lower 

Mean 

78 3,41 ,424 -4,538 178 ,000* 

Upper 

Mean 

102 3,68 ,375    

*p<0,05 t: In dependent-samples t test 

 

The results indicated statistically significant differences across four of the five 

dimensions examined: 

ǒ For the dimension Teacher Preparedness and Professional Development in 

AI Integration, the high-AI-literacy group reported significantly higher mean 

scores (M = 3.05, SD = .399) than the low-literacy group (M = 2.67, SD = 

.449), t(178) = ï6.008, p < 0.05. 
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ǒ In terms of the Perceived Benefits of AI Integration in Teaching English to 

Young Learners, a significant difference was again observed. Teachers with 

higher AI literacy reported stronger agreement (M = 3.56, SD = .371) 

compared to those with lower AI literacy (M = 3.23, SD = .373), t(178) = ï

5.468, p < 0.05. 

 

ǒ No statistically significant difference was found in Concerns or Potential 

Drawbacks of AI Integration, as the p-value exceeded the accepted level of 

significance (p = .162), indicating that both groups shared similar levels of 

concern regarding potential risks. 

 

ǒ However, the groups differed significantly in their Perceptions of Future AI 

Integration in Teaching English to Young Learners, with high-literacy 

teachers expressing more positive views (M = 3.35, SD = .331) than teachers 

with lower AI literacy (M = 3.12, SD = .354), t(178) = ï4.502, p < 0.05. 

 

ǒ Similarly, for the dimension Recommendations for Effective AI Integration, 

teachers with higher AI literacy offered more confident and proactive 

suggestions (M = 3.68, SD = .375) than the low-literacy group (M = 3.41, SD 

= .424), t(178) = ï4.538, p < 0.05. 

 

Overall, the findings highlight AI literacy as a key factor influencing EFL young 

learner teachersô perceptions, sense of readiness, and classroom strategies for 

integrating AI into young learner English instruction. Teachers with higher levels of 

AI literacy reported significantly greater preparedness, recognized more benefits, and 

offered more clearer recommendations for effective use of AI. Their perspectives 

also reflected a stronger sense of optimism about the future of AI in language 

education. Interestingly, both high and low-literacy groups reported similar levels of 

concern about possible risks, indicating that such worries are shared broadly, 

independent of literacy level.  These results emphasize the need for comprehensive 

and targeted professional development that empower all teachers to make 

knowledgeable, confident, and pedagogically sound decisions in an increasingly AI-

enhanced educational landscape. 
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4.9. Results in Relation to Teaching Experience and AI-Related Perceptions 

 

This section presents the findings related to the final research question 1f: Are there 

any significant differences in AI-related perceptions of teachers based on their 

teaching experience? To explore this, a one-way ANOVA was conducted to compare 

the responses of three groups of teachers based on their years of teaching experience: 

novice (0ï5 years), mid-career (6ï15 years), and experienced (16ï21 years). The 

analysis aimed to determine whether teaching experience plays a role in shaping 

English language teachersô AI literacy and perceptions of AI integration in young 

learner classrooms. 

  

Table 4.33. Years of Teaching Experience Group Independent Samples Statistics 

Survey/Scale Group n Mean Std. 

Deviation 

df F p Post 

Hoc 

Awareness Sub-

Dimension 

a) 0-5 64 5,18 ,746 2 4,415 ,013* a>b,c 

b) 6-15 65 4,78 ,932     

c) 16-21 51 4,80 ,857     

Total 180 4,93 ,864     

Usage Sub-

Dimension 

a) 0-5 64 4,99 ,722 2 3,686 ,027* a>b 

b) 6-15 65 4,58 1,018     

c) 16-21 51 4,73 ,817     

Total 180 4,77 ,878     

Evaluation Sub-

Dimension 

a) 0-5 64 4,86 ,835 2 1,699 ,186  

b) 6-15 65 4,63 1,043     

c) 16-21 51 4,57 ,905     

Total 180 4,69 ,938     

Ethic Sub-

Dimension 

a) 0-5 64 4,85 ,937 2 ,361 ,698  

b) 6-15 65 4,95 ,870     

c) 16-21 51 5,00 1,033     

Total 180 4,93 ,939     

Artificial 

Intelligence 

Literacy Scale 

(AILS) 

a) 0-5 64 4,97 ,579 2 2,205 ,113  

b) 6-15 65 4,73 ,789     

c) 16-21 51 4,78 ,659     

Total 180 4,83 ,688     

Teacher 

Preparedness and 

Professional 

Development in AI 

Integration 

a) 0-5 64 2,94 ,395 2 1,132 ,325  

b) 6-15 65 2,88 ,489     

c) 16-21 51 2,81 ,498     

Total 180 2,89 ,461     

Perceived Benefits 

of AI Integration in 

Teaching English to 

Young Learners 

a) 0-5 64 3,48 ,355 2 1,081 ,341  

b) 6-15 65 3,37 ,397     

c) 16-21 51 3,42 ,457     

Total 180 3,42 ,401     
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Table 4.33. (continued) 
Concerns or 

Potential 

Drawbacks of AI 

Integration in 

Teaching English to 

Young Learners 

a) 0-5 64 2,78 ,433 2 ,174 ,840  

b) 6-15 65 2,82 ,442     

c) 16-21 51 2,77 ,467     

Total 180 2,79 ,444     

Perceptions of 

Future AI 

Integration in 

Teaching English to 

Young Learners 

a) 0-5 64 3,28 ,316 2 ,384 ,682  

b) 6-15 65 3,23 ,399     

c) 16-21 51 3,23 ,359     

Total 180 3,25 ,359     

Recommendations 

for Effective AI 

Integration in 

Teaching English to 

Young Learners 

a) 0-5 64 3,68 ,369 2 4,249 ,016* a>b 

b) 6-15 65 3,49 ,443     

c) 16-21 51 3,52 ,417     

Total 180 3,57 ,418     

*p<0.05 F: One Way ANOVA 

 

The AI Literacy Scale was analyzed in terms of four subdimensions, awareness, 

usage, evaluation, and ethics, across different teaching experience groups. The 

results revealed statistically significant differences in the areas of awareness and 

usage, while no significant differences were observed in the dimensions of 

evaluation and ethics.  

 

For the ñAwarenessò subdimension, the ANOVA results indicated significant mean 

score differences across the years of teaching experience groups. The table showed 

that with 95% confidence (p = 0.013 < 0.05), a statistically significant difference 

existed among the groups. Specifically, teachers with 0ï5 years of experience 

reported significantly higher awareness values (M = 5.18, SD = .746) compared to 

those with 6ï15 years (M = 4.78, SD = .932) and 16ï21 years of experience (M = 

4.80, SD = .857), suggesting that novice teachers were more familiar with general 

AI-related concepts and terminology. 

 

In the ñUsageò subdimension, the mean scores also differed between the years of 

teaching experience groups. The table showed that with a 95% degree of confidence 

(p = 0.027 < 0.05), a statistical difference existed among the groups. In this 

comparison, usage values of the 0ï5 years group (M = 4.99, SD = .722) were found 

to be significantly higher than the 6ï15 years group (M = 4.58, SD = 1.018). This 
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outcome indicates that novice teachers may be more open to experimenting with and 

integrating AI tools into their daily tasks. 

 

However, for the ñEvaluationò subdimension, mean score did not show the 

differences between the years of teaching experience groups. According to the table, 

with 95% confidence (p=0,186>0,05), no statistically meaningful difference was 

observed. This finding suggests that both novice and experienced teachers showed 

similar abilities in evaluating AI tools effectively and choosing the right ones for 

their needs. 

  

Likewise, no statistically significant difference was found in the ñEthicò 

subdimension across the different experience groups. The table did not show that 

with a 95% degree of confidence (p=0,698>0,05). This suggests that teachers, 

regardless of their years in the profession, showed a shared commitment to ethical 

principles when using AI tools, including attention to data privacy, information 

security, and the responsible use of AI technologies. These findings reflect a 

common awareness of digital responsibility and ethical considerations in AI 

integration among all participants. 

 

In total, the ANOVA results revealed that, with the 95% degree of confidence 

(p=0,113>0,05), no significant difference was found in the overall óôArtificial 

Intelligence Literacy Scale (AILS)ò mean scores across teaching experience groups. 

This suggests that both novice and experienced teachers demonstrated similar 

proficiency in foundational AI knowledge, practical usage, evaluation skills, and 

ethical awareness. 

 

The remaining sections in the survey were also analyzed in relation to years of 

teaching experience. The following results summarize whether statistically 

significant differences emerged among novice and experienced teachers: 

 

For the óôTeacher Preparedness and Professional Development in AI Integrationôô 

section, the ANOVA results showed no statistically significant difference among the 

years of teaching experience groupsô mean scores, with a 95% degree of confidence 
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(p=0,325>0,05). This indicates that both novice and experienced teachers perceived 

similar levels of preparedness and shared similar professional development needs 

regarding AI integration. 

 

For the óôPerceived Benefits of AI Integration in Teaching English to Young 

Learnersôô section, the ANOVA results revealed no statistically significant difference 

among the mean scores of the teaching experience groups, with a 95% degree of 

confidence (p=0,341 >0,05). This indicates that both novice and experienced teachers 

acknowledged similar advantages of using AI in young learner classrooms. 

 

For the ñConcerns or Potential Drawbacks of AI Integration in Teaching English to 

Young Learnersò section, the ANOVA results showed no statistically significant 

difference in mean scores among the teaching experience groups, with a 95% degree 

of confidence (p=0,840>0,05). This suggests that both novice and experienced 

teachers shared similar concerns regarding the challenges and risks associated with 

AI use in young learner classrooms. 

 

For the ñPerceptions of Future AI Integration in Teaching English to Young 

Learnersò section, the ANOVA results revealed no statistically significant difference 

among the teaching experience groups, with a 95% degree of confidence 

(p=0,682>0,05). This indicates that teachers, regardless of their years of experience, 

held similarly optimistic or cautious views about the future role of AI in young 

learner English education. 

 

For the ñRecommendations for Effective AI Integration in Teaching English to 

Young Learnersò section, the ANOVA results revealed a statistical difference in 

mean scores between the years of teaching experience groups, with a 95% degree of 

confidence (p = 0.016 < 0.05). In this comparison, recommendation values of the 0ï5 

years group (M = 3.68, SD = .369) were found to be significantly higher than those 

with 6ï15 years of experience (M = 3.49, SD = .443). This suggests that novice 

teachers may be more proactive or enthusiastic in proposing ideas for the integration 

of AI technologies in young learner English classrooms. 
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In summary, the results indicate that while overall AI literacy levels did not 

significantly differ across teaching experience groups, novice teachers (0ï5 years) 

demonstrated notably higher scores in the Awareness and Usage subdimensions 

compared to their more experienced counterparts. This suggests that early-career 

teachers are more familiar with AI-related terminology and are more actively 

incorporating AI tools into their practice. However, no significant differences were 

found in the Evaluation and Ethics subdimensions, highlighting a shared 

understanding across all experience levels when it comes to critically assessing AI 

tools and maintaining ethical standards. Similarly, teachers, regardless of experience, 

reported similar levels of preparedness, perceived benefits, concerns, and future 

outlooks regarding AI use in young learner classrooms. Interestingly, novice teachers 

provided significantly more recommendations for effective AI integration, which 

may reflect their openness to innovation and eagerness to shape future practices. 

 

 

4.10. General Summary and Wider Significance of the Findings  

 

Overall, the findings of this study demonstrate that in-service English language 

teachers of young learners in T¿rkiye perceive AI as a promising yet complex 

innovation in education. While they recognize its strong potential to enhance 

personalization, motivation, and skill development, they also emphasize the need for 

sustained training, institutional support, and ethical safeguards. These perspectives 

are significant because they reveal the real experiences of teachers who shape 

everyday classroom practice, and their level of preparedness will ultimately 

determine whether AI serves as a lasting educational resource or remains only a 

temporary trend. Looking at the bigger picture, the study highlights that integrating 

AI into early English language education is not merely a technological shift but a 

pedagogical and ethical responsibility. The voices of teachers suggest that the future 

of AI in young learner classrooms will depend on balancing innovation with human-

centered teaching, ensuring that technology complements rather than replaces the 

irreplaceable role of the teacher. In this sense, the results contribute to broader global 

debates on AI in education by underlining that meaningful integration requires not 
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just advanced tools, but informed, confident, and empowered teachers who can use 

them responsibly for the benefit of children. 



 

226 

CHAPTER 5 

 

 

DISCUSSION 

 

 

5.1. Introduction   

 

This chapter presents a comprehensive discussion of the findings in relation to the 

research questions that guided the study. The aim is to interpret the results by 

considering both the quantitative and qualitative data collected from in-service 

English language teachers working with young learners in T¿rkiye. The discussion is 

enriched by relevant literature to examine how the current findings align with, 

diverge from, or add to previous studies in the field of AI integration in English 

Language Teaching (ELT). Each section addresses one of the sub-questions of the 

study, focusing on current practices, perceived benefits and concerns, teacher 

suggestions, and group differences based on AI literacy and teaching experience. The 

chapter concludes with a general synthesis of key insights derived from the findings. 

 

 

Figure 5.1. Prominent Findings of Teachersô Current Practices, Perceptions and 

Recommendations
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5.2. In -service EFL Teachersô Current Practices of AI Integration in Young 

Learner Classrooms  

 

In line with research question 1a, this section discusses in-service EFL teachersô 

current practices of AI integration in young learner classrooms. Regarding the extent 

to which in-service EFL teachers integrate AI tools in young learner classrooms, the 

findings illustrate a mixed pattern of AI integration, with teachers showing high 

personal engagement but limited practical use in teaching young learners. This 

contrast highlights a difference between teachers' personal use and their direct 

implementation with students. While a substantial number of teachers reported a 

moderate to very familiar level of familiarity with AI, this familiarity does not 

consistently translate into frequent classroom usage.  For instance, teachers reported 

using AI tools for their own teaching tasks, such as lesson planning or material 

creation, either sometimes or often, but classroom use with students was markedly 

lower, with a significant portion reporting they use AI tools with students either 

rarely or never. This pattern suggests that, for many in-service EFL teachers, AI is 

currently perceived as a professional support tool for instructional preparation rather 

than a core pedagogical instrument for direct student interaction. This finding aligns 

with the observation that teachers see AI as a complementary tool that assists in 

managing their responsibilities and automating tasks, thereby reducing their 

workload. 

 

This interpretation is strongly reinforced by the empirical findings of Khattak, 

Ghorbanpoor, and Mathew (2025) in Oman, whose study explored EFL teachersô 

perceptions of AI tool integration. Their research focused on three key areas: 

teachersô preparedness and comfort level with AI, the frequency of AI use in the 

classroom, and perceptions of its effectiveness in teaching and learning. Using a 

descriptive survey method with 21 in-service teachers, they found that participants 

generally reported a high degree of comfort using AI tools, yet their actual classroom 

use remained minimal. 

 

Furthermore, the observation that AI is primarily used as a professional support tool 

for tasks like lesson planning and material creation is also strongly supported by the 
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parallel study. Khattak et al. (2025) found that AI was most frequently used for 

teacher-oriented tasks such as material development and lesson planning, while 

student-facing uses were infrequent. This preference indicates that many teachers, 

although open to AI integration, currently perceive it more as a support mechanism 

for easing workload and improving instructional efficiency rather than as a core 

element of interactive classroom pedagogy. 

 

In addition, the findings of the current study reveal a clear pattern in teachersô use of 

AI tools which is a strong preference for a limited set of well-known, general-

purpose applications. Survey data indicate that tools like ChatGPT/Google Gemini 

and Google Translate are by far the most commonly used, with Grammarly and 

Duolingo also showing significant adoption. This indicates that teachers prioritize 

practicality and accessibility when choosing which AI tools to integrate into their 

teaching. This trend closely aligns with the results reported by Khadka, Khatri, and 

Poudyal (2025), who found that EFL teachers in Nepal also tend to rely heavily on 

familiar, high-profile platforms. In their study, Grammarly, ChatGPT, and Duolingo 

were highlighted as the most frequently used tools, valued for their real-time 

feedback, support for writing development, and engaging learning features. 

 

Despite this general openness to using AI, both studies reveal a significant 

underutilization of more specialized and pedagogically targeted AI tools. In the 

present research, applications such as QuillBot, Wordtune, and MagicSchool were 

mentioned infrequently, and interactive platforms designed for young learners, such 

as Kahoot and Blooket, were also used at notably low rates. This trend is quite 

parallel in the findings of Khadka et al. (2025), who also observed that teachers made 

limited use of more complex or pedagogically advanced AI applications. Their study 

reported low engagement with specialized functions and tools that require a higher 

degree of technical familiarity and pedagogical planning. The findings suggest that 

while teachers are generally willing to bring AI into their classrooms, they tend to 

rely on a small set of familiar tools. These are usually easy to access and donôt 

require much training, which makes them appealing but also limits how deeply AI is 

integrated into teaching.  
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This limited scope of AI integration can be attributed to two key barriers consistently 

identified across both studies. Many teachers are not fully aware of the wider range 

of AI tools available, and even when they are, they often lack the training needed to 

use them effectively. Khadka et al. (2025) underscore the importance of moving 

beyond general digital literacy by fostering teacher competencies that are directly 

aligned with classroom-based AI applications. Similarly, the current study highlights 

a need for professional development initiatives that introduce a wider range of age-

appropriate, pedagogically relevant AI tools suited to the specific needs of young 

learners.  Without structured support and guidance, teachers are less likely to explore 

or adopt tools beyond those already familiar to them. Therefore, the findings of both 

studies point to a shared need for more comprehensive and targeted professional 

development that equips teachers to move beyond surface-level use of AI. To fully 

realize the pedagogical potential of AI technologies, educators must be introduced to 

a broader and more purposeful range of tools and provided with the training 

necessary to integrate them effectively and meaningfully into their classroom 

practice. 

 

Building on this, the data reveals that there appears to be a mismatch between 

teachersô recognition of the pedagogical benefits of AI and their actual classroom 

practices. Although many participants acknowledged the motivational value of AI 

through gamification and interactivity, their reported use of such tools remained 

limited. This inconsistency was further reflected in the qualitative responses, where 

teachers frequently emphasized the need for clearer and more practical guidance on 

how to select and apply AI tools effectively. One participant, for example, articulated 

the need for a carefully selected list of ñtrusted, free/affordable AI tools with age 

labels, skill focus, and quick lesson hooks,ò highlighting a desire for resources that 

are both accessible and pedagogically relevant. Such comments underscore an unmet 

need for hands-on, context-specific support that goes beyond general encouragement 

and instead provides concrete, actionable strategies for classroom implementation. 

Overall, these findings reinforce the conclusion that expanding AI integration in 

young learner classrooms will require not only broader exposure to appropriate tools 

but also concrete, practice-based training that bridges the gap between theoretical 

awareness and instructional use. 
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The findings of this study closely parallel earlier research that identifies persistent 

technical and institutional challenges to AI integration in the Turkish EFL context. 

Arslan (2025) argues that the integration of AI technologies into English instruction 

is hindered primarily by limited access to technological resources, particularly in 

public education settings. Similarly, ¢ukur (2023) highlights persistent issues related 

to internet connectivity and inadequate classroom equipment, noting that such 

deficiencies directly affect the feasibility of adopting AI-supported teaching 

practices. The current study builds on these insights by revealing that these systemic 

challenges are compounded by a lack of institutional support and formal training 

mechanisms that are key obstacles to broader AI integration in primary-level English 

instruction. Despite a high level of individual readiness and motivation to learn about 

AI in this study, there is a clear disconnect with institutional support and formal 

training opportunities. The data show that a majority of participants have received no 

prior training on AI in language teaching, and only a small fraction have engaged in 

formal education programs on the topic. This lack of structured professional 

development is a critical barrier, as it leaves many teachers feeling unprepared to 

fully utilize AI's potential in their teaching practices. Moreover, access to AI tools 

remains uneven. A significant majority of teachers reported either moderate or 

limited access to educational AI applications, with more than half indicating they 

lacked the resources necessary to implement these tools meaningfully. This 

disconnect between teacher motivation and institutional support mirrors the systemic 

gaps identified by Arslan (2025) and ¢ukur (2023).  

 

From a cross-cultural perspective, the Turkish findings parallel those from Oman 

(Khattak et al., 2025) and Nepal (Khadka et al., 2025), where teachers also 

demonstrated relatively high levels of personal comfort with AI but limited use in 

student-facing activities. In all three contexts, AI was mainly applied for teacher-

oriented tasks such as lesson planning and material development rather than 

interactive classroom practices. However, while the Nepalese study emphasized 

teachersô preference for a narrow set of well-known tools, the Turkish teachers in 

this study placed greater emphasis on the lack of institutional training and systemic 

support, a factor less pronounced in the Omani and Nepalese contexts. This suggests 

that although the underutilization of AI is a common issue across these regions, the 
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underlying reasons differ, with infrastructural and awareness barriers highlighted in 

Oman and Nepal, whereas professional development and institutional support gaps 

are more prominent in T¿rkiye. 

 

All in all , these findings underline that while teachers possess the willingness and 

foundational knowledge to engage with AI, they are often constrained by the lack of 

adequate training, resources, institutional support and exposure to a broader range of 

pedagogically aligned tools necessary for sustained and meaningful integration in 

early language education. Without targeted investments in technological capacity, 

teacher training, and institutional support, including providing affordable access to 

AI tools and implementing school-wide support strategies, the integration of AI into 

early EFL education is likely to remain limited in scope and educational impact. 

Addressing these structural barriers is essential for realizing the educational value of 

AI and enabling its meaningful application in young learner classrooms. 

 

5.3. EFL Teachersô Perceptions Regarding the Perceived Benefits of AI in 

Young Learner Classrooms 

 

In line with research question 1b, this section discusses the benefits that in-service 

EFL teachers perceive in relation to integrating AI tools into young learner 

classrooms. The findings demonstrate that in-service English language teachers hold 

remarkably positive views about the potential of AI to enhance the teaching and 

learning process in young learner classrooms. Both quantitative and qualitative data 

converge on the idea that AI can provide substantial pedagogical, motivational, and 

practical advantages for young learners as well as for teachers themselves.  

 

Personalization emerged as one of the most strongly approved benefits in the current 

study. Almost all respondents agreed that AI enables personalized learning ways and 

supports learners to practice at their own pace. Qualitative responses reinforce this 

perception, with frequent references to autonomous practice and differentiation for 

diverse learners. Teachers described AI as allowing young learners to progress at a 

level suited to their current abilities, at their own pace, helping shy or hesitant 

learners build confidence without the pressure of performing in front of peers. This 
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alignment between statistical data and qualitative examples highlights that teachers 

view personalization as a core strength of AI, particularly for accommodating the 

developmental variability present in young learner classrooms. 

 

These findings strongly align with prior research emphasizing AIôs role in creating 

personalized learning experiences.  For instance, ¢ift­i (2024) reported in his study 

on practices and perspectives of teachers on using AI tools in ELT that AI-powered 

platforms enable personalized learning experiences and foster student confidence 

through immediate and consistent feedback which are the benefits highlighted by the 

teachers in this study. Similarly, Tulasi and Rao (2023) and Baidoo-Anu & Ansah 

(2023) found that AI facilitates personalized feedback and supports academic 

progress by adapting to learnersô unique educational needs. The alignment is also 

evident in Rusmiyanto et al. (2023), who emphasized how AI tools enhance learner 

autonomy by adapting to individual performance and learning styles, mirroring the 

autonomy and developmental sensitivity highlighted by participants in the present 

research. Furthermore, existing literature has drawn attention to the common 

limitations of traditional instruction in effectively responding to the diverse needs of 

individual learners, particularly in overcrowded classrooms where personalized 

attention is often impractical. In contrast, AI systems, with their ability to process 

learner data and personalize instruction in real time, present a practical and flexible 

solution for addressing individual differences in the classroom (Pokrivcakova, 2019; 

Su & Yang, 2023). 

 

Notably, Rusmiyanto et al. (2023) also found that AI-driven tools not only 

personalize instruction but also promote learner autonomy, enabling students to take 

greater control over their learning path. This aligns with the qualitative insights from 

the present study, where teachers observed that AI-supported autonomy was 

particularly beneficial for young learners who might otherwise struggle to keep pace 

with whole-class instruction. In addition, Su and Yang (2023) highlight that 

conversational AI tools like ChatGPT can support personalization by enabling 

teachers to respond more effectively to individual student needs and by offering 

learners customized learning support outside traditional class hours.  
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The consistency between the current findings and the literature suggests that 

personalization is both a widely recognized and empirically supported advantage of 

AI integration in language teaching. However, while the broader body of research 

emphasizes personalization primarily in terms of efficiency and skill development, 

the present study adds a special insight from the young learner context: 

personalization is not only an academic facilitator but also a confidence-building 

mechanism, particularly for learners who benefit from practicing without peer 

comparison pressures. This highlights both the academic and socio-emotional value 

of AI-driven personalization in early language education. 

 

Another significant benefit emerging from both quantitative and qualitative findings 

is AIôs capacity to boost student motivation and engagement. Quantitatively, a very 

high proportion of teachers agreed that AI makes language learning more interactive 

and enjoyable, and approved the value of gamification in sustaining motivation. The 

qualitative data reinforces this perception, with frequent mentions of ñengaging 

learning materialsò, increased ñlearning motivationò, and ñlesson enjoymentò as 

central advantages. Teachers explained that AI can transform lessons into a fun, 

game-like process, making participation feel less like a formal requirement and more 

like an enjoyable activity. Several teachers described these features as the ñbest partò 

of AI for involving young learners, noting that interactive games and activities not 

only capture attention but also support targeted language skill development.  

 

These results are consistent with previous research indicating that AI-based tools can 

significantly enhance learnersô engagement, interest, and motivation. In a study 

conducted in Pakistan, Firdaus and Nawaz (2024) found that integrating AI into 

language instruction improves studentsô acquisition, engagement, and enthusiasm for 

classroom activities, with most teachers reporting positive experiences. One key 

reason behind this improvement seems to be gamification, which has consistently 

helped boost motivation in young learners as they engage with a second language 

(Reinhardt, 2019; Sundqvist & Sylv®n, 2016). Similarly, Ilyasova (2025) reported 

that interactive story-based activities and games capture childrenôs attention and 

sustain their focus, even in settings with large class sizes or limited supervision. 
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The motivational and engaging value of gamification within AI and AR tools has 

been also consistently demonstrated in young learner contexts. Hsu and Ching (2020) 

found that gamified learning environments have been shown to substantially enhance 

young learnersô attention, motivation, and readiness to speak in a second language. 

Features such as reward systems, progress tracking, and interactive challenges are 

particularly effective, as they correspond closely with the intrinsic motivational 

tendencies of children between the ages of 3 and 7 (Hsiao, 2020). Similarly, in the 

Indonesian context, Zahro and Siswonoôs (2022) work with AR- and AI-based 

English learning media demonstrated outcomes that align closely with the present 

studyôs findings. Their model led to notable improvements in vocabulary acquisition, 

engagement, and learner confidence, highlighting the motivational impact of well-

designed digital tools. In their study, classroom observations revealed that children 

actively repeated new vocabulary aloud and showed visible enjoyment during 

activities, while teachers noted that even shy or hesitant learners became more 

participative when lessons incorporated AI-powered pronunciation feedback. This 

feedback closely simulated real-time teacher interaction, yet offered a safe, low-

pressure environment that reduced performance anxiety and encouraged speaking 

practice. By allowing learners to progress at their own pace, this adaptive feature 

addressed both linguistic development and socio-emotional needs, a combination 

essential in young learner education (Kucirkova & Flewitt, 2020). The study also 

highlighted that immersive, interactive elements, such as animated visuals and 

instant feedback, can sustain attention and motivation over time, aligning with the 

present researchôs finding that gamification and interactivity are essential to 

maintaining engagement in young learner English classrooms (Chang, 2023; Garcia, 

2021).  

 

In line with these studies, the present findings highlight that for many teachers in 

young learner EFL contexts, AIôs motivational impact is not a secondary benefit but 

a vital reason for its adoption. By making lessons enjoyable, interactive, and 

responsive to learnersô needs, AI supports both the affective and cognitive 

dimensions of language learning, ultimately creating a more engaging and supportive 

environment for early English instruction. 
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One of the most consistently valued benefits identified in the present study is also 

AIôs capacity to provide timely, constructive, and individualized feedback. An 

overwhelming majority of teachers agreed that instant corrections enable young 

learners to identify and address mistakes immediately, preventing errors from 

becoming permanent over time. This immediacy was seen as particularly valuable 

for reducing the anxiety and pressure often experienced by shy or hesitant students 

when making mistakes in front of peers or teachers, thereby fostering a more 

supportive and confidence-building learning environment. Qualitative data 

reinforced this perception, with immediate feedback emerging as the most frequently 

cited benefit in open-ended responses. Teachers noted that such feedback not only 

accelerates the learning process but also promotes self-correction and learner 

autonomy. Moreover, many participants emphasized AIôs capacity to deliver 

accurate, data-driven assessment, which eases evaluation and reduces marking 

workload, allowing teachers to devote more time to targeted support and 

individualized intervention.  

 

These findings align closely with previous research highlighting immediate feedback 

as one of AIôs most impactful contributions to English language teaching. ¢ift­i 

(2024) emphasized that real-time feedback, combined with interactive elements and 

repetition, is especially effective for beginners, reinforcing correct language use 

while keeping learners actively engaged. Similarly, Fontanilla et al. (2023) in the 

Philippines and Khattak et al. (2025) in Oman found that automated feedback on 

student writing improves efficiency, raises awareness of grammatical and mechanical 

errors, and reduces teachersô grading burden. Studies by Mudawy and Mohammed 

(2024) in Saudi Arabia and Shang (2022) further confirm that AI-generated feedback 

can enhance lower-order writing skills such as grammar, mechanics, and vocabulary 

accuracy, enabling students to refine their work with minimal teacher intervention. 

 

The efficiency and personalization afforded by AI feedback also support independent 

learning, as noted by Liang et al. (2021) and Yong (2020), who observed that 

learners benefit from being able to study at their own pace, receive feedback on 

demand, and practice without constant teacher supervision. In this way, AI tools act 

as both instructional and assessment aids, combining formative feedback with 
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automated evaluation processes (Tan et al., 2023; Umar, 2024). Applications such as 

grammar checkers, writing assistants, chatbots, and translation tools not only correct 

errors but also help students expand vocabulary, paraphrase, summarize, and refine 

their ideas (Daud et al., 2025). This integration of interactive learning and automated 

feedback has become a defining feature of AI use in language classrooms, with clear 

benefits for both student performance and teacher workload management (Crompton 

et al., 2024; Hao & Tasir, 2024; Rinjeni et al., 2024; Yang, 2022; Zhang et al., 2023). 

 

In the context of the present study, these advantages take on particular significance 

for young learner classrooms, where sustained engagement, immediate 

reinforcement, and a low-anxiety learning environment are crucial. The evidence 

suggests that AIôs ability to provide timely, individualized feedback not only 

supports linguistic development but also enhances learnersô confidence and 

autonomy, making it a valuable asset for early English language instruction.  

 

Closely linked to assessment, one of the most valued benefits of AI is its ability to 

track learner progress over time and identify specific areas of difficulty. Teachers 

described how AI-generated performance analytics provide detailed, actionable 

insights that support instructional planning and allow them to address learning needs. 

Qualitative accounts reinforced this perception, with participants noting that AI 

enables them to ñsee need-to-be-developed points betterò and adapt their teaching 

accordingly. In practice, these capabilities open the way for timely small-group 

interventions, differentiated follow-up activities, and targeted support tailored to each 

learnerôs profile.  

 

In the current study, teachers also highlighted that AI contributes positively to the 

development of all core language skills, with vocabulary emerging as the area where 

its impact is most immediately visible. They described how AI facilitates vocabulary 

learning through contextualized, interactive activities that not only introduce new 

words but also reinforce their use in meaningful contexts. Reading, listening, and 

grammar were also identified as skills that benefit from AI, particularly when 

supported by multimodal input and adaptive features that adjust to each learnerôs 

proficiency level. For speaking, teachers valued AIôs ability to create low-pressure 
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opportunities for oral practice, helping young learners improve pronunciation, build 

fluency, and gain confidence. Writing was similarly recognized as an area where AI 

can provide targeted assistance, especially in supporting mechanics, structure, and 

idea generation. Taken together, these perspectives present AI as a useful 

multifaceted instructional tool, capable of addressing a broad range of language skills 

while offering especially strong advantages in vocabulary acquisition and oral 

communication. In alignment with these findings, Widiati, Rusdin, Indrawati, 

Marzuki, and Govender (2023) in Indonesia note that in the current era of digital 

transformation, EFL teachers generally express positive attitudes toward AI-based 

tools, particularly for their role in facilitating the mastery of language skills. 

 

For instance, the study by Jomaa, Attamimi, and Al Mahri (2024) in Oman presents 

several findings that parallel the results of the current research. Their investigation 

revealed that English teachers held a positive attitude toward the use of AI tools, 

particularly in teaching English vocabulary. The authors reported that such tools 

were viewed as appropriate and effective because they engaged students and 

promoted learner autonomy. Furthermore, the study highlighted that AI integration 

made lessons more interactive and enjoyable compared to traditional methods, 

contributing to increased student participation. 

 

Another point of alignment is the emphasis on contextualized learning. Jomaa et al. 

(2024) described how AI tools were applied to create quizzes, assignments, and 

presentation materials, with ChatGPT used for building sentences and summarizing 

content. Google Translate was also employed to help students produce independent 

sentences using target vocabulary, reinforcing word use in meaningful contexts. 

These practices reflect a shared recognition of AIôs capacity to combine interactive 

features with purposeful language use to support vocabulary development. 

 

Parallel to the present studyôs findings on AIôs ability to create low-pressure, 

confidence-building opportunities for oral practice, previous research also highlights 

its effectiveness in enhancing speaking skills. Dizon and Tang (2020), in the 

Japanese context,  demonstrated that AI can serve as a conversational partner, 

language coach, and multimodal learning tool; in their study, interactions with Alexa, 
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a personal voice assistant, promoted meaningful communication, supported 

vocabulary growth, improved overall language proficiency, and provided an 

enjoyable, engaging environment for spoken practice. Similarly, Kazu and Kuvvetli 

(2023) developed an AI-assisted pronunciation model for Turkish learners, allowing 

them to practice, record, and receive feedback on their pronunciation. This system 

resulted in longer retention of vocabulary and significant improvements in producing 

both consonant and vowel sounds, further illustrating AIôs potential to support 

accurate, confident, and sustained oral communication. 

 

In addition, Yuk and Yunus (2021), in the Malaysian context, found that 

incorporating AI-based platforms into writing activities enhanced the quality of 

content and improved clarity in idea generation, partly by peer feedback. Similarly, 

Rad et al. (2023) reported that Persian EFL learners who used the AI-powered 

Wordtune application felt more motivated, achieved better results, and worked more 

productively than those in traditional writing classes. Students in the non-AI group 

described their lessons as slow and discouraging because they had to wait for teacher 

feedback. 

 

Overall, as Tuncer and Hopcan (2025) note, AI-based applications have the potential 

to support key language skills, speaking, writing, listening, and reading, as well as 

important language components such as vocabulary and grammar. This 

multidimensional contribution to both communication and comprehension aligns 

with the present studyôs findings on AIôs broad capacity to enhance multiple areas of 

language learning. 

 

The findings also indicate that teachers perceive AI not only as a tool for enhancing 

language learning but also as a way to a diverse and abundant range of resources that 

extend beyond the physical classroom. Teachers emphasized that AI provides access 

to varied materials, such as visual, auditory, and interactive content, that cater to 

different learning styles and keep students actively engaged. Many described AI as 

offering ñlimitless sourcesò and ñplenty of resourcesò that can be integrated into 

lessons to create a more dynamic and stimulating learning environment. This 

perspective closely mirrors the results of Firdaus and Nawazôs (2024) investigation 
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with 110 teachers in Pakistan, in which the majority highlighted the AIôs capacity to 

broaden the availability of educational resources, reinforcing the view of AI as a 

powerful means for abundant, diverse, and easily accessible learning materials.   

 

Beyond student-focused benefits, teachers also recognized AIôs significant role in 

supporting their own professional responsibilities. Participants reported that AI 

reduces workload by simplifying the process of creating lesson materials, 

assignments, and assessments. They highlighted that AI can generate ready-to-use or 

adaptable resources, provide creative ideas for classroom activities, and assist in 

tailoring content to meet specific curricular and learner needs. The time saved in 

material preparation and administrative tasks allows teachers to allocate more energy 

to direct instructional activities and monitoring student progress. Qualitative data 

frequently mentioned that AI facilitates more efficient lesson planning, offering both 

creative input and organizational structure for teachers seeking to balance curriculum 

requirements with the individual needs of their students. 

 

These findings align with prior research highlighting AIôs potential to assist teachers 

in preparing and delivering effective instruction. Trust et al. (2023) reported that AI 

can support teachers in writing lesson plans and generating topic-related texts for 

classroom discussions, while Rusmiyanto et al. (2023) and Pokrivcakova (2019) 

emphasized AIôs ability to personalize learning by analyzing student data and 

providing differentiated content which is an aspect particularly valuable in large 

classes where continuous individual analysis is impractical. AI has also been 

recognized for improving time management, addressing a persistent challenge in 

traditional classrooms (De Vries et al., 2014). 

 

In the context of classroom support, Han, Kim, and Kwon (2020) found that Korean 

EFL teachers perceived AI systems as appropriate assistants for in-class activities, 

helping to reduce their workload and enhance instructional quality. Similarly, 

Dilzhan (2024) documented EFL teachersô positive perceptions of using ChatGPT, 

noting its potential to increase student engagement, provide fresh instructional ideas, 

and lighten teacher burden. Research by D¿lger and G¿m¿ĸeli (2023) further 

supports these perspectives, with school principals and educators identifying AI as a 
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useful assistant for reducing administrative workload, facilitating rapid access to 

information, and improving productivity even though both groups emphasized that 

AI cannot replace the human aspects of teaching, such as empathy and emotional 

connection. In the same vein, ¢elik (2024) and Sajja et al. (2023) highlighted the 

value of automating administrative tasks like grading, which allows teachers to focus 

more on high-impact responsibilities such as lesson planning and individualized 

student support. 

 

Taken together, these studies reinforce the present findings that AI serves as more 

than a language learning aid; it is also an effective professional support tool, enabling 

teachers to work more efficiently, creatively, and responsively in meeting both 

instructional and administrative burdens. By combining resource accessibility, time-

efficiency, and workload reduction AI is positioned as both a pedagogical and 

professional asset in the young learner EFL classroom. 

 

Through a cross-cultural lens, the perceived benefits reported by Turkish teachers in 

this study share many similarities with those in other contexts, particularly in relation 

to personalization, motivation, and feedback. For example, as in Indonesia (Zahro & 

Siswono, 2022) and Pakistan (Firdaus & Nawaz, 2024), Turkish teachers emphasized 

AIôs ability to sustain learner motivation through interactive and gamified activities. 

However, unlike in Indonesia, where teachers observed that AI-supported 

pronunciation feedback directly encouraged shy learners to participate more actively, 

Turkish teachers in this study highlighted confidence-building primarily as an 

outcome of personalization and self-paced practice. Similarly, while teachers in the 

Philippines (Fontanilla et al., 2023) and Oman (Khattak et al., 2025) valued AI for 

providing efficient automated feedback in writing, Turkish teachers emphasized its 

broader role in reducing workload and saving preparation time. These similarities 

and differences suggest that although teachers across diverse contexts recognize 

common pedagogical advantages of AI, the specific aspects emphasized often reflect 

local priorities, whether student participation, writing improvement, or teacher 

support. 

 

In sum, the findings demonstrate a clear alignment between the quantitative results 

and the open-ended qualitative responses. The benefits most frequently identified 
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through the survey, such as personalized learning, self-paced instruction, gamified 

experiences, timely feedback, access to diverse resources, and progress monitoring, 

were also emphasized in participantsô written comments. This consistency 

strengthens the overall validity of the data and reflects a shared perception among 

teachers that AI can serve as a meaningful support in language instruction for young 

learners.  

 

Teachers consistently viewed AI as a valuable aid for increasing engagement, easing 

lesson preparation, and supporting skill development especially vocabulary learning. 

Many participants highlighted its potential to adapt to individual learner needs, 

enhance motivation through interactive content, and provide instant feedback that 

helps learners stay on track. These benefits, taken together, suggest that AI can 

address multiple pedagogical priorities in young learner classrooms when 

implemented with thoughtful alignment to developmental needs and curriculum 

goals. 

  

5.4. EFL Teachersô Perceptions Regarding the Perceived Drawbacks of AI in 

Young Learner Classrooms 

 

Despite the many benefits reported regarding AI integration in early English 

language instruction, in line with the research question 1c, the findings also revealed 

a notable degree of concern among in-service teachers. These concerns include 

pedagogical, developmental, technological, and ethical domains, and they emphasize 

the complexities involved in implementing AI tools in young learner classrooms. A 

thorough analysis of both quantitative and qualitative data reveals a clear consensus 

on several key drawbacks, highlighting the need for a critically informed and 

cautious implementation of AI particularly when it comes to developmental 

appropriateness, equity, and the preservation of human interaction in young learnersô 

education.  

 

One of the most prominent concerns highlighted by participants in the current study 

relates to the potential reduction of face-to-face interaction between teachers and 

young learners due to the integration of Artificial Intelligence in language education. 
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Teachers repeatedly stressed that young learners acquire language not only through 

structured instruction but also through emotionally rich, human-centered experiences 

that foster trust, motivation, and engagement. The majority of participants expressed 

the view that AI systems, regardless of their efficiency, lack the emotional sensitivity 

and interpersonal warmth required to establish meaningful teacher-student 

relationships. This concern was strongly linked to the perceived limitations of AI in 

terms of emotional intelligence. Many respondents emphasized that AI tools cannot 

interpret or respond to studentsô emotional cues, cannot provide comfort or 

encouragement, and cannot build the kind of trust that is central to the learning 

process in young learner education. Teachers underlined that these affective 

dimensions are especially vital when working with children in their formative years, 

where emotional connection and relational stability are often crucial requirements for 

effective learning. 

 

This finding resonates with existing literature that emphasizes the limitations of AI in 

imitating the human element of education. Liang et al. (2021) argue that while AI 

can enhance instructional diversity, it cannot replace the subtle, relational feedback 

provided by human teachers. Similarly, Yin et al. (2022) asserts that although AI 

may boost engagement in online settings, it cannot substitute for the social and 

emotional richness of face-to-face teaching. Zainuddin (2024), in the Malaysian 

context also advocates for a balanced model, emphasizing that AI should function as 

a support mechanism, not a replacement for teachers, especially in contexts where 

emotional understanding and interpersonal interaction are essential. 

 

Additional research further supports these concerns. Chounta (2022), for example, 

reported that Estonian teachers were particularly worried about AI diminishing the 

role of human communication and empathy in classrooms. These educators 

expressed concerns that AI might reduce the value placed on human traits and 

diminish studentsô preference for genuine teacher interaction. Echoing this view, 

Baidoo-Anu and Ansah (2023) concluded that AI-powered tools like ChatGPT 

cannot replicate the depth of interaction and emotional presence that human teachers 

naturally bring to the classroom. Therefore, these perspectives strongly suggest that 

the most effective use of AI in young learner classrooms lies not in replacement, but 
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in strategic reinforcement, where AI supports instructional goals without displacing 

the human connections that children need to develop. Teachers in this study clearly 

articulated that while AI may assist with content delivery and practice, it cannot fulfil  

the relational, affective, and social roles that define high-quality language education 

at the primary level. 

 

Another recurrent theme in the findings was the concern that AI integration in 

language classrooms could raise overreliance on technology, both among learners 

and teachers. Many teachers expressed discomfort with the possibility that AI might 

foster passive learning habits by encouraging students to rely on automated responses 

rather than developing independent thinking. The study revealed that teachers were 

particularly worried about AI tools limiting creativity, imagination, and critical 

thinking skills. Qualitative responses repeatedly highlighted fears that students might 

ñcopy and pasteò AI-generated answers without engaging cognitively with the 

content, which could hinder deeper understanding and discourage originality. This 

concern extended beyond learners to the teachers themselves, as some believed that 

overuse of AI might even reduce their own instructional creativity. These reflections 

reinforce the importance of maintaining a pedagogical balance that promotes 

autonomy, exploration, and higher-order thinking while integrating AI technologies 

into the classroom.  

 

These findings are strongly supported by recent literature. For instance, Bekou et al. 

(2024) found that many English language teachers in Morocco regarded overreliance 

on AI applications as a significant drawback, warning that it might distract both 

teachers and learners from essential, interactive practices such as authentic 

conversation and real-world language use. Similarly, in a study involving 

Vietnamese EFL teachers, Cong-Lem et al. (2024) reported that many instructors 

viewed studentsô overdependence on ChatGPT as a threat to genuine academic 

progress, especially in contexts where learners already exhibited low levels of critical 

thinking and language proficiency. 

 

Similar concerns have been expressed in the literature, emphasizing that the 

uncritical use of AI in educational settings may weaken both studentsô and teachersô 
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capacity for creative and critical engagement, while also hindering learnersô 

linguistic and cognitive development when AI is used to complete tasks that require 

independent effort (Huertas-Abril & Palacios-Hidalgo, 2023; ¢ift­i, 2024). To 

address these risks, the studies emphasized the need for clearly defined guidelines to 

ensure that AI is used to enhance, rather than replace, meaningful learning processes. 

Furthermore, Arslan (2025) highlighted teachersô concerns that excessive 

dependence on AI could negatively affect learnersô ability to think autonomously and 

engage in problem-solving. Therefore, the collective evidence from both the current 

study and the literature underlines an immediate need for the balanced and 

purposeful integration of AI into language classrooms. Teachers must be supported 

in adopting AI not as a shortcut, but as a tool that promotes exploration, fosters 

higher-order thinking, and sustains creativity for both learners and educators. 

 

Another issue that emerged strongly was screen time. This was one of the most 

frequently cited concern in both quantitative and qualitative data. Teachers worried 

that prolonged exposure to digital screens, which is an inevitable consequence of AI-

based instruction, might have negative effects on childrenôs physical health, attention 

span, and social behaviour. Descriptions of ñscreen addiction,ò ñimpaired focus,ò and 

reduced outdoor activity were common among open-ended responses. This concern 

was not limited to digital exhaustion but extended to developmental risks, as many 

teachers stressed that young children require hands-on, sensory, and face-to-face 

learning experiences that screens cannot fully replicate. 

 

Similar concerns are reflected in recent research on EFL teachers. While they 

acknowledge the advantages of AI in enabling personalized learning experiences, 

they also raise concerns about potential negative impacts on studentsô 

communication and thinking skills. Many teachers point out that too much reliance 

on screen-based tools may reduce opportunities for real human interaction and active 

learning. The study emphasizes the importance of using AI in a balanced way, 

guided by teachers, especially for young learners who still need direct, social, and 

sensory experiences to support their development (Elmahdi et al., 2024). 

 

The findings also pointed to concerns about the pedagogical alignment and reliability 

of AI tools. While some teachers found AI generally compatible with existing 
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curricular goals, others expressed uncertainty about whether these technologies could 

meet national standards or support the full scope of communicative competence. 

Specific doubts were raised regarding the accuracy and appropriateness of AI-

generated content, particularly when it comes to language explanations or task 

prompts that might be oversimplified or even misleading. Several teachers noted the 

possibility of ñhallucinatedò content from AI systems, emphasizing the need for 

teacher oversight and verification. Similarly, AI-based assessments were perceived 

with suspicion by many participants, who felt that such tools may not fully capture 

the special, context-dependent nature of young learnersô language abilities. This 

suggests that teachers remain doubtful about the validity and pedagogical reliability 

of AI evaluation methods, especially in early language learning contexts where 

developmental variability is high. 

 

A recent large-scale study of Iranian EFL teachers reflects a similar sense of caution, 

revealing that while educators recognized the potential benefits of AI in language 

teaching, they also expressed strong concerns about its reliability and alignment with 

educational objectives. Participants noted that AI-generated content often lacked 

sufficient depth, sometimes provided oversimplified or even misleading 

explanations, and frequently failed to align with the principles of communicative 

language teaching. The study emphasized the need for teachers to maintain control 

over how AI is used in the classroom to ensure that both instructional materials and 

assessments remain accurate, meaningful, and contextually appropriate (Parviz, 

2024). Similar concerns appear in another study, which found that AI systems often 

miss the deeper meaning behind language, such as idioms, cultural context, or 

informal expressions, and may give feedback that is correct in form but wrong in 

meaning. This highlights why teacher guidance remains essential when using AI in 

language learning (T¿t¿niĸ et al., 2025). 

 

Equity and access issues emerged as another key theme in the dataset. Teachers 

consistently voiced concern about the potential for AI integration to widen the gap 

between students with differing levels of access to technology. Many reported that 

learners in rural areas or economically disadvantaged households lacked access to 

appropriate devices, stable internet connections, or parental digital support. These 
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disparities were seen as not only technological but also social, as unequal access may 

prevent some students from fully participating in AI-enhanced learning activities, 

thereby enlarging existing educational inequalities. Moreover, several participants 

highlighted that both students and teachers sometimes lacked the digital literacy 

necessary to use AI tools effectively. This concern was particularly prominent in 

settings where institutional support and training opportunities are limited, further 

reinforcing the call for targeted professional development and infrastructure 

investment.  

 

Parallel concerns have been raised in the literature. For instance, ¦retmen (2024) 

reported that from EFL teachersô perspectives, unequal access to AI technologies 

across different regions and socioeconomic backgrounds could deepen existing 

educational disparities. Similarly, Taghizadeh and Yourdshahi (2019), in the Iranian 

context, noted that a lack of infrastructure including devices, projectors, and reliable 

classroom hardware, creates substantial barriers, especially in overcrowded 

classrooms where students cannot individually interact with AI materials. In the 

Turkish context, ¢etin (2024) and ¢ukur (2023) also highlighted the persistence of 

problems such as weak internet connectivity, outdated equipment, and insufficient 

technological support, all of which limit meaningful AI integration in EFL 

classrooms. To overcome these obstacles, these studies emphasized the need for 

institutional funding, equipment upgrades, and training support to allow teachers to 

meaningfully engage with AI technologies. 

 

In a broader global context, van Deursen and van Dijk (2019) in the Netherlands 

described how poor internet availability and device access in underserved regions 

significantly restrict AI adoption and threaten to widen educational inequalities. 

These authors, along with Liang et al. (2021), called for strategic technical 

development to ensure AI benefits can reach all learners, regardless of context. 

Similarly, Su and Yang (2023) and Mathew (2024) pointed out that the high costs 

associated with AI technologies including investments in hardware, software, and 

maintenance, create a major challenge for underfunded schools. Crompton et al. 

(2024) added that overcoming these barriers requires coordinated policy action to 

prevent AI from becoming an exclusive privilege rather than a universally accessible 
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tool. Finally, ¥zkan, Erdemir, and Coĸkun (2024) emphasized the importance of 

institutional collaboration and policy development to ensure that AI integration 

promotes equity and does not replicate or deepen existing divisions. So, both the 

current findings and the supporting literature clearly demonstrate that AI 

implementation cannot be separated from broader issues of access, resource 

availability, and educational equity. Without purposeful investment in technology, 

educator training, and supportive policy frameworks, the potential of AI to improve 

learning outcomes may not reach the students who need them most. Instead of 

reducing inequalities, it could end up making them worse. 

 

Ethical concerns also emerged as a significant theme in the current study, particularly 

regarding the use of AI tools in classrooms with young learners. Teachers raised 

critical questions about data privacy, emphasizing that AI tools often collect and 

store user data, sometimes without clear consent or transparent usage policies. Given 

the sensitivity of working with children, participants stressed the need for strong 

precautions to protect learnersô personal information. The qualitative responses also 

revealed deeper concerns about the ethical design of AI systems. Beyond privacy, 

many teachers also drew attention to the potential for algorithmic bias embedded 

within AI systems. Several respondents raised the concern that AI tools, depending 

on how they are trained, might reproduce stereotypes or deliver content that is not 

socially or culturally appropriate. These reflections highlight a growing recognition 

that, despite its potential, AI remains influenced by human assumptions, limitations, 

and biases. Teachers stressed that AI applications should be critically assessed, both 

in terms of their ethical design and their alignment with human values, before being 

fully implemented in pedagogical environments. 

 

These concerns are strongly echoed in recent literature. Scholars widely agree that 

the integration of AI into education introduces serious ethical challenges, particularly 

regarding data privacy, algorithmic transparency, and fairness (Jobin et al., 2019; 

Simbolon, 2024; ¢ift­i, 2024). AI systems often rely on collecting large amounts of 

user data, raising questions about how this data is stored, shared, and used especially 

when involving vulnerable populations like young learners (Akgun & Greenhow, 

2022; Watal, 2024). Without clear consent protocols and secure systems, educators 



 

248 

fear that studentsô personal information could be exposed or misused. In addition to 

privacy, concerns about algorithmic bias have also gained attention. Studies warn 

that AI tools may unintentionally reinforce stereotypes or deliver culturally 

inappropriate content, particularly if not designed with inclusive and equitable 

frameworks (Huang, 2023; Homayouni et al., 2024). These risks are especially 

relevant in language education, where content sensitivity and contextual 

appropriateness are critical. To address these issues, researchers strongly advocate 

for the development of clear ethical guidelines, transparent policies, and teacher 

training to ensure responsible AI use. Teachersô voices should be central in shaping 

these frameworks, as they are the ones directly implementing AI in classrooms 

(¦retmen, 2024; Dakakni & Safa, 2023; Kim et al., 2021). Without proper 

safeguards, using AI in education could weaken learner autonomy, reduce trust, and 

deepen existing inequalities. 

 

Lastly, teachers reported a general lack of guidance on how to use AI in a 

developmentally appropriate and pedagogically meaningful way. Many described 

feeling unprepared to evaluate tools, integrate them into lessons, or monitor student 

use effectively. This lack of pedagogical support, combined with the perception that 

AI could cause cognitive overload in younger learners, created a sense of unease 

among participants. They stressed the need for structured, age-appropriate 

implementation strategies that clearly define the role of AI in supporting, not 

replacing, core educational goals. This finding aligns with recent research pointing to 

the lack of clear and consistent guidelines for AI use in T¿rkiyeôs educational 

context. As noted by Hossain, ¢elik, and Hēnēz (2025), the absence of structured 

policies leaves many teachers and students uncertain about how to use AI effectively, 

leading to hesitation, anxiety, or even complete avoidance. The study further warns 

that without targeted support and guidance, inconsistent or ineffective use of AI may 

create future disadvantages for learners and contribute to broader educational 

inequalities. 

 

From an intercultural standpoint, many of the concerns expressed by Turkish 

teachers mirror those reported in other contexts, though with some notable 

differences. Similar to findings from Malaysia (Zainuddin, 2024) and Estonia 
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(Chounta, 2022), teachers in this study stressed the irreplaceable value of human 

interaction and the limitations of AI in addressing emotional and social dimensions 

of learning. At the same time, concerns about overreliance on technology raised in 

T¿rkiye strongly align with those highlighted by Moroccan (Bekou et al., 2024) and 

Vietnamese teachers (Cong-Lem et al., 2024), who feared that AI might undermine 

learnersô creativity and critical thinking. In contrast, Iranian studies (Taghizadeh & 

Yourdshahi, 2019; Parviz, 2024) emphasized infrastructural limitations and 

misalignment with communicative approaches, whereas Dutch research (van 

Deursen & van Dijk, 2019) focused more on digital inequalities stemming from 

device and internet access. Taken together, these comparisons suggest that while 

teachers across different countries share common worries about equity, human 

connection, and overdependence, the relative emphasis placed on these concerns is 

shaped by contextual realities such as infrastructure, cultural expectations, and policy 

priorities. 

 

To sum up, while the teachers in this study clearly saw the potential of AI to support 

and enrich language learning for young children, their concerns reflected a strong 

call for balance, careful planning, and protective measures in its implementation. 

Rather than rejecting AI directly, they emphasized its value as a complementary tool 

that can support engagement and broaden access. In doing so, they positioned AI not 

as a replacement for traditional pedagogy, but as an aid that must operate within 

well-defined boundaries. However, they also stressed that these benefits should never 

overshadow the core elements that make education meaningful at this age such as 

face-to-face interaction, critical and creative thinking, emotional connection, and 

educational equity. The findings suggest that if AI is to be used effectively in young 

learner English classrooms, it must be guided by clear ethical principles, practical 

training for teachers, strong pedagogical support, and fair access to technology. What 

teachers  are asking  for is not just access to digital tools, but a system that helps 

them use  those  tools in  ways that  are age-appropriate,  inclusive, and responsible. 

This is where  future research  and educational  policy  must focus on  building  

support  structures  that make  AI both  useful  and truly beneficial for young 

learners. 
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5.5. EFL Teachersô Recommendations for Effective AI Integration AI in Young 

Learner Classrooms 

 

In line with the research question 1d, the findings from this study show that in-

service English language teachers have a clear and thoughtful understanding of how 

AI should be integrated into classrooms for young learners. Rather than focusing 

only on the potential of AI, teachers offered a wide range of practical and meaningful 

suggestions. Their recommendations reflect a strong wish to make AI integration 

both educationally useful and developmentally appropriate for young learners in 

early stages of language learning. Drawing from both quantitative survey items and 

qualitative open-ended responses, their recommendations consistently emphasize a 

balanced, ethical, inclusive, and teacher-guided approach to AI integration. 

 

One of the main ideas that came out of the data was the strong need for organized 

training and support on how to use AI in classrooms with young learners. The survey 

showed that nearly all participants agreed that understanding how to use AI in a 

child-centered and pedagogical way is essential. Open-ended responses supported 

this view, with teachers asking for both pre-service and in-service programs that 

cover how to use AI in teaching, how to deal with its ethical issues, and how to 

handle the technical side. Teachers viewed digital skills not as an extra, but as 

something essential for keeping up with new technology in the classroom. They also 

said that the training should not just explain how AI works, but help teachers learn 

how to use it in ways that are suitable for childrenôs age, needs, and learning goals. 

Many also emphasized that teachers must stay up to date with technology because 

todayôs students are already familiar with digital tools and expect to see them in their 

learning environments. This aligns with recent research that highlights the need for 

professional development programs that go beyond basic technical skills, 

incorporating pedagogical and ethical dimensions of AI use in EFL classrooms 

(Edmett et al., 2023; Baĸal, 2025; ¥zkan et al., 2024). Moreover, ongoing training is 

essential due to the evolving nature of AI in education (Karataĸ et al., 2024).  

 

Another strong recommendation focused on the need for institutional and 

technological support. Teachers said that they cannot integrate AI effectively unless 
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they have access to the right equipment, such as computers, tablets, and internet 

connections, as well as software and technical help. They also stressed that 

governments and school leaders should take an active role in supporting this process 

by offering clear policies, providing free or affordable AI tools, and ensuring that all 

schools have equal access to technology. Without this kind of support, teachers 

worried that AI would only benefit certain groups of students and could increase the 

digital divide. To support effective and equitable AI integration, researchers have 

recommended improving digital systems particularly by addressing persistent 

challenges such as inadequate internet connectivity and limited institutional 

resources, which remain significant in the Turkish EFL context (¢ukur, 2023; ¥zkan 

et al., 2024).  

 

Teachers highlighted the importance of using AI tools in a purposeful way that fits 

with the existing curriculum and learning goals. Instead of seeing AI as something 

extra or separate, they felt it should be built into regular lesson plans and classroom 

activities. Most teachers in the survey supported this idea, and open-ended comments 

also stressed that AI should help teaching, not interrupt it. Many teachers said there 

should be a clear and organized plan for using AI in schools, warning against 

choosing tools just because they are new or popular. They also suggested that AI 

should be gradually integrated into textbooks and classroom materials to make it feel 

like a natural part of the learning process. They believed that AI should be used when 

it adds real value to learning, not just because it is a new technology. This finding is 

consistent with studies that recommend aligning AI integration with existing 

curriculum goals, emphasizing purposeful and pedagogically meaningful use over 

adopting tools simply for their novelty (Khadka et al., 2025; Zainuddin, 2024). 

 

Teachers also emphasized that AI should support, not replace, human-led teaching. 

Many believed that AI can be useful for extra language practice, personalized 

learning, and reinforcing lessons, but it should not take away the personal, emotional, 

and social aspects of teaching. They clearly stated that young learners learn best 

through real human interaction, empathy, and meaningful connections. While Tao et 

al. (2019) reported that teachers expressed concern over the possibility of being 

replaced by robots, the current study revealed a contrasting view. No matter how 
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advanced technology becomes, it cannot replace the human relationships that are at 

the heart of effective young learner language education. In their open-ended 

responses, teachers showed strong agreement to preserving creativity, peer 

interaction, and emotional connection within AI-enhanced classrooms. Supporting 

this recommendation, Ertmer and Ottenbreit-Leftwich (2010) argued that AI should 

serve as a complement to, rather than a substitute for, the teacherôs role, allowing 

educators to integrate digital tools without losing the relational aspects of teaching. 

Similarly, in the Malaysian context, Zainuddin (2024) called for a balanced model in 

which AI is used to enrich, rather than diminish, the creative and emotional elements 

that define meaningful classroom experiences. 

 

Teachers also voiced a strong preference for active teacher agency and autonomy in 

AI integration decisions. Many agreed that educators should have the authority to 

select, evaluate, and adapt AI tools based on classroom realities, student needs, and 

their own instructional styles. This autonomy was tied to the belief that no single tool 

or method works in every situation, and that flexibility is essential for using AI in a 

meaningful and responsible way. The qualitative findings added that teachers not 

only want options but also the freedom to experiment, adjust, and improve their use 

of AI over time. This focus on autonomy reflects a broader professional view, where 

teachers see themselves not just as users of technology but as thoughtful 

professionals who decide how it should be used to support learning. Recent studies 

also emphasize that teacher decision-making and freedom to adapt AI tools is critical 

for successful and sustainable integration (Khattak et al., 2025; ¥zkan et al., 2024). 

 

A key theme that emerged from both the quantitative and qualitative data was the 

ethical dimension of AI integration, with a strong focus on data privacy and content 

reliability. Teachers consistently called for clear rules and guidelines to ensure the 

responsible use of AI, especially when it involves handling young learnersô personal 

information. Many expressed concerns about how AI systems collect, store, and use 

student data, highlighting the urgent need for transparency and safeguards to prevent 

potential risks. They warned that, without proper oversight, AI tools could put 

private information at risk or expose students to biased, inaccurate, or 

developmentally inappropriate content. To prevent this, participants stressed the need 
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for teacher control and careful checking of AI-generated material. They also 

emphasized the importance of fostering critical digital literacy, encouraging both 

educators and students to question and evaluate AI-generated outputs instead of 

accepting them without thinking. This view shows that using AI responsibly is not 

only about keeping data safe, but also about helping students and teachers use 

technology carefully and wisely in the classroom. These concerns reflect broader 

ethical debates in the literature, which highlight risks of surveillance, bias, and lack 

of transparency in AI systems. Researchers stress the importance of teacher 

awareness, data protection policies, and ethical training in AI use (Huang, 2023; 

Akgun & Greenhow, 2022; Homayouni et al., 2024; Watal, 2024). 

 

Teachers also shared clear suggestions regarding the selection and design of AI tools, 

emphasizing the need for practicality, affordability, and user-friendliness. They 

stressed that these tools should be regularly updated to reflect effective teaching 

methods and classroom realities. A strong emphasis was placed on inclusivity as 

teachers believed that AI should be designed to support a wide range of learners, 

including those with disabilities, different levels of English proficiency, or limited 

access to technology. Rather than viewing inclusivity as an added benefit, teachers 

saw it as a core requirement. They called for features that allow for customization, 

flexibility, and adaptation to different learning speeds, styles, and needs. This shows 

that teachers care deeply about making AI tools useful for all students by ensuring 

that every child has fair and meaningful access to learning in early language 

classrooms. This recommendation reflects current studies highlighting the need for 

inclusive AI design, adaptable features, and the elimination of barriers to equitable 

access (Zainuddin, 2024; ¥zkan et al., 2024). 

 

Another key suggestion from teachers was to implement AI tools gradually and with 

flexibility. They noted that both teachers and students need time to get used to these 

tools, try them out, and become confident in using them effectively. A step-by-step 

approach was seen as more manageable and appropriate, especially in young learner 

education, where routines and age-appropriate methods are very important. Instead 

of introducing AI tools all at once, teachers preferred starting with controlled 

classroom use, providing guidance along the way, and allowing time for reflection 
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and adjustment. This is consistent with research indicating that gradual 

implementation helps build teacher confidence, prevents cognitive overload, and 

promotes developmentally appropriate use of AI in the classroom (Khattak et al., 

2025; Ho, 2024).  

 

Many teachers also highlighted the importance of fostering learner autonomy when 

using AI tools. Instead of limiting AI use to classroom activities, they suggested 

introducing it gradually as a means for self-directed learning beyond the school 

setting. Teachers noted that young learners could benefit from using AI for tasks 

such as homework, revision, or creative projects at their own pace, especially in 

situations where classroom time is limited. They also emphasized the value of 

teaching students how to monitor their own progress and engage with AI in 

thoughtful, purposeful ways rather than using it passively. At the same time, teachers 

expressed concerns about screen time and the possible negative effects of prolonged 

digital exposure. To balance these concerns, they recommended using age-

appropriate tools with time limits that align with young learnersô attention spans and 

developmental needs. These insights reflect teachersô efforts to promote responsible 

and independent technology use while also prioritizing studentsô well-being and 

focus. Recent literature also supports this emphasis on digital autonomy and healthy 

boundaries, calling for responsible, developmentally sensitive AI use that empowers 

rather than overwhelms learners (Zainuddin, 2024; Ghafouri, 2024). 

 

Across cultural contexts, the recommendations emerging from Turkish teachers show 

strong parallels with those reported in Malaysia (Zainuddin, 2024) and Oman 

(Khattak et al., 2025), particularly the call for balanced, teacher-guided use of AI 

supported by sustained professional development. Nepalese teachers likewise 

emphasized purposeful, curriculum-aligned integration and cautioned against 

adopting tools for novelty alone (Khadka et al., 2025). A key difference is that 

Turkish studies place stronger emphasis on system-level enablers such as equitable 

access, infrastructure upgrades, and institutional policies (¢ukur, 2023; ¥zkan et al., 

2024), whereas recommendations in Malaysia and Oman foreground teacher training 

and classroom-level implementation. Taken together, these comparisons suggest that 

while there is broad agreement on the importance of ethical, inclusive, and teacher-
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guided integration, the emphasis differs across contexts: in T¿rkiye, 

recommendations center more on policy and infrastructural reforms, whereas in 

Malaysia, Oman, and Nepal they focus on teacher capacity-building and gradual 

classroom implementation. 

 

In summary, the teachersô recommendations reflect a clear and balanced view for 

integrating AI into early language education. They were not against using 

technology, in fact, they saw its value but they wanted it to be used in ways that 

support good teaching practices and match the developmental needs of young 

learners. Their suggestions point to the need for a thoughtful, ethical, and human-

centered approach that values teacher autonomy, promotes student well-being, and 

positions AI as a supportive tool within the learning process. Teachers asked for 

inclusive and easy-to-use tools, clear ethical guidelines, strong support systems, and 

training that enables them to make appropriate choices for their classrooms. Most 

importantly, they reminded educators and decision-makers that teaching young 

children depends on personal connection, emotions, and care. In this context, AI 

should serve as a helpful partner, not a substitute, for the human role in education.  

 

5.6. EFL Teachersô Perceptions of the Future Use of AI and Their Needs for 

Effective Integration in Young Learner Classrooms 

 

The survey results also suggest that most in-service English teachers hold a generally 

positive view about the future of AI in young learner classrooms. Many participants 

expect AI to play an important role in how English will be taught in the coming years 

and believe it will influence key aspects of language education. Teachers also 

showed strong agreement that AI has the potential to personalize learning, support 

students with different needs, and make lessons more engaging and accessible. A 

similar sense of optimism is evident in Wulandaryôs (2024) study on the prospects 

and challenges of integrating AI into English language teaching, which found that 

teachers saw AI as a transformative tool in ELT capable of delivering personalized 

learning, instant feedback, and engaging interactive experiences that support a wide 

range of student needs. Similarly, Charisi et al., (2022) identifies AI as a 
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transformative force for enhancing childrenôs development in both formal and 

informal learning environments. 

 

When viewed across cultures, the cautious optimism expressed by Turkish teachers 

mirrors findings in other contexts, such as Wulandaryôs (2024) study in Indonesia 

and Charisi et al.ôs (2022) European Commission report, both of which highlight 

AIôs transformative potential alongside strong calls for ethical safeguards and 

structured implementation. While similarities exist in terms of enthusiasm for 

personalization, feedback, and engagement, the Turkish case places stronger 

emphasis on the lack of institutional training and policy guidance, reflecting systemic 

challenges unique to the local context. 

 

At the same time, the findings show that teachers are not unaware of the challenges. 

Some participants expressed concern about the speed of AI integration, pointing to a 

need for thoughtful planning. There was also broad agreement on the importance of 

ethical boundaries and regular updates to keep AI tools relevant and safe. While the 

general outlook is hopeful, the responses reflect a need for balanced, careful, and 

well -supported use of AI, especially in young learner education contexts where 

learner safety and developmental needs are more delicate. Overall, teachers seem 

open to change, but they also want this change to happen responsibly, with the right 

systems and support in place. This cautious optimism aligns with previous research 

highlighting teachersô support for AIôs potential, while simultaneously stressing the 

need for ethical safeguards, pedagogical alignment, and policies that prevent 

unregulated implementation (Ali & Ekeng, 2024; Alghamdy, 2023). 

 

Teachersô written responses also provide valuable insights into the kind of support 

they would need for the responsible and effective use of AI in young learner 

classrooms. The thematic analysis revealed four main areas of concern including 

stakeholder collaboration, ethical and safe AI use, practical implementation 

guidance, and professional development needs. 

 

Many teachers emphasized the importance of stakeholder collaboration, especially 

with parents. They felt that parents should be informed about how AI tools are used 
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and even suggested offering basic training or resources to build trust and support 

learning beyond the classroom. There was also a call for broader cooperation with 

colleagues, school leaders, and IT staff, highlighting the belief that AI integration 

should be a shared effort rather than an individual responsibility. This emphasis on 

collaboration is strongly echoed in both UNICEF (2021) and Charisi et al. (2022), 

which underline the need for inclusive, multi-stakeholder engagement in the 

development and implementation of AI systems for children. These reports stress 

that parents, caregivers, teachers, school leaders, and institutions must be actively 

supported to understand and monitor how AI tools impact children's learning, 

privacy, and well-being. In particular, they emphasize the importance of equipping 

parents and caregivers with accessible resources and knowledge to ensure they can 

meaningfully engage in decisions regarding AI use in education. 

 

Concerns about ethical and safe use were also widely expressed in this section as 

well. Teachers requested clear, accessible guidelines on data privacy, age-appropriate 

content, and online safety. Several stated that they would feel uncomfortable using 

AI without strong ethical safeguards in place, especially when working with young 

children. The need for tools to be both pedagogically sound and developmentally 

appropriate was frequently mentioned. UNICEF (2021) echoes this concern by 

warning that AI systems, while beneficial, may pose risks to childrenôs privacy, 

safety, and well-being if ethical safeguards and human oversight are not in place. The 

report highlights that children may not fully grasp the concept of privacy and could 

unknowingly reveal sensitive personal data, emphasizing the need for strict 

protections, transparency, and ethical responsibility in AI design and use. 

 

The demand for practical and clear implementation guidance was also one of the 

most consistent themes. Teachers asked for realistic and easy-to-follow resources, 

such as practical guides, example activities, and recommendations customized by age 

group and language skill. Many wanted support for addressing learner diversity and 

using AI effectively in classrooms with limited resources. Some also highlighted the 

importance of balancing technology with human interaction. Similar needs were 

highlighted in prior research, where EFL teachers emphasized the lack of ready-to-

use AI outputs and stressed the importance of accessible, pedagogically reliable 
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materials tailored to real classroom contexts. They also pointed out that AI should 

enhance, not replace, human interaction in teaching, reinforcing the need for teacher-

centered adaptation and supervision (Alghamdy, 2023; Setyaningsih et al., 2024; Sari 

& Yulia, 2025). 

 

Lastly, there was a strong emphasis on professional development and training. 

Teachers expressed that they did not feel fully prepared to use AI tools confidently or 

effectively. They called for structured learning opportunities, such as in-service 

workshops and expert-led sessions, that cover both technical knowledge and 

pedagogical strategies. Institutional and government-level support was also 

mentioned as necessary to ensure equal access to training for all educators. This 

aligns with global calls for capacity development. According to Bryant et al. (2020), 

one of the main barriers to effective AI integration is the lack of teacher training, and 

without strong professional development systems, even the most advanced 

technologies may go unused or misused. Similarly, Charisi et al. (2022) call for AI 

competence-building programs in teacher education, and UNICEF (2021) proposes a 

national-level self-assessment strategy to help teachers evaluate and develop their AI 

literacy. 

 

In sum, while teachers expressed openness to using AI in young learner contexts, 

they also made it clear that this requires thoughtful planning, strong ethical 

foundations, and ongoing professional support. 

 

5.7. Differences in EFL Teachersô AI-Related Perceptions Based on AI Literacy 

Levels 

 

In line with the research question 1e, the findings from this study revealed that AI 

literacy plays a significant role in shaping English language teachersô perceptions 

regarding the integration of artificial intelligence into young learner classrooms. The 

independent samples t-tests conducted across five key dimensions demonstrated clear 

distinctions between teachers with higher and lower levels of AI literacy, 

underscoring the pivotal influence of literacy levels on how educators interpret and 

respond to AI integration. 
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Firstly, one of the most notable differences was observed in the domain of Teacher 

Preparedness and Professional Development in AI Integration. Teachers with higher 

AI literacy scores reported significantly greater confidence and readiness to integrate 

AI into their instructional practices. This suggests that a solid foundation in AI-

related knowledge and skills may contribute to a stronger sense of professional 

preparedness and openness to innovation in the classroom. In contrast, those with 

lower AI literacy appeared to feel less equipped, highlighting a potential gap in 

training or exposure that could hinder their ability to effectively adopt AI 

technologies. Similarly, Zhao et al. (2022) reported in China that most of the teachers 

they surveyed had moderate to high AI literacy levels, which contributed to a more 

informed and confident approach to using AI in classroom settings. 

 

A similarly significant pattern was evident in the dimension of Perceived Benefits of 

AI Integration. Teachers with higher literacy levels expressed stronger agreement 

with statements emphasizing the pedagogical value of AI, including its potential to 

support personalized learning, enhance student engagement, and improve 

instructional efficiency. This groupôs perceptions reflect a more favourable and 

informed understanding of AIôs capabilities, potentially influenced by their greater 

familiarity with digital tools and their uses.  

 

Interestingly, when it came to Concerns or Potential Drawbacks of AI Integration, 

the results showed no significant difference between the two groups. Both high and 

low-literacy teachers reported similar levels of concern regarding possible risks, such 

as data privacy, ethical dilemmas, or the overreliance on technology. This 

consistency suggests that regardless of literacy level, many teachers share common 

concerns about the broader implications of AI use in education, particularly in 

contexts involving young children.  

 

However, in the area of Recommendations for Effective AI Integration, teachers with 

higher AI literacy scores offered more proactive and constructive suggestions. Their 

responses were characterized by a clearer vision for implementation, including the 

need for targeted training, curriculum alignment, and practical support mechanisms. 

The lower-literacy group, while still offering recommendations, tended to approach 
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the topic with more hesitation, possibly due to less hands-on experience with AI in 

teaching contexts.  

 

Lastly, the dimension of Perceptions of Future AI Integration showed significant 

differences. Teachers with higher AI literacy demonstrated a more optimistic and 

forward-looking view of AI's role in future classrooms. Their responses indicated 

greater confidence in the evolving usefulness of AI tools, and a belief that such 

technologies will become increasingly relevant in early language education. In 

contrast, lower-literacy participants showed more reserved or uncertain attitudes 

about the long-term role of AI, which may be linked to their limited familiarity or 

perceived challenges.  

 

Overall, these findings strongly suggest that AI literacy is a key enabler of positive 

perceptions, practical readiness, and strategic thinking regarding AI use in young 

learner classrooms. Teachers who possess higher levels of literacy are not only more 

confident but also more solution-oriented in dealing with both the opportunities and 

challenges presented by AI. The shared concerns across both groups also emphasize 

the universal need for ethical, safe, and pedagogically appropriate use of AI 

technologies in primary education. 

 

A particularly strong alignment can be observed between the present studyôs findings 

and those of ¢ayak (2024), who examined the relationship between teachersô AI 

literacy and their attitudes toward artificial intelligence. In both studies, teachers with 

higher levels of AI literacy exhibited greater confidence, felt more professionally 

prepared, and demonstrated greater openness to incorporating AI into their teaching. 

In ¢ayakôs study, a large-scale quantitative analysis of 361 teachers revealed that 

positive attitudes significantly predicted AI literacy levels, with more favourable 

perceptions closely associated with stronger competencies in using AI. Teachers who 

had a deeper understanding of AI felt better equipped to integrate it meaningfully 

into their instructional practices, which mirrors the current studyôs finding that EFL 

teachers with high AI literacy were more proactive in offering practical suggestions 

and held a more positive outlook on AIôs role in young learner classrooms. Similarly, 

in both studies, teachers with lower levels of AI literacy appeared more hesitant, had 
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less confidence, and showed limited clarity in how to use AI pedagogically, possibly 

due to a lack of exposure or insufficient training. These similarities emphasize that 

AI literacy is not just a technical skill, but a key factor in helping teachers feel 

professionally ready and able to anticipate and adapt to future developments in AI-

enhanced education. 

 

In addition, the findings of this study show some similarities with those reported by 

Al -Abdullatif (2024) in Saudi Arabia, who highlighted AI literacy as an important 

factor shaping teachersô acceptance, trust, and classroom use of generative AI 

technologies. In both studies, teachers with higher levels of AI literacy tended to feel 

more confident and professionally prepared, and were more likely to suggest 

practical ways of using AI in education. This reflects a more open and constructive 

attitude toward AI integration. However, while the present study found that teachers 

with high AI literacy tended to perceived AI as pedagogically beneficial, Al-

Abdullatif (2024) noted that the perception of usefulness was more indirectly shaped 

by levels of trust and pedagogical competence. This suggests that the way AI literacy 

influences teachersô perceptions may vary depending on the context and how closely 

AI use aligns with their instructional experiences.   

 

From a cross-cultural perspective, the present pattern aligns with findings from 

China and Saudi Arabia, while revealing context-specific mechanisms. In China, 

Zhao et al. (2022) reported that most primary and middle school teachers had 

moderateïhigh AI literacy across knowledge, application, evaluation, and ethics, 

which supported more confident classroom use. In T¿rkiye, ¢ayak (2024) similarly 

showed that higher AI literacy is closely associated with more positive attitudes and 

greater preparedness, echoing the current studyôs differences between high- and low-

literacy groups. By contrast, Al-Abdullatif (2024) in Saudi Arabia found that 

acceptance of generative AI depends not only on literacy but also on levels of trust. 

Taken together, these comparisons indicate that while higher literacy consistently 

predicts confidence and more constructive recommendations, the factors that turn 

literacy into adoption vary by contextðranging from comprehensive skill 

development in China to attitude formation in T¿rkiye and trust in Saudi Arabia. 
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Taken together, the results highlight the importance of providing accessible and 

comprehensive AI literacy development programs for all in-service English language 

teachers. Addressing the literacy gap can empower educators to make well-informed 

decisions, engage critically with AI tools, and implement these technologies in ways 

that truly support both teaching goals and young learners' developmental needs. 

 

5.8. Differences in EFL Teachersô AI-Related Perceptions Based on Teaching 

Experience 

 

In line with the research question 1f, this section explores how English language 

teachersô perceptions of AI integration may vary depending on their years of 

teaching experience. To examine this, participants were categorized into three 

experience groups, novice (0ï5 years), mid-career (6ï15 years), and experienced 

(16ï21 years), and their responses were compared across multiple dimensions, 

including AI literacy, levels of preparedness, perceived benefits, concerns, future 

outlooks and recommendations for classroom integration. 

 

The findings revealed that years of teaching experience influenced certain 

dimensions of AI literacy, while other areas remained consistent across experience 

levels. Notably, novice teachers (0ï5 years) scored significantly higher in the 

Awareness and Usage subdimensions of the Artificial Intelligence Literacy Scale 

(AILS) compared to their more experienced colleagues. This suggests that teachers 

early in their careers tend to be more familiar with AI-related terminology and report 

more frequent use of AI tools in their professional routines.   

 

However, no significant differences were found in the Evaluation and Ethics 

subdimensions. Teachers from all experience levels demonstrated similar abilities in 

critically assessing AI tools and maintaining ethical standards, such as responsible 

use and attention to data privacy. This consistency indicates a shared understanding 

of digital responsibility and evaluative competence across the profession. 

 

While novice teachers showed higher scores in specific subdimensions, the overall 

AI literacy scores did not differ significantly among the three experience groups. 
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This suggests that, despite some variation in usage patterns and familiarity, general 

competence in AI literacy is relatively balanced across teachers regardless of how 

long they have been in the profession.  

 

Similarly, no statistically significant differences emerged in teachersô reported 

preparedness, perceived benefits, concerns, or future expectations regarding AI 

integration in young learner classrooms. Participants across all experience groups 

expressed similar levels of confidence and interest in AI-supported teaching, along 

with shared concerns about issues such as overreliance on technology and data 

security. Their views on the potential of AI for enhancing engagement, 

personalization, and feedback were likewise similar.  

 

However, a significant difference emerged in the area of recommendations for 

effective AI integration. Novice teachers shared more ideas and appeared more 

engaged in suggesting practical and responsible ways to use AI in language teaching. 

This may indicate a stronger sense of motivation to explore innovative practices or a 

greater openness to incorporating emerging technologies into their teaching. 

 

The findings indicate that years of teaching experience influenced specific areas such 

as AI awareness, usage, and classroom integration suggestions, with novice teachers 

scoring notably higher. However, no significant differences emerged in evaluation, 

ethical considerations, overall AI literacy, preparedness, perceived benefits, 

concerns, or future outlooks. This suggests that while experience may shape certain 

practices, it does not substantially affect EFL young learner teachersô overall 

perceptions of AI integration. 

 

These results are largely supported by prior research suggesting that years of 

teaching experience alone does not always lead to major differences in AI-related 

perceptions. For example, studies by Demirºz and T¿rker (2020) and Uygun (2024) 

similarly reported that years of experience did not significantly affect EFL teachersô 

views or usage patterns related to educational technologies. In the same way, 

Zimotti, Frances, and Whitaker (2024) in the United States found no meaningful 

differences in excitement or concern about AI across different experience levels, 
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highlighting a shared sense of both optimism and caution among teachers regardless 

of their years of teaching experience. These findings align with the present study, 

which showed that although novice teachers were more familiar with AI terminology 

and reported higher usage, the overall perceptions of preparedness, benefits, and 

concerns were similar across experience groups. 

 

At the same time, some studies present different perspectives. Itmezieh and Shweiki 

(2025), in the Palestinian context, found that more experienced teachers tended to 

view the benefits of AI more positively, possibly because of their longer exposure to 

various tools and accumulated teaching strategies that helped them integrate 

technology more effectively. On the other hand, several studies have emphasized the 

role of age and digital fluency rather than experience alone. For instance, ¦retmen 

(2024) observed in T¿rkiye that while years of teaching experience did not affect AI 

awareness, younger EFL teachers (aged 20ï30) demonstrated significantly higher AI 

awareness than their older colleagues (aged 31-40). Similarly, Seyrek et al. (2024) 

noted that young teachers used AI more actively and had a more positive outlook on 

its future role in education. These findings are consistent with Ferikoĵlu and Akg¿n 

(2022) and Chan and Tsi (2023), who argued that younger generations tend to be 

more comfortable with technology due to their continuous exposure and educational 

background, which often includes the use of digital tools in their training. 

 

In cross-cultural terms, the present findings share both similarities and contrasts with 

international research. For example, Zimotti et al. (2024) in the United States found 

no significant differences across experience groups, which is consistent with the 

current studyôs overall pattern. By contrast, Itmezieh and Shweiki (2025) in Palestine 

reported that more experienced teachers perceived AI more positively, suggesting 

that longer exposure and accumulated teaching strategies may increase receptiveness. 

In T¿rkiye, ¦retmen (2024) and Seyrek et al. (2024) showed that younger teachers 

displayed higher AI awareness and more active usage, indicating that digital fluency 

and generational familiarity may be more influential than teaching experience alone. 

These comparisons highlight that while the Turkish results align with U.S. findings 

in showing few experience-based differences, they also echo Palestinian and regional 
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evidence pointing to contextual factors, such as digital competence, age, and Access, 

that shape how teachers perceive and use AI. 

 

Overall, when these cross-cultural insights are considered alongside the present 

study, the findings indicate that while novice teachers in the current study reported 

higher levels of AI awareness, more frequent usage, and offered more suggestions 

for classroom integration, other aspects, such as evaluation, ethical considerations, 

overall AI literacy, preparedness, perceived benefits, concerns, and future outlooks, 

were similar across all experience levels. This suggests that teaching experience 

alone may not fully explain the differences in how teachers perceive or use AI. Other 

variables, including age, digital competence, and openness to technological change, 

may also play a significant role. Some studies support the idea that younger or less 

experienced teachers are more active in using AI (¦retmen, 2024; Seyrek et al., 

2024), while others suggest that more experienced teachers have deeper knowledge 

due to longer exposure (Itmezieh & Shweiki, 2025). Still, several studies found no 

significant differences at all (Zimotti et al., 2024; Demirºz & T¿rker, 2020). Since 

findings may vary depending on context and specific conditions, these mixed results 

show that professional development should be designed to support all teachers 

equally, focusing not just on experience but also on their individual readiness and 

needs when it comes to using AI in education. 

 

5.9. Implications for Practice 

 

In light of the findings of this study, the following implications are offered for 

teachers, school administrators, policymakers, curriculum designers, and AI tool 

developers. These recommendations are directly grounded in the perceptions, 

experiences, and suggestions of in-service English teachers working in young learner 

classrooms, particularly in the context of AI integration for young learners in EFL 

classrooms.  

 

5.9.1. For Policymakers and Curriculum Developers 

 

Policymakers and curriculum designers play a crucial role in establishing the 

foundational structures that shape AI integration across educational systems. 
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Teachersô responses point to several urgent areas in need of policy reform and 

curricular innovation. 

ǒ Integrate AI Literacy into Teacher Education Programs: The findings 

consistently indicate that many teachers lack adequate formal training in AI 

integration, with almost half of the respondents reporting no prior training. 

Both pre-service and in-service training programs should be modified to 

include AI literacy as a core competency. This training should go beyond 

basic technical skills and cover pedagogical strategies for effective AI use, 

ethical considerations, and how to evaluate AI tools for their relevance and 

safety in young learner contexts. This would address the significant gap 

between teachers' motivation to learn about AI and the lack of structured 

opportunities to do so. 

ǒ Develop Clear Ethical Guidelines and Policies: Teachers expressed a 

strong and widespread demand for clear ethical guidelines regarding AI use, 

particularly concerning data privacy and security for young learners. 

Policymakers should collaborate with educators and legal experts to establish 

transparent regulations on how student data is collected, stored, and used by 

AI systems. These guidelines should protect children's rights and ensure that 

AI outputs are age-appropriate and free from bias. 

ǒ Invest in Equitable Access to Technology: The digital divide emerged as a 

major concern, with teachers worrying that unequal access to devices and 

reliable internet could worsen existing educational inequalities. Policymakers 

and school administrations should allocate resources to ensure all schools, 

especially those in under-resourced or rural areas, have the necessary 

hardware, software, and technical support to implement AI fairly. This would 

help guarantee that AI's benefits are accessible to all students, regardless of 

their socioeconomic background. 

ǒ Promote Collaborative Tool Development: Teachers strongly 

recommended collaboration between educators and AI developers to design 

tools that are pedagogically sound and suitable for young learners' 

developmental needs. Policymakers can create platforms or collaborative 

frameworks for such partnerships, ensuring that new AI tools are not just 
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technologically advanced but also aligned with curriculum goals and 

classroom realities. 

 

5.9.2. For School Administrators and Professional Development Coordinators 

 

School-based leadership plays a crucial role in supporting teachers' daily efforts to 

integrate AI meaningfully. 

ǒ Provide Targeted and Practical Training: Professional development 

should focus on hands-on, contextualized training that enables teachers to 

translate their AI awareness into effective classroom practices. Instead of 

offering impractical and superficial seminars on AI, training programs should 

be offered including workshops and courses tailored to specific grade levels 

and language skills. These sessions should provide concrete, pedagogically 

relevant examples, such as using tools like ChatGPT for brainstorming 

activities or Duolingo for vocabulary reinforcement, in ways that 

meaningfully support young learnersô language development. 

ǒ Establish a Supportive School Culture: School leaders should foster a 

supportive school culture where teachers are encouraged to experiment with 

AI, share their experiences with colleagues, and receive continuous technical 

support. This includes providing IT support staff who can help teachers with 

troubleshooting and managing AI tools, which was identified as a key 

concern. 

ǒ Facilitate Teacher Autonomy: Teachers want to retain autonomy in 

deciding when and how to integrate AI. Administrators should trust teachers' 

professional judgment, allowing them the flexibility to select tools that are 

best suited for their students' needs and to implement AI gradually to avoid 

overwhelming learners and themselves. 

 

5.9.3. For AI Tool Developers and EdTech Companies 

 

Developers have a direct impact on how usable, ethical, and pedagogically sound AI 

tools are for young learner language education. 
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ǒ Prioritize Child -Centered and Ethical Design: The findings highlight that 

teachers are highly concerned about ethical issues, including data privacy, 

screen time, and the developmental appropriateness of AI tools. Developers 

must create tools that are specifically designed for young learners, with 

transparent data collection policies, built-in privacy safeguards, and an 

emphasis on interactive, hands-on activities to minimize excessive screen 

time. Tools should also be designed to be inclusive and accommodate the 

diverse needs of all students, including those with learning disabilities. 

ǒ Focus on Pedagogical Alignment and Practicality: Teachers need tools that 

align with existing curricula and support specific pedagogical goals, rather 

than functioning as isolated or unrelated supplements. Developers should 

ensure that their tools offer customizable features, provide clear instructions, 

and are designed for flexible, teacher-led use. Creating a "teacher-first" 

design philosophy would ensure that AI serves as a powerful "co-teacher" 

and professional assistant rather than an instructional replacement. 

ǒ Enhance Tools for Specific Language Skills: The study found that teachers 

have clear preferences for which language skills AI supports most effectively. 

AI tools should be further developed to offer more detailed and targeted 

support for speaking (e.g., pronunciation and fluency in low-anxiety settings), 

vocabulary (e.g., interactive, gamified repetition), and writing (e.g., 

scaffolding and real-time feedback that fosters creativity, not dependence). 

Developers should also integrate features that promote critical thinking and 

creativity, addressing teacher concerns about AIôs potential to reduce 

studentsô ability to generate their own ideas. 

 

5.9.4. For In -Service English Language Teachers 

 

EFL teachers themselves play an active role in ensuring AI is used safely and 

meaningfully in young learner classrooms. 

ǒ Engage in Continuous Professional Development: While many teachers 

reported interest in learning about AI, access to training was limited. 

Teachers should actively seek out professional development opportunities, 

workshops, and specialized training programs to enhance their AI literacy and 
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pedagogical skills. Staying up to date with new technologies is crucial for 

effective teaching in the digital era. 

ǒ Maintain Pedagogical Control: Teachers should view AI as a 

supplementary tool, not a replacement for human-led instruction. It is 

essential to use AI to complement classroom activities, promote social 

interaction, and foster the emotional connections that are fundamental to 

young learners' development. 

ǒ Adopt a Critical and Reflective Approach: Teachers should be aware of 

the potential drawbacks of AI, such as data privacy risks, overreliance, and 

the possibility of biased content. It is important to critically evaluate AI-

generated content, double-check its accuracy, and guide students on how to 

use these tools responsibly and ethically. 

ǒ Promote Balanced Technology Use: Teachers should actively manage the 

integration of AI by setting clear time limits for screen-based activities and 

balancing them with hands-on, interactive learning to protect young learners' 

well-being and attention spans. 



 

270 

CHAPTER 6 

 

 

CONCLUSION 

 

 

This chapter presents a concise summary of the current study, outlines its limitations, 

and offers recommendations for future research. 

 

6.1. Conclusion 

 

The present study set out to explore the perceptions of in-service English language 

teachers in T¿rkiye regarding the integration of AI into young learner classrooms, 

mainly focusing on Kï12 elementary schools. The research aimed to understand how 

teachers perceive the benefits, challenges, and pedagogical implications of AI use in 

this specific context, as well as to examine differences in perceptions based on AI 

literacy levels and teaching experience. This focus is particularly significant in the 

field of English Language Teaching (ELT), where technology integration is 

advancing rapidly but empirical evidence from primary-level contexts remains 

scarce. 

 

A cross-sectional survey design was employed, targeting in-service teachers who 

work with young learners in both public and private schools across various regions of 

T¿rkiye. The questionnaire consisted of six sections: demographics, AI literacy, 

teacher preparedness, perceived benefits, perceived concerns, future perceptions, and 

recommendations. In addition to Likert-scale items, five open-ended questions 

allowed participants to elaborate on their experiences and suggestions, adding depth 

to the findings. By combining quantitative patterns with qualitative insights, the 

study offers a balanced, contextually grounded, and comprehensive understanding of 

in-service EFL teachersô perceptions of integrating AI into young learner language 

classrooms. Together, these insights contribute to the growing body of knowledge on 
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AI in education and highlight practical directions for teacher training, policy 

development, and classroom practice. 

 

The findings showed that a considerable number of teachers demonstrated high AI 

literacy levels, indicating familiarity with a range of AI tools and concepts. Many 

reported using AI tools in their professional practice, with common purposes 

including lesson preparation, and material design. While AI was also used for 

student-related activities, its application was less frequent compared to preparation-

focused uses. The most commonly used tools were ChatGPT/Google Gemini, 

Google Translate, Grammarly, and Duolingo, with usage frequency higher for 

personal teaching tasks than for student-facing activities. This points to a noticeable 

gap between teachersô awareness of AI and the degree to which they have integrated 

it pedagogically into young learner contexts. 

 

The findings clearly highlighted the benefits of integrating AI into young learner 

language classrooms, with both quantitative and qualitative data revealing strong 

support from teachers. Participants agreed that AI can personalise learning 

experiences, allow learners to progress at their own pace, and sustain engagement 

through interactive and gamified activities. Real-time feedback emerged as a 

particularly valued feature, especially for speaking and writing tasks, while 

vocabulary development was also viewed as a significant area where AI can provide 

targeted support. Qualitative insights reinforced these findings, with teachers 

highlighting the benefits of AI-driven pronunciation tools, interactive vocabulary 

activities, and writing support that offered personalised feedback. Beyond its impact 

on student learning, AI was valued for reducing teachersô workload by handling 

routine tasks like material preparation, allowing more time for creative lesson 

planning and targeted learner support.  Across both data sets, AI was perceived not 

as a replacement for the teacher but as a powerful complement supporting 

differentiated instruction, enhancing learner motivation, and creating space for 

higher-order teaching tasks while keeping the teacher at the centre of the learning 

process. 

 

The study also revealed notable concerns about AI integration in young learner 

language classrooms, with both quantitative and qualitative results reflecting a shared 
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sense of caution among participants. Teachers frequently raised issues related to data 

privacy, ethical considerations, and the potential overreliance on technology, 

particularly in contexts involving young children. There was strong agreement on the 

importance of protecting learners from inappropriate or inaccurate content and 

ensuring that AI tools are developmentally appropriate for their age and needs. 

Technical and infrastructural challenges were also mentioned, including limited 

access to reliable devices, unstable internet connectivity, and insufficient institutional 

support, all of which could hinder effective implementation. Several participants 

pointed out that without adequate training, teachers may struggle to integrate AI 

effectively or critically evaluate its outputs, potentially limiting its educational value. 

A recurring theme was the concern that excessive screen time and automation might 

reduce opportunities for human interaction, creativity, and critical thinking in the 

classroom. Qualitative accounts reinforced these points, with examples of AI 

producing biased or unreliable outputs, further highlighting the necessity of teacher 

oversight. Overall, while teachers acknowledged AIôs potential to enhance learning, 

they stressed that its adoption should be carefully planned, ethically grounded, and 

supported by clear policies, strong infrastructure, and targeted professional 

development, ensuring that AI serves as an enriching complement rather than a 

source of risk. 

 

Alongside the benefits and concerns identified, the findings offered clear insights 

into teachersô recommendations and future needs for the effective integration of AI 

in young learner language classrooms. A recurring suggestion was the need for 

ongoing, hands-on professional development that equips teachers with both the 

technical skills to operate AI tools and the pedagogical strategies to use them 

meaningfully. Many participants emphasised that training should be tailored to 

different experience levels and focus on practical classroom applications rather than 

purely theoretical overviews. Institutional support was seen as essential, including 

access to reliable devices, stable internet connections, and technical assistance to 

ensure smooth implementation. Teachers called for clear guidelines, ethical 

frameworks, and transparent policies from educational authorities to ensure safe and 

responsible adoption, particularly regarding data protection, content quality, and 
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cultural and developmental appropriateness. Another common recommendation was 

the careful selection and adaptation of AI tools to align with curriculum goals, 

language proficiency targets, and learner needs. Participants suggested the 

development of practical resource collections such as tools, sample lesson plans, and 

activity guides tailored to different age groups and language skills. 

 

In terms of future needs, teachers emphasised the importance of continuous updates 

to AI tools to ensure accuracy, relevance, and alignment with evolving curricular 

requirements. They highlighted the value of platforms that enable teacher 

collaboration and the sharing of best practices, as well as ongoing research into the 

long-term effects of AI on young learnersô language development, motivation, and 

well-being. Gradual integration, starting with pilot programmes or specific skill areas 

such as vocabulary, speaking, or writing, was recommended to give both teachers 

and students time to adapt. Several participants stressed the importance of 

maintaining a balance between AI-based activities and face-to-face interaction to 

preserve the social and communicative aspects of learning. Ethical safeguards such 

as strict data privacy measures, transparent use policies, and regular content quality 

checks, were regarded as essential for safe and responsible use. Overall, these 

recommendations reflected a vision of AI as a supportive complement to the 

teacherôs role, embedded within a well-resourced, ethically sound, and teacher-led 

learning environment that enriches learning while safeguarding childrenôs 

developmental needs. 

 

The study also examined how perceptions varied according to teachersô AI literacy 

levels and years of teaching experience. Teachers with higher AI literacy scores were 

notably more likely to report feeling prepared to use AI, recognising a wider range of 

benefits, expressing positive expectations for its future role, and proposing proactive 

strategies for integration. However, concerns were reported at similar levels across 

all literacy groups, indicating that greater competence with AI does not necessarily 

diminish caution regarding its potential risks in young learner education. This 

underlines the need for professional development that addresses not only technical 

proficiency but also ethical and pedagogical dimensions, ensuring that all teachers, 

regardless of their starting point, are equipped to use AI responsibly and effectively. 
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Analysis by teaching experience also revealed that novice teachers (0ï5 years) 

tended to demonstrate higher awareness of AI, reported more frequent use of AI 

tools, and offered more integration suggestions than their more experienced 

colleagues. Despite these differences, no significant variations were found in overall 

AI literacy, preparedness, perceived benefits, concerns, or future expectations. These 

findings reinforce the importance of designing inclusive professional development 

initiatives that meet the needs of teachers at different stages of their careers, fostering 

both confidence and competence in AI use. 

 

In conclusion, this study helps fill an important gap by exploring how in-service 

English language teachers view the use of AI in classrooms for young learners. The 

results show that teachers see real potential in AI to support language learning 

especially through personalised lessons, boosting student engagement, and helping to 

develop key language skills. At the same time, they remain cautious about issues 

such as ethics, data privacy, making sure content is suitable for children, and the risk 

of losing valuable human interaction in the classroom. Teachersô views suggest that 

AI should be introduced in a balanced way, led by teachers, and combined with 

human-focused teaching methods. They emphasised the need for hands-on training, 

strong support from schools, clear ethical guidelines, and a gradual, well-structured 

implementation that fits with curriculum goals and childrenôs developmental needs. 

While opinions differed depending on AI literacy and teaching experience, concerns 

were similar across all groups, showing that responsible use of AI is a shared 

priority. By giving teachers the training, resources, and infrastructure they need and 

by focusing equally on technical, ethical, and teaching aspects schools can make the 

most of AI while protecting the needs of young learners. These findings provide a 

clear starting point for future research, policy decisions, and professional practices in 

this fast-changing field. 

 

Additionally, the study makes a clear contribution to the field of English Language 

Teaching (ELT) by offering context-specific evidence from primary-level 

classrooms, a setting that has been largely overlooked in AI-focused research. It 

provides practical guidance for policymakers, teacher educators, curriculum 

designers, and developers, stressing that AI should be used in ways that complement 
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teaching, not replace it. Effective integration depends on giving teachers both the 

technical skills and the ability to critically assess and adapt AI tools, so they enhance 

learning while keeping the social and communicative heart of language education 

intact. 

 

In essence, the future of AI in young learner English classrooms should be shaped by 

thoughtful, ethical, and pedagogically sound decisions made by teachers who 

understand both the possibilities and the limitations of the technology. As AI 

continues to develop, its success in primary ELT will rely on building teacher 

confidence, protecting the developmental needs of young learners, and ensuring that 

innovation serves education first. By bringing forward the voices of teachers working 

directly with young learners, this research offers a foundation for future work that 

keeps both teacher expertise and learner well-being at the centre of AI integration. 

 

6.2. Limitations of the Study 

 

The main limitations of the current study are as it follows:  

ǒ The study employed a purposive sampling method to invite in-service 

English language teachers who have experience in teaching young learners 

across diverse regions of T¿rkiye. This approach allowed the researcher to 

efficiently access a relevant and focused participant group within the practical 

limitations of time and resources. As a result, survey data were successfully 

collected from 180 participants, offering a substantial dataset for analysis. 

However, since participation was voluntary and limited to those reachable 

through digital networks and professional circles, the findings may not be 

fully generalizable to the entire population of EFL teachers in T¿rkiye. 

Therefore, interpretations of the results should be interpreted within the scope 

of the sample context involved in the study. 

ǒ The data for this study were collected only through a self-administered 

survey. While this method is efficient and allows respondents to express their 

views at their own pace, it is naturally subject to potential response biases. 

Factors such as social desirability, misreading of items, or inaccurate recall 

may have influenced participantsô answers (Groves et al., 2009). To address 
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these risks, several precautionary measures were taken: survey items were 

carefully worded to ensure clarity, the response format excluded neutral 

options to promote more thoughtful and decisive feedback, and the 

instrument was piloted with in-service teachers to confirm its 

comprehensibility and appropriateness for the target population. 

ǒ While the inclusion of open-ended questions enriched the dataset and allowed 

participants to express their views in their own words, the study did not 

incorporate follow-up interviews or classroom observations due to time 

constraints and limited participant availability. This narrowed the opportunity 

to explore more complex or context-specific factors in detail. Nevertheless, 

the open-ended responses still offered valuable qualitative insights, 

contributing richness and contextual understanding that supported and 

complemented the quantitative findings. 

ǒ Additionally, the studyôs cross-sectional design captures teachersô 

perceptions at a single point in time. Given the rapid pace of AI 

advancements and changes in educational policy, teachersô attitudes and 

practices may evolve significantly in the near future. Longitudinal or 

repeated-measure designs would be more suitable for capturing such 

developments over time. 

 

6.3. Recommendations for Further Research  

 

Based on the findings and limitations of the present study, the following 

recommendations are offered for future research on the integration of Artificial 

Intelligence into English as a Foreign Language (EFL) classroom for young learners: 

¶ Widening the Sample Size and Representativeness: The present study 

employed purposive sampling, focusing on 180 in-service English language 

teachers who teach young learners in T¿rkiye. Although this approach 

ensured that participants were relevant to the research aims, the sample size 

and scope may not adequately reflect the full diversity of EFL teachers 

nationally. Future studies could recruit larger participant groups from a 

broader range of geographical regions, school types (public, private, rural, 

urban), and socio-economic contexts. Using probability-based sampling 
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methods, where participants are selected randomly and each has an equal 

chance of being included, would provide a more representative sample and 

strengthen the ability to generalize the findings to the wider population of 

EFL teachers. 

¶ Conducting Cross-Cultural and Comparative Research: Since this study 

was limited to the Turkish educational context, the findings are closely tied to 

local policy, technological infrastructure, and cultural attitudes toward AI. 

Comparative research involving EFL teachers from multiple countries could 

reveal how cultural values, educational policies, and resource availability 

shape perceptions, readiness, and integration strategies. Such studies could 

also highlight universal patterns in teacher perspectives as well as unique, 

context-dependent challenges. 

¶ Conducting Longitudinal Studies: As a cross-sectional study, the present 

research offers only a snapshot of teacher perceptions regarding AI 

integration at a single point in time. However, teachersô attitudes and 

classroom practices are likely to evolve as AI integration expands through 

increased exposure to AI tools, changes in educational policies, and ongoing 

professional development. Longitudinal research could track these shifts over 

time, exploring how sustained AI integration influences pedagogical 

adaptation, teacher confidence, and student learning outcomes. 

¶ Including Classroom-Based Observations and Practice Analysis: This 

study relied exclusively on self-reported survey data. While such data provide 

valuable insights into teachersô beliefs and intentions, they may not always 

reflect actual classroom behavior. Future research could incorporate direct 

classroom observations, video-recorded lessons, or collections of teaching 

materials and lesson plans to compare reported practices with observed 

implementation, thus identifying possible gaps between perception and 

practice. 

¶ Investigating Skill-Specific AI Integration:  Findings from the current study 

indicated that teachersô perceptions varied depending on which language skill 

was being addressed (e.g., speaking, writing, listening, reading). Future 

research could focus specifically on the use of AI for individual skill 
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development, such as AI-supported pronunciation tools for speaking or 

adaptive reading platforms for reading skills. Experimental or quasi-

experimental designs could measure the direct impact of such tools on learner 

achievement in each skill area. 

¶ Explor ing Effective Professional Development Methods: The findings 

indicated that teachersô level of preparedness and their familiarity with AI 

concepts and tools were important factors shaping their perceptions and use 

of AI in young learner classrooms. Further research could examine and 

compare different professional development approaches, such as hands-on 

training sessions, online learning modules, teacher exchange programs, or 

school-based study groups to identify which methods best support teachers in 

building technical skills, ethical awareness, and the ability to integrate AI 

effectively in young learner EFL classrooms. 

¶ Examining Ethical, Privacy, and Equity Challenges in Real-World 

Contexts: Although the present study highlighted ethical concerns (e.g., data 

privacy, algorithmic bias, unequal access), these were explored at a general 

level. Future research could investigate how such issues appear in day-to-day 

classroom practice and how teachers navigate them. Studies might also focus 

on developing and evaluating concrete strategies, policies, and tool designs 

that ensure equitable access and safeguard young learnersô rights when using 

AI technologies.  

¶ Exploring Student Perspectives and Learning Outcomes: The current 

study focused exclusively on teachersô perceptions. Including young learnersô 

voices, especially in primary education, could provide a more holistic 

understanding of AIôs impact on engagement, motivation, and skill 

development. Moreover, future research could combine perception data with 

measurable learning outcomes to determine the pedagogical effectiveness of 

AI-supported instruction.  

¶ Collaborating with Developers to Design Age-Appropriate AI Tools:  One 

recurrent theme in teachersô recommendations was the need for tools 

specifically designed for young learners, considering developmental, 

linguistic, and cultural appropriateness. Future research could involve 
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participatory design processes in which teachers, researchers, and developers 

co-create AI applications, pilot them in classrooms, and evaluate their 

usability, pedagogical value, and learner impact in multiple stages.  

¶ Expanding Comparative Analyses Across Multiple Teacher 

Characteristics: While the present study compared teachersô perceptions of 

AI integration based on two key variables which are AI literacy levels and 

years of teaching experience. Future research could broaden this scope by 

incorporating additional factors such as prior technology training, frequency 

of AI use in classroom practice, subject specialization, school type, and 

access to technological resources. Examining how these variables interact 

could reveal more in-depth patterns in teachersô attitudes, readiness, and 

instructional strategies related to AI integration. Such work would build on 

the current studyôs findings by offering a more comprehensive picture of the 

diverse factors shaping teacher perceptions, ultimately guiding the design of 

tailored professional development programs that address varied needs across 

the teaching workforce. 

¶ Developing Frameworks for Pedagogically Responsible AI Integration: 

Finally, future research could focus on creating and validating comprehensive 

frameworks that integrate AI literacy, ethical safeguards, curriculum 

alignment, and developmental appropriateness. These frameworks could be 

tested in a variety of educational settings to provide clear and practical 

guidance for policymakers, teacher educators, and developers, helping ensure 

that AI integration supports and enriches the human, relational, and creative 

aspects of language learning for young learners, rather than replacing them. 
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APPENDICES 

 

 

A. APPROVAL OF METU HUMAN SUBJECTS ETHICS COMMITTEE  
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B. CERTIFIED TRANSLATOR APPROVAL  
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C. COLOUR-CODED SURVEY DEVELOPMENT SOURCE MAPPING 

(PERCEIVED BENEFITS SECTION)  

 

 

This appendix provides a colour-coded mapping of the sources and influences that 

shaped the development of the survey items in Section 3, ñPerceived Benefits of AI 

Integration in Teaching English to Young Learners.ò Items are differentiated based 

on their origin: literature-based, practice-based through informal teacher 

consultations, researcher-developed, or suggested by the thesis supervisor. Multiple-

source items are visually represented through blended background colours in the 

ñSource Typeò column. This approach enhances transparency in the survey design 

process and illustrates the multi-faceted background of the instrumentôs content. 
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D. THE SURVEY CONSENT FORM 

Perceptions of Artificial Intelligence (AI) Integration in English Language 

Classrooms for Young Learners 

 

Dear participant,  

As part of my Master's thesis at Orta Doĵu Teknik ¦niversitesi, I am conducting a 

study to investigate the In-Service English Language Teachers' Perspectives on 

Integrating Artificial Intelligence into English Language Teaching for Young 

Learners. Participation in the study is completely voluntary. No personal 

identification information is required in the survey. Your answers will be kept strictly 

confidential and evaluated only by the researcher; the obtained data will be used for 

scientific purposes only. The survey does not contain any questions that may cause 

discomfort in the participants. However, during participation, for any reason, if you 

feel uncomfortable, you are free to quit at any time. The survey will take about 7-10 

minutes to complete.  

If you have any further questions, please feel free to reach out to the researcher 

Rukiye ¥ZKAN                                                  , or the supervising Professor Dr. 

Perihan SAVAķ  

Thank you for your time and willingness to contribute to this study. 

Best Regards, 

Rukiye ¥ZKAN 

English Teacher and Master's Student 

 

Your e-mail address: ééééééééééééé  

I am participating in this study on my own and know that I can quit 

participating at any time I want. I consent to the use of the information I 

provide for scientific purposes.  

        δ    I accept. 
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E. THE SURVEY 

Perceptions of Artificial Intelligence (AI) Integration in English Language 

Classrooms for Young Learners 

Section 1: Demographic Information 

Years of teaching experience: 

 δLess than 1 year/First Year 

 δ0-5 

 δ6-10 

 δ11-15 

 δ16-20 

 δ21+ 

Grade levels you have taught before (select all that apply): 

 δPre-K/Preschool 

 δKindergarten 

 δ2-4th grade 

 δ5-8th grade 

Grade levels you are currently teaching (select all that apply): 

 δPre-K/Preschool 

 δKindergarten 

 δ2-4th grade 

 δ5-8th grade 

Familiarity with AI in language teaching: 

 δNot Familiar 

 δSlightly Familiar 

 δModerately Familiar 

 δVery Familiar 

 δExpert 
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Previous training in AI for language teaching: 

 δNone 

 δOne-time Workshop 

 δOngoing Training 

 δFormal Education 

 

Access to AI tools in English language teaching: 

 δNo Access 

 δLimited Access 

 δModerate Access 

 δFull Access 

Which AI Tools do you use? (Select all that apply): 

 δGrammarly  

 δQuillBot 

 δGoogle Translate  

 δChatGPT/Google Gemini (or similar large language models)  

 δWordtune  

ᵟ Duolingo 

 δOther (please specify: __________) 

 

How often do you use AI tools for your own teaching (e.g., lesson planning, 

material creation)? 

 δNever  

 δRarely (Once or twice a month)  

 δSometimes (A few times a week)  

 δOften (Almost daily)  

 δVery Often (Multiple times a day) 

How often do you use AI tools with your students in the classroom? 

 δNever  

 δRarely (A few times a month)  

 δSometimes (A few times a week)  

 δOften (Almost daily)  

 δVery Often (Multiple times a day) 
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ARTIFICIAL INTELL IGENCE LITERACY SCALE   

(¢elebi, Yēlmaz, Demir, & Karakuĸ, 2023) 

This scale aims to understand your literacy with Artificial Intelligence (AI). Please 

read each statement carefully and indicate the extent to which you agree or disagree 

with it by circling the number that best reflects your opinion. 

 

For each statement, please circle ONE number from 1 to 6, using the following scale: 

¶ 1 = Strongly Disagree 

¶ 2 = Disagree 

¶ 3 = Somewhat Disagree 

¶ 4 = Somewhat Agree 

¶ 5 = Agree 

¶ 6 = Strongly Agree 
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1 I can distinguish between smart devices and non-smart 

devices. 

1 2 3 4 5 6 

2 I don't know how Artificial Intelligence technology can 

help me. 
T
 

1 2 3 4 5 6 

3 I can describe the Artificial Intelligence technology used in 

the applications and products I use. 

1 2 3 4 5 6 

4 I can skilfully use Artificial Intelligence applications or 

products to help me in my daily tasks. 

1 2 3 4 5 6 

5 Learning to use a new Artificial Intelligence application or 

product is usually difficult for me. 
T
 

1 2 3 4 5 6 

6 I can use Artificial Intelligence applications or products to 

increase my work efficiency. 

1 2 3 4 5 6 

7 After using an Artificial Intelligence application or product 

for a while, I can evaluate its capabilities and limitations. 

1 2 3 4 5 6 

8 I can choose the most suitable Artificial Intelligence 

application or product for a specific task from among 

various options. 

1 2 3 4 5 6 

9 I can choose the appropriate solution from among the 

various solutions offered by Artificial Intelligence. 

1 2 3 4 5 6 

10 I always stand-by to ethical principles when using 

Artificial Intelligence applications or products. 

1 2 3 4 5 6 

11 I never pay attention to privacy and information security 

issues when using Artificial Intelligence applications or 

products.
T
 

1 2 3 4 5 6 

12 I am always careful to prevent Artificial Intelligence 

technology from being used maliciously. 

1 2 3 4 5 6 

*T indicates reverse-coded items. 
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Section 2: Teacher Preparedness and Professional Development in AI 

Integration 

 

This section focuses on your preparedness and professional development regarding 

the integration of Artificial Intelligence (AI) into teaching English to young 

learners. Please read each statement carefully and indicate your level of agreement 

by checking the box that best reflects your opinion. 

 

Use the following scale: 

¶ 1- Strongly Disagree 

¶ 2- Disagree 

¶ 3- Agree 

¶ 4- Strongly Agree 

 

Please check only ONE box for each statement. 

Statement Strongly 

Disagree 

Disagree Agree Strongly 

Agree 

1. I am familiar with AI tools 

specifically designed for teaching 

English to young learners.  δ  δ  δ       δ

2. I have received training on how to 

integrate AI effectively in teaching 

English to young learners. (e.g., the 

ethical use of AI learning platforms, 

and the creation of AI generated 

differentiated learning materials) 

 δ  δ  δ       δ

3. I need more resources to 

effectively incorporate AI into 

teaching English to young learners. 

 δ  δ ᵟ               δ

4. I understand how AI can be used to 

enhance language learning for young 

learners. 

 δ  δ  δ        δ
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5. I can identify the AI tools that are 

most relevant to teaching English to 

young learners. 

 δ  δ  δ        δ

6. I feel confident in my ability to 

integrate AI into English language 

teaching for young learners. 

 δ  δ  δ       δ

7. I am motivated to learn more about 

AI and its applications in teaching 

English to young learners. 

 δ  δ  δ      δ

8. My school provides ongoing 

support for integrating AI into 

English language teaching for young 

learners. 

 δ  δ  δ      δ

9. I have experimented with AI tools 

in my English teaching practice for 

young learners. 

 δ  δ  δ      δ

10. I know how to fix issues when 

using AI tools in the classroom. 
 δ  δ  δ      δ
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Section 3: Perceived Benefits of AI Integration in Teaching English to Young 

Learners 

This section explores your views on the potential benefits of using AI tools in 

teaching English to young learners. Please read each statement carefully and indicate 

your level of agreement by checking the box that best reflects your opinion. 

Use the following scale: 

¶ 1- Strongly Disagree 

¶ 2- Disagree 

¶ 3- Agree 

¶ 4- Strongly Agree 

Please check only ONE box for each statement. 

Statement Strongly 

Disagree 

Disagree Agree Strongly 

Agree 

1. AI can personalize learning 

experiences for young learners. 
 δ  δ  δ        δ

2. AI helps young learners practice 

language skills at their own pace, 

reinforcing learning. 

 δ  δ  δ        δ

3. AI tools can make language 

learning more interactive and 

enjoyable for young learners. 

 δ  δ  δ        δ

4. AI can provide timely feedback to 

young learners helping them improve 

more quickly. 

 δ  δ  δ        δ
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5. AI tools can help in assessing 

young learners' language skills more 

accurately. 

 δ  δ  δ        δ

6. I believe AI-based tools can be 

useful for teaching listening skills to 

young EFL learners. 

 δ  δ  δ       δ

7. I believe AI-based tools can be 

useful for teaching speaking skills to 

young EFL learners. 

 δ  δ  δ      δ

8. I believe AI-based tools can be 

useful for teaching reading skills to 

young EFL learners. 

 δ  δ  δ      δ

9. I believe AI-based tools can be 

useful for teaching writing skills to 

young EFL learners. 

 δ  δ  δ      δ

10. I believe AI-based tools can be 

useful for teaching grammar to 

young EFL learners. 

 δ  δ  δ       δ

11. I believe AI-based tools can be 

useful for teaching vocabulary to 

young EFL learners. 

 δ  δ  δ       δ

12. AI can help identify areas where 

young learners struggle, allowing for 

targeted interventions. 

 δ  δ  δ       δ
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13. AI can reduce the workload of 

teachers by automating certain tasks. 
 δ  δ  δ      δ

14. AI tools can provide access to a 

wide range of language learning 

resources. 

 δ  δ  δ      δ

15. AI can enhance young learner 

engagement by incorporating 

gamified learning experiences. 

 δ  δ  δ      δ

16. AI can help track and monitor 

young learners' progress in English 

language learning over time. 

providing valuable insights for 

teachers. 

 δ  δ  δ      δ
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Section 4: Concerns or Potential Drawbacks of AI Integration in Teaching 

English to Young Learners 

 

This section aims to gather your perspectives on any potential concerns or drawbacks 

associated with integrating AI tools into the teaching of English to young 

learners. Please read each statement carefully and indicate your level of agreement 

by checking the box that best reflects your opinion. 

Use the following scale: 

¶ 1- Strongly Disagree 

¶ 2- Disagree 

¶ 3- Agree 

¶ 4- Strongly Agree 

Please check only ONE box for each statement. 

Statement Strongly 

Disagree 

Disagree Agree Strongly 

Agree 

1. I worry that AI might reduce the 

importance of face-to-face interaction 

between teachers and young learners.  δ  δ  δ        δ

2. I am concerned about the potential 

financial cost of implementing AI 

tools in my classroom. 

 δ  δ  δ        δ

3. I have concerns about the privacy 

and security of young learnersô data 

when using AI tools. 

 δ  δ  δ        δ

4. I worry that AI may lead to a lack 

of creativity for young learners in 

language learning. 

 δ  δ  δ        δ
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5. I am concerned that AI tools might 

not be suitable for all students, 

particularly young learners or those 

with special needs. 

 δ  δ  δ        δ

6. I worry about the reliability of AI 

tools in delivering accurate language 

content. 

 δ  δ  δ        δ

7. I am concerned about the long-term 

dependency of young learners and 

over-reliance on AI tools for language 

learning reducing young learners' 

opportunities for human-led 

instruction. 

 δ  δ  δ        δ

8. I worry about the ethical 

implications of AI use in educational 

settings. 

 δ  δ  δ       δ

9. I am concerned that AI might 

oversimplify complex language 

concepts that young learners need to 

understand deeply. 

 δ  δ  δ       δ

10. I worry that AI might not align 

well with existing curriculum 

standards. 

 δ  δ  δ       δ

11. I am concerned about the amount 

of screen time AI tools require. 
 δ  δ  δ       δ

12. I worry that AI-based assessments 

may not accurately reflect young 

learners' true language abilities. 

 δ  δ  δ       δ
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13. I worry that AI tools might 

unintentionally introduce bias into the 

learning process affecting young 

learners' perceptions. 

 δ  δ  δ       δ

14. I am concerned that the use of AI 

may create inequities among young 

learners with different levels of access 

to technology. 

15. AI might not effectively address 

the cultural and social aspects of 

language learning for young learners. 

16. AI might unintentionally prioritize 

certain language skills (e.g., grammar) 

over holistic language development. 

 δ

 

 δ

 

 δ

 δ

 

 δ

 

 δ

 δ

 

 δ

 

 δ

    δ

 

    δ

 

     δ
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OPEN-ENDED QUESTIONS: 

This section invites you to share your thoughts and experiences in your own words. 

Please answer the following questions thoughtfully and provide as much detail as 

you feel is relevant. Your responses will provide valuable insights into the use of AI 

in teaching English to young learners. 

Instructions: 

¶ Read each question carefully. 

¶ Write your answers in the space provided below each question. 

¶ There are no right or wrong answers. I am interested in your personal 

opinions and experiences. 

¶ Please use complete sentences and paragraphs to express your thoughts 

clearly. 

¶ You may write as much as you need to answer each question fully. 

 

1. In your opinion, what are the perceived benefits of using AI in English 

language teaching for young learners? 

2. In your opinion, what are the potential drawbacks of using AI to teach 

English to young learners? 

 

3. What are your recommendations or suggestions for the effective integration 

of AI into young learner classrooms for teaching English? 

 

4. What kind of information do you need, or would you like to receive as a 

young learner teacher in a framework or guideline document for the effective 

and ethical use of AI in Young Learners EFL classrooms? 

 

5. Any other comments, questions, or suggestions? 
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Section 5: Perceptions of Future AI Integration in Teaching English to Young 

Learners 

This section explores your perspectives on the future of AI in teaching English to 

young learners. Please read each statement carefully and indicate your level of 

agreement by checking the box that best reflects your opinion. 

Use the following scale: 

¶ 1 - Strongly Disagree 

¶ 2 ï Disagree 

¶ 3 ï Agree 

¶ 4 - Strongly Agree 

 

Please check only ONE box for each statement. 

Statement Strongly 

Disagree 

Disagree Agree Strongly 

Agree 

1. AI will become an essential tool in 

teaching English to young learners in 

the future.  δ  δ  δ        δ

2. AI could transform how young 

learners acquire English language 

skills. 

 δ  δ  δ      δ

3. I am concerned about the rapid pace 

of AI integration in teaching English. 
 δ  δ  δ      δ

4. AI will require continuous updates 

to remain effective in teaching English 

to young learners. 

 δ  δ  δ      δ
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5. Teachersô roles in English language 

classrooms for young learners will 

evolve with AI integration. 

 δ  δ  δ      δ

6. AI will make English language 

learning more accessible to young 

learners in remote or under-resourced 

areas. 

 δ  δ  δ      δ

7. AI in teaching English to young 

learners will need strict regulations to 

prevent misuse. 

 δ  δ  δ      δ

8. AI tools will create personalized 

learning pathways for young learners 

in English language classrooms. 

 δ  δ  δ      δ

9. The traditional English language 

classroom setting for young learners 

will change significantly with AI. 

 δ  δ  δ      δ

10. Advances in AI will influence 

future trends in English language 

education for young learners. 

 δ  δ  δ      δ
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Section 6: Recommendations for Effective AI Integration in Teaching English to 

Young Learners 

 

This section asks for your recommendations regarding the effective integration of AI 

tools in teaching English to young learners. Please read each statement carefully and 

indicate your level of agreement by checking the box that best reflects your opinion. 

Use the following scale: 

¶ 1 - Strongly Disagree 

¶ 2 - Disagree 

¶ 3 - Agree 

¶ 4 - Strongly Agree 

Please check only ONE box for each statement. 

Statement Strongly 

Disagree 

Disagree Agree Strongly 

Agree 

1. There should be more professional 

development opportunities for 

teachers to learn about AI integration 

in language teaching for young 

learners. 

 δ  δ  δ         δ

2. Schools should provide adequate 

resources (e.g., hardware, software, 

technical support) to support the 

effective use of AI tools in language 

teaching classrooms for young 

learners. 

 δ  δ  δ       δ

3. Teachers and AI developers should 

collaborate on the design and 

development of effective English 

learning tools for young learners. 

 δ  δ  δ       δ

4. AI should be used to provide 

additional language practice rather 

than replace human-led instruction for 

young learners.  

 δ  δ  δ        δ
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5. AI integration should be aligned 

with the existing curriculum for young 

learnersô English education. 

 δ  δ  δ       δ

6. Clear ethical guidelines should be 

established for the use of AI in young 

learner language education. 

 δ  δ  δ        δ

7. AI tools should be regularly 

updated to reflect advancements in 

language teaching methodologies in 

alignment with current pedagogical 

best practices and technological 

capabilities.  

 δ  δ  δ       δ

8. AI training focused on young 

learners should be included in teacher 

training programs. 

 δ  δ  δ       δ

9. Teachers should play an active role 

in selecting and evaluating AI tools to 

ensure they are appropriate for young 

learner's specific needs and 

developmental stages.  

 δ  δ  δ       δ

10. AI integration should be flexible, 

allowing for adaptation to different 

teaching styles and learning needs.  

 

11. Appropriate measures should be in 

place to ensure the privacy and 

security of student data when using AI 

tools in language learning for young 

learner classrooms. 

 δ

 

 

 δ

 

 δ

 

 

 δ

 

 δ

 

 

 δ

 

      δ

 

 

       δ
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12. AI tools used in language learning 

should be designed to accommodate 

the diverse needs of all students, 

including those with learning 

differences and disabilities. 

 

13. The effectiveness of AI tools in 

teaching English to young learners 

should be continuously evaluated 

 

14. The integration of AI in teaching 

English to young learners should be 

implemented gradually to allow for 

adaptation by both teachers and 

students. 

15. Teachers should retain autonomy 

in deciding how and when to integrate 

AI tools into their instruction. 

 

 δ

 

 

 δ

 

 δ

 

 δ

 

 δ

 

 

 δ

 

 δ

 

 δ

 

 δ

 

 

 δ

 

 δ

 

ᵟ          

 

  δ

 

 

        δ  

 

        δ  

 

        ᵟ  
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F. SAMPLE MAXQDA CODING SCREENSHOTS OF OPEN-ENDED 

SURVEY RESPONSES 

 

 

1. In your opinion, what are the perceived benefits of using AI in English language 

teaching for young learners?  
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2.     In your opinion, what are the potential drawbacks of using AI to teach English 

to young learners? 
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G. TURKISH SUMMARY / T¦RK¢E ¥ZET 

 

 

YABANCI DĶL OLARAK ĶNGĶLĶZCE ¥ĴRETĶMĶNDE ERKEN YAķ ¥ĴRENCĶ 

SINIFLARINA YAPAY ZEKĄ ENTEGRASYONU: ¥ĴRETMEN 

G¥R¦ķLERĶNĶN ĶNCELENMESĶ 

 

GĶRĶķ 

 

Dijital teknolojilerin hēzlē geliĸimi, eĵitim alanēnda ºĵretim s¿re­lerini derinden 

etkilemiĸ ve dºn¿ĸt¿rm¿ĸt¿r. Bu teknolojiler arasēnda yapay zek© (YZ), akēl 

y¿r¿tme, ºĵrenme ve karar verme gibi insan benzeri biliĸsel iĸlevleri yerine 

getirebilme kapasitesiyle ºne ­ēkmaktadēr (Ganascia, 2018; Holmes, Bialik & Fadel, 

2022). Eĵitimde YZ, kiĸiselleĸtirilmiĸ ºĵrenme, akēllē ºĵretim sistemleri, anlēk geri 

bildirim saĵlama ve idari iĸlerin otomasyonu gibi ­eĸitli iĸlevlerle hem ºĵretmenlere 

hem de ºĵrencilere ºnemli fērsatlar sunmaktadēr (Luckin et al., 2016). Ancak, veri 

gizliliĵi, ºĵretmen-ºĵrenci iliĸkilerinin niteliĵi ve pedagojik uyum gibi kritik konular 

da bu s¿recin ºnemli tartēĸma baĸlēklarē arasēnda yer almaktadēr (Zawacki-Richter et 

al., 2019; Akgun & Greenhow, 2022). 

 

Bu baĵlamda, T¿rkiyeôde ilkokul d¿zeyinde k¿­¿k yaĸ gruplarēna yabancē dil olarak 

Ķngilizce ºĵretimi, YZônin entegrasyonu a­ēsēndan ºzel bir ºnem taĸēmaktadēr. 

K¿­¿k yaĸ gruplarē, geliĸimsel ºzellikleri nedeniyle dikkat s¿releri, oyun temelli 

ºĵrenme ihtiya­larē ve ºĵretmenle etkileĸimlerinin ºnemi bakēmēndan farklē 

pedagojik hassasiyetler gerektirir. Bu nedenle, YZ ara­larēnēn bu yaĸ grubunda 

kullanēlmasēnda yalnēzca teknik iĸlevsellik deĵil, aynē zamanda pedagojik uygunluk 

ve etik sorumluluk da belirleyici rol oynamaktadēr. Uluslararasē literat¿rde 

y¿ksekºĵretim ve yetiĸkin eĵitimi baĵlamēnda YZônin rol¿ geniĸ bi­imde tartēĸēlmēĸ 

olsa da (Zawacki-Richter et al., 2019; Holmes et al., 2019; Boĵaz, 2024; Ko­er, 

2024), k¿­¿k yaĸ gruplarēna yºnelik sēnēflarda ve ºzellikle hizmet i­i ºĵretmenlerin 
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gºr¿ĸlerine dayalē ­alēĸmalar sēnērlē kalmēĸtēr. Bu eksiklik, araĸtērmayē hem akademik 

hem de pratik a­ēdan gerekli kēlmaktadēr. 

 

Bu tez, T¿rkiyeôde gºrev yapan Ķngilizce ºĵretmenlerinin, k¿­¿k yaĸ gruplarēna 

yºnelik sēnēflarda yapay zek© entegrasyonuna iliĸkin algēlarēnē incelemeyi 

ama­lamaktadēr. ¢alēĸmada ºĵretmenlerin mevcut uygulamalarē, algēladēklarē yarar 

ve sakēncalar, geleceĵe iliĸkin beklentileri ve entegrasyona dair ºnerileri ortaya 

­ēkarēlmēĸtēr. Ayrēca ºĵretmenlerin algēlarēnēn yapay zek© okuryazarlēĵē d¿zeylerine 

ve mesleki deneyimlerine gºre farklēlaĸēp farklēlaĸmadēĵē da araĸtērēlmēĸtēr. Bºylece, 

k¿­¿k yaĸ gruplarēnda yabancē dil ºĵretiminde YZônin pedagojik a­ēdan anlamlē, 

g¿venli ve etkili kullanēmēna dair b¿t¿nc¿l bir tablo sunulmuĸtur. 

Bu doĵrultuda aĸaĵēdaki araĸtērma sorularēna yanēt aranmēĸtēr: 

1. T¿rkiyeôde K12 ilkokullarēnda gºrev yapan hizmet i­i Ķngilizce 

ºĵretmenlerinin, k¿­¿k yaĸ gruplarēna yºnelik sēnēflarda yapay zek© 

entegrasyonuna iliĸkin algēlarē nelerdir? 

a. K¿­¿k yaĸ gruplarēyla ­alēĸan Ķngilizce ºĵretmenleri, yapay zek© 

ara­larēnē ve teknolojilerini hangi d¿zeyde kullanmaktadēr? 

b. K¿­¿k yaĸ gruplarēna Ķngilizce ºĵretiminde yapay zek© kullanēmēnēn 

ºĵretmenler tarafēndan algēlanan yararlarē nelerdir? 

c. K¿­¿k yaĸ gruplarēna Ķngilizce ºĵretiminde yapay zek© kullanēmēna 

iliĸkin ºĵretmenlerin dile getirdiĵi kaygēlar veya olasē sakēncalar nelerdir? 

d. Ķngilizce ºĵretmenlerinin, k¿­¿k yaĸ gruplarēna yºnelik Ķngilizce 

ºĵretiminde yapay zek©nēn etkili entegrasyonuna iliĸkin ºnerileri 

nelerdir? 

e. Ķngilizce ºĵretmenlerinin k¿­¿k yaĸ gruplarēna yºnelik sēnēflarda yapay 

zek© entegrasyonuna dair algēlarē, onlarēn yapay zek© okuryazarlēĵē 

d¿zeylerine gºre anlamlē farklēlēk gºstermekte midir? 

f. ¥ĵretmenlerin k¿­¿k yaĸ gruplarēna yºnelik sēnēflarda yapay zek©ya 

iliĸkin algēlarēnda, ºĵretmenlik deneyimlerine gºre anlamlē farklēlēklar 

bulunmakta mēdēr? 

 

Bu araĸtērma, ¿­ a­ēdan ºnemlidir. Birincisi, k¿­¿k yaĸ gruplarēna Ķngilizce 

ºĵretiminde yapay zek© entegrasyonunu ºĵretmen gºr¿ĸleri ¿zerinden T¿rkiye 
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baĵlamēnda sistematik olarak ele almasēyla literat¿rdeki belirgin boĸluĵu 

doldurmaktadēr. Ķkincisi, ºĵretmenlerin gºr¿ĸleri aracēlēĵēyla yapay zek©nēn sunduĵu 

kiĸiselleĸtirme, etkileĸim ve iĸ y¿k¿n¿ azaltma gibi fērsatlarēn yanē sēra, etik, 

pedagojik ve eĸitlik temelli riskler de dengeli bir bi­imde ortaya konmaktadēr. 

¦­¿nc¿s¿, yapay zek© okuryazarlēĵē ve deneyim farklēlēklarēna iliĸkin bulgular, 

ºĵretmen eĵitimi, m¿fredat geliĸtirme ve politika yapēmē i­in ºnemli katkēlar 

saĵlamaktadēr. 

 

Sonu­ olarak, bu tez ­alēĸmasē k¿­¿k yaĸ gruplarēna yºnelik Ķngilizce ºĵretiminde 

yapay zek© entegrasyonuna dair kapsamlē bulgular sunarak, hem kuramsal literat¿re 

katkē saĵlamayē hem de eĵitim uygulamalarēnda uygulanabilir ºneriler geliĸtirmeyi 

ama­lamaktadēr. 

 

Y¥NTEM  

 

Bu ­alēĸma, T¿rkiyeôde gºrev yapan hizmet i­i Ķngilizce ºĵretmenlerinin ilkokul 

d¿zeyindeki k¿­¿k yaĸ gruplarē sēnēflarēna yapay zek© (YZ) entegrasyonuna iliĸkin 

algēlarēnē incelemek ¿zere tasarlanmēĸtēr. Araĸtērma; ºĵretmenlerin YZ 

entegrasyonuna dair genel algēlarē, YZ ara­ ve teknolojilerini hangi d¿zeyde 

kullandēklarē, algēladēklarē yarar ve olasē sakēncalar, etkili entegrasyona yºnelik 

ºnerileri ile YZ okuryazarlēĵē d¿zeyi ve mesleki deneyime gºre algēlarda anlamlē 

farklēlēk olup olmadēĵēnē sorgulamaktadēr. Bºylece hem g¿ncel uygulamalarēn 

betimlenmesi hem de ºĵretmen bakēĸ a­ēsēndan politika ve mesleki geliĸim 

gereksinimlerinin a­ēĵa ­ēkarēlmasē ama­lanmēĸtēr. 

 

Bu ­alēĸma, tarama araĸtērmasē deseni (survey research design) kullanēlarak 

y¿r¿t¿lm¿ĸt¿r. Tarama ­alēĸmalarē, belirli bir baĵlamda ºr¿nt¿leri saptamak, 

tutumlarē ºl­mek ya da gºr¿ĸleri incelemek ¿zere bir ºrneklemden nicel verilerin 

sistematik bi­imde toplanmasēna dayanēr (Fink, 2017; Check & Schutt, 2022). 

Araĸtērmanēn betimleyiciïkeĸfedici niteliĵi ve geniĸ, coĵrafi olarak daĵēlmēĸ bir 

ºĵretmen kitlesine ulaĸma hedefi gºz ºn¿nde bulundurulduĵunda, bu yaklaĸēm 

amaca en uygun yºntem olarak deĵerlendirilmiĸtir (Cohen, Manion & Morrison, 

2018). ¢alēĸma kesitsel bir tasarēmla y¿r¿t¿lm¿ĸ; veriler tek bir zaman kesitinde 
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toplanarak ºĵretmenlerin g¿ncel uygulama ve algēlarēnēn ñanlēk gºr¿n¿m¿ò elde 

edilmiĸtir (Creswell & Creswell, 2018; Babbie, 2021). Epistemolojik olarak tasarēm, 

nesnel ger­ekliĵin yaklaĸēklēkla gºzlemlenebileceĵini varsayan post-pozitivist 

paradigma ile uyumludur; bu ­er­eve, ºĵretmen deneyimlerinin ºznel/baĵlamsal 

yºnlerini kabul ederken ºl­¿lebilir eĵilimleri betimlemeye de olanak tanēr. 

 

¢alēĸmanēn hedef evrenini T¿rkiyeôde k¿­¿k yaĸ gruplarēyla (aĵērlēkla 2ï6. sēnēflar; 

yaklaĸēk 7ï12 yaĸ) ­alēĸmēĸ ya da h©len ­alēĸan hizmet i­i Ķngilizce ºĵretmenleri 

oluĸturmaktadēr. ¥rneklem se­iminde, araĸtērma olgusuna iliĸkin bilgi zenginliĵi 

saĵlayan bireylerin bilin­li olarak d©hil edilmesini hedefleyen ama­lē ºrnekleme ile 

eriĸimi geniĸletmek i­in kartopu ºrnekleme birlikte kullanēlmēĸtēr (Creswell & 

Creswell, 2018; Etikan, Musa & Alkassim, 2016; Dºrnyei, 2007). Anket, kamu ve 

ºzel ilkokullarda gºrev yapan ºĵretmenlere ­evrim i­i olarak ulaĸtērēlmēĸ; katēlēm 

gºn¿ll¿ ve anonim tutulmuĸtur. 

 

¢alēĸmaya farklē kēdem basamaklarēndan ºĵretmenler katēlmēĸ; mesleĵe yeni 

baĸlayanlar, orta kariyerdekiler ve deneyimli ºĵretmenler dengeli bi­imde temsil 

edilmiĸtir. Katēlēmcēlarēn b¿y¿k bºl¿m¿ hem ge­miĸte hem de h©lihazērda ilkokulun 

alt ve ¿st kademelerinde ders vermektedir. Bunun yanēnda, okul ºncesi/anasēnēfē 

deneyimine sahip olanlar ile ortaºĵretim ve yetiĸkin ºĵretimi deneyimi bulunanlar da 

yer almakla birlikte bu gruplar gºrece daha sēnērlēdēr. Bu bileĸim, araĸtērmanēn odaĵē 

olan k¿­¿k yaĸ gruplarēna iliĸkin pedagojik birikimi g¿­l¿ ve ­eĸitliliĵi y¿ksek bir 

katēlēmcē profili sunduĵunu gºstermektedir. 

 

Veri toplama yapēlandērēlmēĸ ­evrim i­i anket ile ger­ekleĸtirilmiĸtir. Ara­; nicel 

­ºz¿mleme i­in Likert tipi kapalē u­lu maddeler ve katēlēmcēlarēn 

gerek­elerini/deneyimsel ayrēntēlarēnē yakalamak ¿zere a­ēk u­lu sorulardan 

oluĸmuĸtur. Anketin bir bºl¿m¿nde, Wang, Rau ve Yuanôēn (2022) geliĸtirdiĵi ve 

dºrt boyutta (farkēndalēk, kullanēm, deĵerlendirme, etik) 12 maddeden oluĸan YZ 

Okuryazarlēĵē ¥l­eĵi (AILS) kullanēlmēĸtēr. ¥l­eĵin T¿rk­e uyarlamasē ¢elebi, 

Yēlmaz, Demir ve Karakuĸ (2023) tarafēndan yapēlmēĸ; bu ­alēĸmada hedef kitle ve 

ara­ dilinin tutarlēlēĵē i­in uyarlama geri ­eviri yºntemiyle Ķngilizceye aktarēlmēĸ, 

uzman ­evirmen desteĵi ve danēĸman onayēyla anlamsal eĸdeĵerlik korunmuĸtur. 
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Merkezi eĵilim yanlēlēĵēnē azaltmak ve daha belirgin tutum beyanē teĸvik etmek 

amacēyla ºzg¿n bi­imden farklē olarak nºtr orta nokta kaldērēlmēĸ 6ôlē zorunlu se­im 

Likert (1=Kesinlikle katēlmēyorumï6=Kesinlikle katēlēyorum) tercih edilmiĸtir 

(Kulas, Stachowski & Haynes, 2008). 

 

¥l­me aracēnēn kalan bºl¿mleri araĸtērmacē tarafēndan geliĸtirilmiĸtir. Bu kēsēmlar 

ºĵretmen hazērlēĵē/mesleki geliĸim, algēlanan yararlar, kaygēlar/olasē sakēncalar, 

geleceĵe iliĸkin beklentiler ve etkili entegrasyon ºnerileri temalarē etrafēnda 

yapēlandērēlmēĸtēr. Madde yazēmē; alan yazēn taramasē, tez danēĸmanēnēn d¿zenli 

yºnlendirmeleri ve farklē okul t¿rlerinden hizmet i­i ºĵretmenlerle yapēlan gayri 

resm´ gºr¿ĸmelerden elde edilen uygulama i­gºr¿leriyle y¿r¿t¿lm¿ĸt¿r. Bu 

bºl¿mlerde kararsēz se­eneĵi i­ermeyen 4ôl¿ zorunlu se­im Likert (1=Kesinlikle 

katēlmēyorumï4=Kesinlikle katēlēyorum) kullanēlmēĸtēr (Kulas et al, 2008; Chyung et 

al, 2017). Ama­ psikometrik ºl­ek geliĸtirmek deĵil, araĸtērma sorularēyla doĵrudan 

hizalanan baĵlam-duyarlē veri toplamaktēr. Anket Google Forms ¿zerinden 

uygulanmēĸ; eriĸilebilirlik, cihaz uyumluluĵu, d¿ĸ¿k maliyet ve anonimlik 

nedenleriyle bu platform tercih edilmiĸtir (Cohen, Manion & Morrison, 2018). 

Bºl¿mlendirme ve akēĸ, biliĸsel y¿k¿ azaltacak bi­imde d¿zenlenmiĸ; temel 

maddeler zorunlu kēlēnmēĸtēr. 

 

Veri toplama s¿reci 2024ï2025 akademik yēlēnda y¿r¿t¿lm¿ĸt¿r. Uygulama 

ºncesinde Orta Doĵu Teknik ¦niversitesi Ķnsan Araĸtērmalarē Etik Kuruluôndan onay 

alēnmēĸ; bilgilendirilmiĸ onam, gºn¿ll¿l¿k, istendiĵinde ­ekilme hakkē, gizlilik  ve 

veri g¿venliĵi ilkeleri titizlikle uygulanmēĸtēr. Nihai uygulamadan ºnce kamu/ºzel 

ilkokullardan beĸ Ķngilizce ºĵretmeniyle pilot ­alēĸma yapēlmēĸ; gelen geri 

bildirimler doĵrultusunda dil ve bi­imsel sadeleĸtirmeler, terim birliĵi, madde akēĸē 

ve d¿zeninde iyileĸtirmeler ger­ekleĸtirilmiĸ, ara­ danēĸman deĵerlendirmesiyle son 

h©lini almēĸtēr (Dºrnyei & Taguchi, 2010; Fowler, 2014). Ardēndan anket mesleki 

aĵlar, ºĵretmen dernekleri ve ilgili sosyal medya gruplarē ¿zerinden 

yaygēnlaĸtērēlmēĸ; katēlēmcēlardan uygun meslektaĸlarēnē yºnlendirmeleri istenmiĸtir. 

Toplamda 180 ge­erli yanēt elde edilmiĸtir. 

 

¢alēĸmada karma veri ­ºz¿mlemesi benimsenmiĸtir. Likert tipi maddelerden elde 

edilen nicel veriler SPSS ile ­ºz¿mlenmiĸtir. Her bºl¿m i­in betimsel istatistikler 
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(frekans, y¿zde, aritmetik ortalama, standart sapma) hesaplanmēĸ; ºl­ek/bºl¿mlerin 

i­ tutarlēlēĵē i­in Cronbachôs Alpha katsayēlarē raporlanmēĸtēr (Taber, 2018). Grup 

karĸēlaĸtērmalarē i­in iki ­ēkarēmsal test kullanēlmēĸtēr: birincisi, baĵēmsēz ºrneklemler 

t-testiyle YZ okuryazarlēĵē y¿ksek ve d¿ĸ¿k gruplarēn algēlarē arasēndaki farklar; 

ikincisi, tek yºnl¿ varyans analiziyle (ANOVA) deneyim d¿zeyi 0ï5 yēl, 6ï15 yēl ve 

16 yēl ve ¿zeri gruplar arasēndaki algē farklēlēklarē incelenmiĸtir. Bu analizler, YZ 

okuryazarlēĵē ve mesleki deneyim gibi arka plan deĵiĸkenlerinin algēlar ¿zerindeki 

etkilerini incelemeyi ama­lamaktadēr. 

 

A­ēk u­lu sorulardan elde edilen nitel veriler, S¿rekli Karĸēlaĸtērma Yºntemi ile a­ēk 

kodlamaïeksen kodlamaïse­ici kodlama aĸamalarēnda ­ºz¿mlenmiĸtir (Glaser & 

Strauss, 1967; Strauss & Corbin, 1990; Cohen, Manion & Morrison, 2007). Kodlama 

ve verilerin d¿zenlenmesinde MAXQDA yazēlēmē kullanēlmēĸ; kod ve kategori 

frekanslarēyla temalarēn saĵlamasē yapēlmēĸtēr. Yºntem, katēlēmcē ifadelerinin 

ºĵretmen gºr¿ĸlerinin sayēsal ºr¿nt¿lerini baĵlamsal olarak a­ēklamasēnē saĵlamēĸ; 

algēlanan yararlar, kaygēlar/olasē sakēncalar ve etkili entegrasyon ºnerileri ana 

temalarē altēnda b¿t¿nleĸtirilmiĸtir. 

 

¢alēĸma, ºl­me aracēnēn hizmet i­i Ķngilizce ºĵretmenlerinin k¿­¿k yaĸ gruplarēna 

dºn¿k sēnēflarda YZ entegrasyonuna iliĸkin algēlarēnē yansētmak i­in uygun ve yeterli 

olduĵu; katēlēmcēlarēn maddelere d¿r¿st ve bilin­li yanēt verdikleri; YZ kavramēna, 

ºzellikle eĵitim baĵlamēnda, temel d¿zeyde h©kim olduklarē; ama­lē ve kartopu 

ºrnekleme ile oluĸturulan ºrneklemin T¿rkiyeônin farklē bºlgeleri ve okul t¿rlerinden 

­eĸitlilik sunduĵu; a­ēk u­lu yanētlarda dile getirilen gºr¿ĸlerin otantik i­gºr¿ler 

saĵladēĵē varsayēmlarē ¿zerine inĸa edilmiĸtir. Bu b¿t¿nc¿l yºntemsel ­er­eve, 

ºĵretmen gºr¿ĸlerinin hem nicel eĵilimler hem de nitel anlatēlar yoluyla 

derinlemesine anlaĸēlmasēna olanak tanēmēĸtēr. 

 

TEMEL BULGULAR  

 

Araĸtērmanēn temel bulgularē, ilkokul d¿zeyinde Ķngilizce ºĵreten ºĵretmenlerin 

yapay zek© ara­larēna yºnelik aĸinalēklarēnēn ve kullanēm ºr¿nt¿lerinin giderek 

arttēĵēnē; ancak etkin ve eĸitlik­i entegrasyon i­in kurumsal destek, ºĵretmen eĵitimi 
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ve etik ­er­eveler konularēnda belirgin gereksinimler bulunduĵunu gºstermektedir. 

Katēlēmcēlarēn ºnemli bir bºl¿m¿ YZôye ortaïy¿ksek d¿zeyde aĸina olduĵunu 

bildirmiĸ, buna karĸēn okullarda s¿rd¿r¿lebilir destek ve d¿zenli hizmet i­i eĵitim 

olanaklarēnēn sēnērlēlēĵē sēk yinelenen bir bulgu olmuĸtur. ¥ĵretmenlerin kiĸisel 

ama­larla YZ kullanēm sēklēĵē ñnadirenò ve ñbazenò yanētlarēnda yoĵunlaĸērken, sēnēf 

i­inde ºĵrenci kullanēmēnēn daha seyrek ve d¿zensiz olduĵu gºr¿lm¿ĸt¿r. Bu tablo, 

ºĵretmenlerin YZôyi daha ­ok planlama, materyal hazērlama ve dil girdisi oluĸturma 

gibi ñarka planò iĸlevlerde kullandēĵēnē; ºĵrenci etkileĸimini ise daha temkinli 

yºnettiĵini d¿ĸ¿nd¿rmektedir.  

 

Ara­ tercihleri incelendiĵinde, en yaygēn benimsenen platformlarēn ChatGPT/Google 

Gemini (83,3%), Google Translate (64,4%), Grammarly (53,9%) ve Duolingo 

(53,3%) olduĵu; buna karĸēlēk QuillBot (23,3%) ve Wordtune (3,9%) gibi ara­larēn 

sēnērlē kaldēĵē gºr¿lm¿ĸt¿r. Bu daĵēlēm, ºĵretmenlerin eriĸilebilir, genel ama­lē ve 

kullanēcē dostu ara­lara yºneldiĵini; etkileĸimli/oyunlaĸtērēlmēĸ veya niĸ ara­larēn ise 

bilgi ve g¿ven eksikliĵi nedeniyle daha az kullanēldēĵēnē d¿ĸ¿nd¿rmektedir. 

¥ĵretmenlerin ºnemli bir kēsmē ñYZ ara­larēna eriĸimim yeterliò ifadesine katēlēmda 

orta d¿zeyde kalmēĸ, bu da teknik altyapē ve lisans/eriĸim konularēnda okul temelli 

destek gereksinimini g¿­lendirmiĸtir.  

 

YZ Okuryazarlēĵē ¥l­eĵi (AILS) bulgularē, ºrneklemde genel YZ okuryazarlēĵēnēn 

gºrece y¿ksek bir d¿zeyde olduĵunu ortaya koymaktadēr. Alt boyut ortalamalarē 

farkēndalēk i­in 4,93; kullanēm i­in 4,77; deĵerlendirme i­in 4,69 ve etik i­in 

4,93ôt¿r; toplam ºl­ek ortalamasē 4,83ôt¿r. ¥l­eĵin bu ­alēĸmadaki g¿venirlik 

katsayēsē y¿ksektir (Ŭ=.826). Bu yapē, ºĵretmenlerin akēllē/akēllē olmayan 

teknolojileri ayērt etme, uygun aracē se­me ve etik ilkelere dikkat etme gibi temel 

yeterliklerde g¿­l¿ olduklarēnē; deĵerlendirme ve sēnēf i­i karar verme boyutlarēnda 

ise gºrece daha fazla mesleki destekten yararlanabileceklerini d¿ĸ¿nd¿rmektedir.  

 

ñ¥ĵretmen Hazērlēĵē ve Mesleki Geliĸimò bºl¿m¿nde ortalama puanēn orta d¿zeyde 

(M=2,88) kaldēĵē gºr¿lm¿ĸt¿r. ¥ĵretmenlerin motivasyonu en y¿ksek alt ºĵe olarak 

ºne ­ēkarken (M=3,41), ñokulun s¿rd¿r¿lebilir destek sunmasēò (M=2,25) ve 

ñresm´/planlē YZ eĵitimi almaò (M=2,32) en d¿ĸ¿k ortalamalarē almēĸtēr. Bu durum, 
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bireysel isteklilik ve merakēn y¿ksek olmasēna karĸēn kurumsal yapēlarēn, programlē 

eĵitimlerin ve teknik/lojistik desteĵin yetersiz kaldēĵēnē gºstermektedir. Baĸka bir 

deyiĸle, sēnēflarda g¿venli ve etkili YZ entegrasyonunu yaygēnlaĸtērmanēn anahtarē, 

motive ºĵretmenleri hedefleyen sistematik, uygulamaya dºn¿k ve s¿rd¿r¿lebilir 

mesleki ºĵrenme olanaklarēdēr.  

 

ñAlgēlanan Yararlarò bºl¿m¿n¿n genel ortalamasē olumlu bir d¿zeye iĸaret 

etmektedir (M=3,42). ¥ĵretmenler ºzellikle sºzc¿k ºĵretimini destekleme (M=3,55), 

geniĸ kaynaklara eriĸimi kolaylaĸtērma (M=3,51), ºĵrenmeyi daha 

etkileĸimli/eĵlenceli kēlma (M=3,50), dinleme ve okuma becerilerini destekleme (her 

ikisi M=3,46) ve bireyselleĸtirilmiĸ geri bildirim/izleme imk©nē saĵlama (M=3,38) 

gibi yararlarē vurgulamēĸlardēr. Beceri temelli deĵerlendirmelerde ­ok y¿ksek katēlēm 

oranlarē dikkat ­ekmiĸtir: okuma (%96,7), dinleme (%96,1), dilbilgisi (%95,6), 

konuĸma (%92,2) ve yazma (%91,7) alanlarēnda YZ desteĵinin katkēsē yaygēn 

bi­imde onaylanmēĸtēr. Benzer ĸekilde ñgeniĸ ºĵrenme kaynaklarēna eriĸimò (%97,2) 

ve ñoyunlaĸtērma yoluyla g¿d¿lenmeò (%95,5) maddeleri de g¿­l¿ destek gºrm¿ĸt¿r.  

 

Buna karĸēlēk ñEndiĸeler / Olasē Sakēncalarò baĸlēĵēnda, en y¿ksek ortalamalarēn 

ñaĸērē ekran s¿resiò (M=3,18), ñºĵrenci verisinin gizliliĵi ve g¿venliĵiò (M=3,06) ve 

ñteknolojiye eĸitsiz eriĸimò (M=3,02) maddelerinde toplandēĵē gºr¿lm¿ĸt¿r. 

ñM¿fredatla uyumsuzlukò (M=2,47) ve ñi­erik g¿venilirliĵiò (M=2,58) gºrece daha 

d¿ĸ¿k kaygē alanlarēdēr. Nitel veriler de bu resmi tamamlamaktadēr: ºĵretmenler 

ºzellikle y¿z y¿ze etkileĸimin azalmasē (f=43) ve YZônin duygusal zek© yoksunluĵu 

(f=28) nedeniyle k¿­¿k yaĸ gruplarēnda pedagojik b¿t¿nl¿ĵ¿n zedelenebileceĵini, 

dikkat daĵēnēklēĵē ve ñaracē ama­laĸtērmaò riskinin arttēĵēnē belirtmiĸlerdir. Bu 

bulgular, faydalarē maksimize ederken iyi tasarlanmēĸ sēnēf i­i kullanēm kurallarēna, 

s¿re ve ama­ netliĵine ve veri g¿venliĵine duyarlē bir ­er­evenin gerekliliĵini 

vurgulamaktadēr.  

 

ñGeleceĵe Yºnelik Algēlarò bºl¿m¿nde genel ortalama 3,25ôtir. ¥ĵretmenler YZônin 

yakēn gelecekte sēnēfēn temel ara­larēndan biri h©line geleceĵi; kiĸiselleĸtirilmiĸ 

ºĵrenme yollarēnē, sēnēf i­i dºn¿ĸ¿m¿ ve dezavantajlē/uzaktan ºĵrenenler i­in eriĸimi 

artērabileceĵi yºn¿nde gºrece g¿­l¿ bir iyimserlik sergilemiĸlerdir. Diĵer yandan, 
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hēzlē entegrasyonun beraberinde getirebileceĵi risklere ve net d¿zenleyici/etik 

ilkelere duyulan ihtiya­ da yinelenmiĸtir. Bu ikili gºr¿n¿m bir diĵer deĵiĸle temkinli 

iyimserlik, yakēn dºnemde politika ve uygulama ºnerilerinin ñhem-yenilik­i hem-

g¿venliò bir dengeye oturmasē gerektiĵine iĸaret etmektedir.  

 

ñEtkili Entegrasyon Ķ­in ¥nerilerò baĸlēĵēnda en y¿ksek ortalamalar okul 

kaynaklarēnēn/altyapēnēn g¿­lendirilmesi (M=3,63), ºĵretmenler i­in d¿zenli ve 

uygulamalē mesleki geliĸim olanaklarēnēn artērēlmasē (M=3,58) ve ºĵretmenï

geliĸtirici iĸbirliĵinin teĸviki (M=3,53) maddelerinde toplanmēĸtēr. ¥ĵretmenlerin 

ezici ­oĵunluĵu YZônin insan ºĵretimi ñtamamlayēcēò bi­imde konumlandērēlmasē 

gerektiĵini vurgulamēĸ (M=3,41); veri gizliliĵiïg¿venliĵi, eriĸilebilirlik ve 

kapsayēcēlēk ilkelerinin operasyonelleĸtirilmesini ºnermiĸtir. Ayrēca ara­larēn 

pedagojik olarak g¿ncel tutulmasē ve etkinliĵinin d¿zenli deĵerlendirilmesi gereĵine 

de y¿ksek katēlēm bildirilmiĸtir. Bu tablo, politika-yapēcēlar ve okul yºneticileri i­in 

somut yatērēm ve program tasarēmē alanlarēnē netleĸtirmektedir.  

 

Gruplararasē karĸēlaĸtērmalar, YZ okuryazarlēĵēnēn ºĵretmen algēlarēnda belirleyici 

bir etmen olduĵunu gºstermektedir. AILS ortalamasēna gºre ñy¿ksekò okuryazarlēk 

grubundaki ºĵretmenler, ñd¿ĸ¿kò gruba kēyasla hazērlēk/mesleki geliĸim 

(M=3,05>2,67), yararlar (M=3,56>3,25), geleceĵe yºnelik algēlar (M=3,35>3,12) ve 

entegrasyon ºnerileri (M=3,68>3,41) boyutlarēnda anlamlē derecede daha y¿ksek 

puanlar vermiĸtir (t testleri, t¿m¿nde p<.05). Buna karĸēlēk ñkaygēlar/olasē 

sakēncalarò boyutunda iki grup arasēnda anlamlē fark bulunmamēĸtēr (p=.162). Bu 

bulgu, risklere iliĸkin ­ekincelerin okuryazarlēk d¿zeyinden baĵēmsēz, daha 

yaygēn/ortak bir duyarlēlēk olduĵunu d¿ĸ¿nd¿rmektedir.  

 

Deneyim yēlēna gºre karĸēlaĸtērmalar, bazē alanlarda anlamlē farklar olduĵunu, 

diĵerlerinde ise benzer bir tablo korunduĵunu gºstermektedir. 0ï5 yēl deneyimli 

ºĵretmenler YZ okuryazarlēk ºl­eĵinin farkēndalēk ve kullanēm alt boyutlarēnda daha 

y¿ksek puanlar vermiĸtir; bu durum, erken kariyer ºĵretmenlerin YZôyi deneme ve 

g¿ndelik iĸ akēĸēna katma eĵiliminin daha g¿­l¿ olduĵuna iĸaret eder. Buna karĸēlēk 

deĵerlendirme ve etik boyutlarēnda, ayrēca genel YZ okuryazarlēk ºl­eĵi 

ortalamasēnda gruplar arasēnda anlamlē fark saptanmamēĸtēr; yani temel etik ilkeler 
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ve pedagojik deĵerlendirme yeterlikleri kēdemden baĵēmsēz olarak benzer 

d¿zeydedir. ¥l­ek dēĸēndaki bºl¿mlerde de benzer sonu­lar gºzlenmiĸtir: ºĵretmen 

hazērlēĵē, algēlanan yararlar, kaygēlar ve geleceĵe yºnelik algēlar baĸlēklarēnda 

deneyim gruplarē anlamlē bi­imde ayrēĸmamēĸtēr. Anlamlē farklēlēk gºr¿len istisna 

ñºnerilerò bºl¿m¿d¿r: 0ï5 yēl grubunun sēnēf i­i uygulama ve okul ºl­eĵinde 

iyileĸtirme yºn¿ndeki ºneri puanlarē daha y¿ksektir. Kēsaca, erken kariyer 

ºĵretmenler YZôyi daha ­ok dener ve daha fazla ºneri ¿retir; fakat etik, 

deĵerlendirme ve genel tutumlar deneyim gruplarē arasēnda ortak bir zeminde 

buluĸur. 

 

Genel olarak bulgular, YZônin k¿­¿k yaĸ gruplarēnda Ķngilizce ºĵretimini ­ok 

boyutlu bi­imde destekleyebileceĵini; ºzellikle sºzc¿k ve alēcē becerilerde 

ºĵrenmeye katkēsēnēn ºĵretmenlerce g¿­l¿ bi­imde algēlandēĵēnē gºstermektedir. 

Bununla birlikte veri g¿venliĵi, ekran s¿resi, eĸitsiz eriĸim ve insan etkileĸiminin 

korunmasē, ºĵretmenlerin ortak ve g¿­l¿ kaygē alanlarēdēr. Etkili entegrasyon i­in, 

okul d¿zeyinde teknik/lojistik altyapēnēn g¿­lendirilmesi; ºĵretmenlere dºn¿k 

s¿rekli, sēnēf i­i uygulamaya dayalē mesleki ºĵrenme fērsatlarēnēn oluĸturulmasē; 

geliĸtiriciïºĵretmen iĸ birliĵinin kurumsallaĸtērēlmasē; yaĸa ve geliĸime uygun ara­ 

se­imi ile a­ēk etikïgizlilik ilkelerinin iĸler h©le getirilmesi gereklidir. Bu koĸullar 

saĵlandēĵēnda, ºĵretmenlerin motivasyon ve YZ okuryazarlēĵē d¿zeylerinin de 

katkēsēyla, YZônin pedagojik hedeflerle uyumlu, eriĸilebilir ve s¿rd¿r¿lebilir bi­imde 

sēnēf ekosistemine yerleĸmesi m¿mk¿n gºr¿nmektedir. 

 

TARTIķMA VE SONU¢  

 

Bu ­alēĸmanēn bulgularē, T¿rkiyeôde k¿­¿k yaĸ grubu ºĵrenciler ile ­alēĸan hizmet i­i 

Ķngilizce ºĵretmenlerinin yapay zek© (YZ) teknolojilerine iliĸkin algē ve 

kullanēmēnda ­ift yºnl¿ bir tabloya iĸaret etmektedir. ¥ĵretmenlerin ºnemli bir 

bºl¿m¿ YZ ara­larēnē ders planlama, materyal ¿retimi ve ºl­me-deĵerlendirme gibi 

ºĵretmen-merkezli s¿re­lerde iĸ akēĸēnē hēzlandēran bir yardēmcē olarak etkin bi­imde 

kullanmaktadēr. Buna karĸēlēk, doĵrudan ºĵrenciyle etkileĸim gerektiren sēnēf i­i 

uygulamalarda daha temkinli ve sēnērlē bir yaklaĸēm benimsenmektedir. Bu ºr¿nt¿, 

farklē ¿lkelerde rapor edilen ñolumlu tutumïsēnērlē sēnēf i­i uygulamaò bulgularēyla 
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genel hatlarēyla ºrt¿ĸmektedir (Khattak et al., 2025; Khadka et al., 2025; Zulkarnain 

& Yunus, 2023). ¢alēĸmada en sēk baĸvurulan ara­larēn ChatGPT/Gemini, Google 

Translate, Grammarly ve Duolingo gibi genel ama­lē platformlar olmasē da YZônin 

h©len aĵērlēkla hazērlēk ve destekleyici s¿re­lerde konumlandēĵēna iĸaret etmektedir. 

 

Algēlanan yararlar g¿­l¿ ve tutarlēdēr. Bulgular, YZônin kiĸiselleĸtirilmiĸ ºĵrenmeyi 

desteklediĵini; k¿­¿k yaĸ grubu ºĵrencilerin kendi hēzlarēnda ilerlemelerine olanak 

saĵladēĵēnē; ºzellikle konuĸma ve yazma gibi ¿retim gerektiren gºrevlerde anlēk ve 

hedefe dºn¿k dºn¿t ¿reterek hatalarēn yerleĸmesini ºnlediĵini ve ºz-d¿zenleme 

becerilerini teĸvik ettiĵini gºstermektedir. Oyunlaĸtērma ve etkileĸimli i­erikler 

yoluyla g¿d¿lenmenin artmasē, kelime ºĵretiminde hēzlē pekiĸtirme ve ºĵretmen iĸ 

y¿k¿nde azalma diĵer ºne ­ēkan katkēlardēr. Bu yarar profili, ºĵretmen 

ºrneklemlerine dayalē g¿ncel derleme ve ampirik ­alēĸmalarla uyumludur (Zahro & 

Siswono, 2022; Firdaus & Nawaz, 2024; Mudawy & Mohammed, 2024). Ayrēca 

bulgular, YZ desteĵinin ºĵretmenin pedagojik takdiri ve planlama kapasitesiyle 

birlikte ele alēndēĵēnda daha y¿ksek etki ¿rettiĵini; insan etkileĸimine dayalē sēnēf 

iklimi korunduĵunda ºĵrenme ­ēktēlarēnēn daha anlamlēlaĸtēĵēnē d¿ĸ¿nd¿rmektedir. 

 

Araĸtērma bulgularē, anlēk geri bildirim ve ºĵrenme analitiĵi olanaklarēnēn k¿­¿k yaĸ 

grubu i­in ºzel ºnem taĸēdēĵēnē da ortaya koymuĸtur. ¥ĵretmenler, anēnda 

d¿zeltmelerin ­ekingen ºĵrencilerde kaygēyē azalttēĵēnē, ºz-d¿zeltmeyi teĸvik 

ettiĵini; otomatik deĵerlendirmenin ise notlandērma y¿k¿n¿ azaltarak hedefli destek 

i­in zaman a­tēĵēnē belirtmiĸtir. Alan yazēn, YZônin ºzellikle yazma ve kelime gibi 

alt-becerilerde doĵruluk ve farkēndalēĵē artērabildiĵini; bi­imlendirici deĵerlendirme 

ile ºĵretimïºl­me dºng¿s¿n¿ hēzlandērdēĵēnē vurgulamaktadēr (Fontanilla et al., 

2023; Tan et al., 2023; Crompton et al., 2024; Zhang et al., 2023). Bu ­alēĸma da 

ºĵretmenlerin ­oklu kaynak ve zengin materyal eriĸimini YZônin belirgin bir avantajē 

olarak gºrd¿ĵ¿n¿ doĵrulamaktadēr. 

 

Bununla birlikte, k¿­¿k yaĸ grubu ºĵrencilerle ­alēĸmanēn geliĸimsel hassasiyetleri 

nedeniyle g¿­l¿ ­ekinceler dile getirilmiĸtir. ¥ĵretmenler, insan etkileĸiminin ve 

ºĵretmenïºĵrenci iliĸkisinin ºĵrenmenin kalbinde yer aldēĵēnē; bu nedenle YZônin 

ikame deĵil destekleyici bir rol ¿stlenmesi gerektiĵini vurgulamaktadēr. Artan ekran 
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s¿resinin dikkat s¿re­leri ve sosyal davranēĸlar ¿zerindeki olasē etkileri; i­erik 

uygunluĵu ve g¿venilirliĵine iliĸkin kuĸkular; yanēltēcē ¿retimler (hal¿sinasyon) ve 

pedagojik d¿zeylendirme sorunlarē; veri gizliliĵi ve algoritmik ºnyargē gibi etik 

riskler ºĵretmenlerin en sēk ifade ettiĵi alanlardēr. Uluslararasē politika metinleri, 

­ocuk haklarēnē ºnceleyen g¿venli ve kapsayēcē tasarēm ile ĸeffaf veri kullanēmē 

ilkelerini a­ēk bi­imde vurgulayarak bu temkinli yaklaĸēmē desteklemektedir 

(UNICEF, 2021; Charisi et al., 2022). Bu ­er­evede, YZônin k¿­¿k yaĸ grubu 

sēnēflarēnda deĵer ¿retebilmesi i­in etik g¿vencelerle ­evrili, yaĸa ve m¿fredata 

uygun ve ºĵretmen liderliĵinde bir kullanēmēn gerekliliĵi a­ēktēr. 

 

Sēnēf i­i entegrasyonun sēnērlē kalmasēnda yapēsal koĸullarēn payē b¿y¿kt¿r. Bulgular, 

YZôye iliĸkin bi­imsel hizmet-i­i eĵitim olanaklarēnēn sēnērlē olduĵunu; okul/kurum 

d¿zeyinde a­ēk kēlavuzlar ve teknik destek mekanizmalarēnēn eksik kaldēĵēnē; 

donanēm ve baĵlantē altyapēsēndaki eĸitsizliklerin ºzellikle dezavantajlē okullarda 

entegrasyonu zorlaĸtērdēĵēnē gºstermektedir. ¥ĵretmen motivasyonu y¿ksek olsa 

dahi kapasite geliĸtirme ve kurumsal politika bileĸenleri g¿­lendirilmedik­e yaygēn 

ve nitelikli sēnēf i­i kullanēmēn gecikeceĵi anlaĸēlmaktadēr. Nitekim ºĵretmen 

kapasitesini sistematik bi­imde g¿­lendiren programlar ve kurum ºl­eĵinde a­ēk etik 

ilkeler saĵlanmadēĵēnda ileri teknolojilerin ya atēl kaldēĵē ya da riskli kullanēmlara 

yol a­abildiĵi literat¿rde yinelenmektedir (Bryant et al., 2020; Charisi et al., 2022). 

Bu nedenle, hizmet-ºncesi ve hizmet-i­i ºĵretmen eĵitiminde YZ okuryazarlēĵēnēn 

­ekirdeĵe alēnmasē; okul ºl­eĵinde veri koruma ve kullanēm yºnergelerinin a­ēklēĵa 

kavuĸturulmasē; dezavantajlē okullara ºncelik veren adil eriĸim yatērēmlarēnēn 

yapēlmasē ºncelik taĸēmaktadēr. 

 

Gruplar arasē farklēlaĸmalarda YZ okuryazarlēĵē belirleyici bir deĵiĸken olarak ºne 

­ēkmaktadēr. YZ okuryazarlēĵē y¿ksek ºĵretmenler, entegrasyona kendilerini daha 

hazēr hissetmekte; kiĸiselleĸtirme, motivasyon ve verimlilik gibi yararlara daha g¿­l¿ 

katēlmakta ve sēnēf i­i kullanēma yºnelik daha aktif stratejiler ºnermektedir. Bununla 

birlikte, veri gizliliĵi ve ­ocuklarēn korunmasē gibi etik kaygēlar, okuryazarlēk 

d¿zeyine bakēlmaksēzēn benzer yoĵunlukta paylaĸēlmēĸ; bu durum teknik yeterliĵin 

risk farkēndalēĵēnē ortadan kaldērmadēĵēnē gºstermiĸtir (Zulkarnain & Yunus, 2023; 

Zhao et al., 2022). ¥ĵretmenlik deneyimi deĵiĸkeninde ise yeni ºĵretmenlerin (0ï5 
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yēl) farkēndalēk ve kullanēm sēklēĵēnda nispeten ºnde olduĵu; fakat genel YZ 

algēlarēnda (yararï­ekince dengesi, gelecek beklentileri) anlamlē farklarēn sēnērlē 

kaldēĵē gºr¿lm¿ĸt¿r. Literat¿rde, bazē baĵlamlarda kēdemle birlikte olumlu 

tutumlarēn arttēĵē; bazē baĵlamlarda ise yaĸ ve dijital okuryazarlēk etkisinin daha 

belirgin olduĵu ya da anlamlē bir fark saptanmadēĵē rapor edilmiĸtir (Demirºz & 

T¿rker, 2020; Itmezieh & Shweiki, 2025; Seyrek et al., 2024; ¦retmen, 2024; 

Zimotti et al., 2024). Bu ­alēĸma ise T¿rkiye ºrnekleminde baĸlangē­ d¿zeyi 

hazērbulunuĸluk ve dijital okuryazarlēĵēn daha ayērt edici olabileceĵine iĸaret 

etmektedir. 

 

¥ĵretmen ºnerileri, bulgularla tutarlē ve uygulanabilir bir yol haritasē sunmaktadēr. 

¥ncelikle, teknik kullanēmēn pedagojik tasarēmla birlikte ele alēndēĵē; k¿­¿k yaĸ 

grubu ºĵrencilerin geliĸimsel ºzelliklerine duyarlē, uygulamalē ve kademeli 

yapēlandērēlmēĸ mesleki geliĸim programlarēnēn s¿reklileĸtirilmesi gerekmektedir. 

Kurum d¿zeyinde g¿venilir cihaz/baĵlantē altyapēsē, eriĸilebilir teknik danēĸmanlēk, 

a­ēk etik-kullanēm yºnergeleri ve veri koruma politikalarē saĵlanmalēdēr. Ara­ 

se­imi, m¿fredat hedefleri ve dil geliĸimi aĸamalarēyla hizalanmalē; konuĸma, yazma 

ve kelime gibi beceri alanlarē i­in yaĸ gruplarēna uygun ºrnek ders/etkinlik havuzlarē 

geliĸtirilmelidir. Uygulamada, k¿­¿k ºl­ekli baĸlangē­ ve kademeli yaygēnlaĸtērma 

ilkesi benimsenmeli; s¿re­ pilot uygulamalar, d¿zenli yansētma ve deĵerlendirme 

dºng¿leri (ºĵretmen ºzdeĵerlendirmesi, akran gºzlemi, sēnēf i­i kanēt toplama) ile 

y¿r¿t¿lmeli ve bulgular doĵrultusunda tasarēm gerektiĵinde yeniden 

d¿zenlenmelidir. Bu ­er­eve, YZônin ºĵretmen rol¿n¿ g¿­lendiren, ­ocuklarēn 

geliĸimsel gereksinimlerine saygē duyan ve eĸit eriĸimi ºnceleyen bir ekosistemi 

hedeflemektedir (Bryant et al., 2020; Charisi et al., 2022; Khattak et al., 2025; 

UNICEF, 2021). 

 

Bu ­alēĸma, ºĵretmenlerin sēnēf i­i uygulamalarē i­in ihtiya­ duyduĵu somut destek 

alanlarēnē da ortaya koymaktadēr: yaĸ d¿zeyine gºre sēnēflandērēlmēĸ ve beceri 

alanlarēna (konuĸma, yazma, kelime vb.) ayrēlmēĸ g¿venilir ara­ listeleri; derse hēzlē 

baĸlangē­ i­in kēsa etkinlik ºrnekleri ve hazēr etkinlik havuzlarē; sēnēf i­i izleme ile 

hēzlē geri bildirim i­in pratik form ve ĸablonlar; kēsētlē imk©nlarda uygulanabilecek 

uyarlama stratejileri; ekran s¿resi i­in pedagojik ºl­¿tler ve s¿re yºnetimi ºnerileri. 
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Bu t¿r kullanēma hazēr materyaller ve a­ēk yºnergeler, ºĵretmenlerin bilgiyi sēnēf 

i­inde etkili uygulamaya dºn¿ĸt¿rmesinde belirleyici rol oynayacaktēr. 

 

Sēnērlēlēklar, bulgularēn yorumlanmasēnda mutlaka dikkate alēnmalēdēr. Ama­lē 

ºrnekleme ile ulaĸēlan 180 ºĵretmenden derlenen ºz-bildirim temelli veriler, alana 

iliĸkin kapsamlē bir gºr¿n¿m sunsa da T¿rkiyeôdeki t¿m Ķngilizce ºĵretmenlerini 

temsil etmeyebilir; gºn¿ll¿l¿k esaslē katēlēm ve ­evrimi­i veri toplama koĸullarē, 

se­ilim yanlēlēĵē ve kapsama sēnērlēlēklarēna yol a­mēĸ olabilir. Kesitsel tasarēm, hēzla 

deĵiĸen teknoloji ve politika ortamēnda zaman i­erisindeki deĵiĸimleri izlemeye 

elveriĸli deĵildir; bu nedenle nedensel ­ēkarēmlar sēnērlē tutulmalēdēr. ¥l­¿mlerin ºz-

bildirime dayanmasē sosyal beĵenirlik ve hatērlama yanlēlēĵē risklerini barēndērēr; 

ºl­me aracēnēn ge­erlik ve g¿venirlik ­alēĸmalarē yapēlmēĸ olsa dahi bu risklerin 

t¿m¿yle ortadan kalktēĵē varsayēlamaz. Ayrēca okul t¿r¿, bºlge ve sosyoekonomik 

farklēlēklarēn daĵēlēmē ºrneklemde dengeli olmayabilir; bu durum genellenebilirliĵi 

kēsētlayabilir. 

 

Gelecek araĸtērmalarēn, bu sēnērlēlēklarē azaltacak bi­imde karma yºntemli ve daha 

temsili ºrneklemlerle tasarlanmasē ºnerilir. ¢ok bºlgeli ve m¿mk¿n olduĵunca 

olasēlēklē ºrnekleme stratejileri tercih edilmeli; nicel veriler sēnēf i­i gºzlem, ders 

video kaydē ve dok¿man analizi gibi nitel kaynaklarla desteklenmelidir. Boylamsal 

veya tekrar ºl­¿ml¿ desenler, ºĵretmenlerin ve ºĵrencilerin YZôye iliĸkin tutum ve 

uygulamalarēndaki deĵiĸimi izleme imk©nē saĵlayacaktēr. Beceri odaklē deneysel 

­alēĸmalar (ºrneĵin telaffuz/konuĸma i­in YZ destekli uygulamalar, okuma i­in 

uyarlanabilir platformlar) ve farklē mesleki geliĸim modellerinin etkililiĵini 

karĸēlaĸtēran m¿dahale araĸtērmalarē, YZônin ºĵrenen ­ēktēlarē ve ºĵretmen 

yeterlikleri ¿zerindeki etkisine iliĸkin daha g¿­l¿ kanētlar ¿retmelidir. Eĸitlik ve 

eriĸilebilirlik boyutlarē ile maliyetïetkililik analizlerinin de tasarēmlara d©hil 

edilmesi, politika yapēcēlar i­in karar destek deĵeri yaratacaktēr. 

 

Sonu­ olarak, bu ­alēĸma k¿­¿k yaĸ grubu ºĵrencilerle y¿r¿t¿len Ķngilizce 

ºĵretiminde YZônin potansiyelini ve sēnērlarēnē aynē ­er­evede gºr¿n¿r kēlmēĸ; 

T¿rkiye baĵlamēna ºzg¿ koĸullarda ºĵretmen algēlarē ile kullanēm ºr¿nt¿lerini 

sistematik bi­imde ortaya koymuĸtur. Elde edilen bulgular, YZônin kiĸiselleĸtirme, 
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anlēk dºn¿t, g¿d¿lenme ve iĸ y¿k¿ yºnetimi gibi alanlarda anlamlē katkēlar 

sunduĵunu gºstermektedir. Bununla birlikte, bu katkēlarēn kalēcē bir ºĵrenme 

deĵerine dºn¿ĸebilmesi, insan etkileĸimini ikame etmeyen, etik ve g¿venli, 

m¿fredatla uyumlu ve ºĵretmen liderliĵinde y¿r¿t¿len bir entegrasyona baĵlēdēr. 

¢alēĸmanēn ºzg¿n katkēsē, k¿­¿k yaĸ grubu odaĵēyla alan yazēndaki boĸluĵa ēĸēk 

tutmasē; T¿rkiye genelinde 180 ºĵretmenden toplanan verilerle kurumsal ve yapēsal 

engelleri somutlaĸtērmasē ve ºĵretmen ºzerkliĵi ile ­ocuk haklarēnē merkeze alan 

uygulanabilir bir yol haritasē sunmasēdēr. Politika ve uygulama d¿zeyinde ºncelikler 

nettir. Ķlk olarak, yapay zek© (YZ) okuryazarlēĵē hizmet-ºncesi ve hizmet-i­i 

programlarēn ­ekirdeĵine alēnmalēdēr. Ķkinci olarak, a­ēk etik ilkeler ile veri koruma 

d¿zenekleri oluĸturulmalēdēr. ¦­¿nc¿ olarak, eĸit eriĸimi ºnceleyen altyapē 

yatērēmlarē planlanmalēdēr. Dºrd¿nc¿ olarak, kademeli ve kanēta dayalē 

yaygēnlaĸtērma yaklaĸēmlarē benimsenmelidir. Son olarak, ºĵretmen ºzerkliĵini 

koruyan bir kurum k¿lt¿r¿ g¿­lendirilmelidir. Bu yol izlendiĵinde YZ, ºĵretmenin 

pedagojik uzmanlēĵēnē tamamlayan ve her ºĵrencinin geliĸimini eĸitlik­i bi­imde 

destekleyen s¿rd¿r¿lebilir bir ara­ h©line gelebilir. Bu yºnleriyle ­alēĸma, k¿­¿k yaĸ 

grubu Ķngilizce ºĵretiminde YZ entegrasyonuna iliĸkin ulusal ºl­ekte hem tanēlayēcē 

hem de yol gºsterici bir referans noktasēna dºn¿ĸmektedir. 
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