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Abstract
Exploring the Role of ChatGPT in Language and Literacy Practices in an EMI
University: Voices of Kazakhstani Students

Artificial intelligence (Al) technologies rapidly evolve and revolutionize various
domains, including higher education. Due to the recent emergence of generative artificial
intelligence (AI) technologies and large language models (LLM), its potential benefits and
challenges are leading debates and concerns about ethical issues. Thus, these concerns
influence higher education policies, which either restrict or ban the use of Al tools. Although
various research studies have focused on AI’s impact on the English as a foreign language
(EFL) field, AI’s role as a language strategy has not been deeply explored in relation to
literacy practices. In addition, academic reading and writing with Al are frequently examined
from a skills-based perspective focusing on cognitive aspects of literacy, which do not
recognize the students’ literacy events and literacy practices shaped by different factors such
as culturally valued practices and power relations. Therefore, the study draws on Street’s
(1984) literacy as a social practice theoretical framework to explore the influence of
institutional and social practices on how first-year university students use ChatGPT, one of
the most frequently used and advanced Al tools, for literacy practices from student
perspectives. The study also focuses on students’ language learning strategy use, employing
Oxford’s (1990) classification to identify how they utilize Al for language learning.

This study adopted a qualitative phenomenological research design. Data were
obtained from nine first-year students at an EMI university in Kazakhstan through diverse
data collection instruments, including focus group interviews, two art-based research
instruments (image-based reflections and significant circles), and qualitative questionnaires.
The results indicated that participants used ChatGPT to navigate institutional and social

literacy practices in various ways to be ethical scholars and to represent their voices and
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scholarly identities. Moreover, artificial intelligence offered participants opportunities to
socialize in academic practices and discourses while they tried to acquire the EMI
university’s institutional and social practices. The study also found that first-year students use
ChatGPT as a language strategy, which results from the influence of institutional and social
literacy practices. The findings of this study may provide insights to policymakers and
university instructors about how first-year students utilize Al for literacy practices and how it
can foster students’ socialization to academic literacy. In addition, this study may offer
language teachers a perspective of artificial intelligence’s potential in scaffolding student

learning.

Keywords: ChatGPT, artificial intelligence, literacy as a social practice, academic literacies,

language learning strategies.
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AHaaTna

CayarrbuiabIK T:KipuOecinaeri ChatGPT peain 3eprrey: Kazakcranabik EMI

YHHUBEPCHTETi CTyeHTTepPiHiH JaybICTapbl

Kacangs! uaTemekT (Al) TexHOMOTHSIIAPBI KAPKBIHIBI JAMBIT, OPTYPIIL cajaiapia,
COHBIH iIIiHJe XOoFaphl 0151iM Oepyze ToHKepic kacayaa. JKakbplHaa TeHepaTUBTI JKaCaH IbI
uHTEINEKT (Al) TexHOMOTHUSANAPHI MEH ipi TUTAIK MoaenbaepaiH (LLM) maiiga 6oysiHa
0aii;IaHBICTHI OHBIH QJICYETTi apPTHIKIIBUIBIKTAPl MEH KUBIHBIKTAPHI 3TUKAJIBIK Macesenep
OoiibIHIIA TiKIpTaTacTap MEH ajJaHJayIbUIBIKTapAb! TyAbIpaasl. Ocklnaiima, 6y
amangaymsuisikTap JKACAH/IbI MHTEJUJIEKT xypanaapsia naigananyabl MEeKTeUTiH
HEMece THIHBIM callaThIH JKOFaphl Oi1iM Oepy casicaTblHa ocep eTei. Op TYPJIi FHUIBIMU
seprreyiep JKACAH/Ibl MHTEJUJIEKTTIH, met tini perinae arbuiiibiH TutiHe (EFL)
OCEPIHE 6arpirranransiver, JKACAH/Ibl MHTEJUIEKTTIH, tingik cTpaTerus peTinaeri
peIIi cayaTThIIBIK IPAKTUKACKIHA KaTBICTHI TepeH 3epTTeamereH. COHBIMEH Kartap,
KACAHIBI MHTEJUUIEKT apkpuibl akaJeMUSIIBIK OKY JKQHE Ka3y CayaTThUIBIKTHIH
TaHBIMBIK acTIeKTiJiepiHe OarbITTANFaH JaFJblIapFa HEeTi3eNITeH TYPFbIIAH KUl 3epTTene],
oJlap CTYIEHTTEP/IiH CayaTThUIBIK OKMFAIaphl MEH MOJICHU TYPFBITAH OaralaHATHIH
TOXipubesaep MeH OMITIK KaTbIHACTAPBl CHAKTHI 9PTYPIIi (haKkTOpIapMeH KaJIbINTACKaH
cayaTThUIBIK TOXKipuOeciH MoibiHAaMaiibl.. ConapikTaH, 3eprrey CTputTiH (1984 x.)
cayaTTbUIBIFBIH QJIEYMETTIK TOXKIPUOCHIH TEOPHUSIIBIK HET131 peTiHAe YHUBEPCUTETTIH OipiHIIi
KypcC CTyIeHTTEpiHiH eH wui KonaanbuiateiH JKOHE xerinaipinren JKACAH/IbI
NHTEJUJIEKT kypannapsiasi 6ipi ChatGPT-Ti kanait KongaHaThIHBIHA HHCTUTYIIHOHAIBIK
KOHE OJICYMETTIK TOXKIpUOEIEepAiH dCepiH 3epTTeyre HeTi3/IeNTeH. CTYACHTTePAIH KO3Kapachl
OoiibIHIIA cayaTThUIBIK TOXipuoOeci. 3eprrey conbiMeH KaTap OxcdoparsiH (1990)

knaccupukanuscsi Konaana oteipsin, CTY AEHTTEPAIH, TUIAI yiipeny cTpaTterusicbiH



konganyra BAFBITTAJIFAH, onapasin TUI/I yitpeny yurin XJKACAHABI MHTEJIJIEKTTI

KaJail KOJIJaHAThIHBIH aHBIKTAY YIILIiH.

By 3eprrey cananbl (PeHOMEHOJIOTHSIIBIK 3epTTey TU3aiiHbIH KaObu1aaasl. Jlepekrep
Kazakcranaarsl EMI ynuBepcuTeTiHiH OipiHIIT KypChIHBIH TOFBI3 CTYACHTIHEH SPTYPIIi
JepeKTep/Ii )KuHay Kypayapbl, COHBIH imiHAe (oKyc-TonTapaarkl cyxoarrap, ki Kopkem
3epTTey Kypalbl (KeCKIHIe HEeTi3/IeNTeH peduieKcHsiap KoHE MaHbBI3IbI IEHOEpIIep) KOHE
carajbl cayalHamasap apKbUIbl ajbiHAbL. HoTokenep kepceTkene, KaTeicymbiiap chatgpt-
Ti MHCTUTYIUOHAJBIK KOHE OJIEYMETTIK CayaTThUIBIK TOKIpUOEIepiH 3TUKAIBIK FaIbIMIap
001y JKoHE 63 1ayBICTaphl MEH FHUIBIMH €PEKILETIKTEPiH KOPCETY YILiH pTYPJii TOCUIAEPMEH
mrapiay yuid naigananasl. COHbIMEH Kartap, )KacaH/Ibl UHTEIUIEKT KaThlcymbliapra EMI
YHHUBEPCHUTETIHIH HHCTUTYIIMOHAJIBIK JKOHE QJICYMETTIK TOXKIpHOECiH MeHrepyre
THIPBICKAH/A aKaJeMUSJIBIK TOKIpHOEIep MEH AUCKypCTapa S1eyMeTTeHyre MyMKIH/IIK
Oepni. 3epTTey COHBIMEH KaTap OipiHIIi Kypc cTyneHTTepi chatgpt-Ti HHCTUTYIIMOHANIBIK
’KOHE QJIEYMETTIK CayaTThUIBIK TOXKIpUOECIHIH 9CEpIHEH TYBIHIAUTHIH TUIIIK CTpAaTEeTUs
peTiHfe naiganaHaTeIHBIH KepceTTi. byl 3epTTey iy HoTHXKeNepi cascaTKkepiep MeH
YHHUBEPCHUTET OKBITYIIBIIAPbIHA OipiHINI KypC CTYACHTTEPIHIH cayaTThUIBIK TOKIpHOEC] YIIiH
KACAH/IbI UHTEJUUIEKTTI xanaii maiinanaHaTeIHBI )KOHE OHBIH CTYACHTTEP/IH
aKaJIeMUSUIBIK CayaTThUTBIKKA QJICYMETTeHYIHE Kalai bIKIal eTeTiHl Typalibl TYCiHIK Oepe
anazapl. COHBIMEH KaTap, OyJ1 3epTTey TiJl MyFaliMJIepiHe OKYIIbUIAPIbIH OKYBIH KaMTaMachl3

eTy/eri JKacaH Il MHTEJUIEKTTIH dJIeyeTl Typalbl TYCiHIK Oepe anaibl.

Kinm co30ep: ChatGPT, xacaH/pl HHTEIIEKT, CayaTThUIBIK QJIEYMETTIK TOXKipuOe peTiHae,

aKaJIeMUSUIBIK CayaTThUIBIK, T11 YUPEHY CTpaTerusiapbl.
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AHHOTanud

N3yuenne posn ChatGPT B npakTHKe NOBbINIEHUS TPAMOTHOCTH: MHEHHS CTYCHTOB
Ka3zaxcranckoro ynusepcurera EMI

Texnonoruu uckyccrseHHoro uutemekra (M) 6p1cTpo pa3BUBAIOTCS U
PEBOJIOIMOHU3UPYIOT pa3iIudHble chepbl, BKIIIoYas BhICIIee oOpa3oBaHue. B cBs3u ¢
HEJaBHUM I10SIBJIEHUEM TEXHOJIOTUI I'€HEPaTUBHOIO UCKyCcCTBEHHOTO nHTeekra (M) u
OonbIIX SA3BIKOBBIX Mozeneil (LLM), ux nmoTeHIuaabHble MPEeUMYIIEecTBa U IPOOIeMbI
BBI3BIBAIOT CIIOPHI M 03a00UYEHHOCTH 110 3TUYECKUM BorpocaM. Takum ob6pa3zom, 3Tu
OTACeHMS BIHSIOT HA MOJUTUKY BBICIIETO 00pa30oBaHUsA, KOTOPas JINOO OrpaHUYUBAET, JTHUOO
3amperaeT UCIoJIb30BaHUE HHCTPYMEHTOB HCKYCCTBEHHOTO UHTEIUIEKTa. XOTs pa3InyHbIe
MCCIIeI0BAaHMSI OBLIH MOCBSIIECHBI BIUSHUIO HCKYCCTBEHHOTO MHTEIIJIEKTA HA U3YUCHUE
aHTJIUICKOrO si3bIKa Kak nHocTpaHHoro (EFL), posib HCKyCCTBEHHOIO MHTEIIEKTA KaK
S3BIKOBOM CTPATETHH B MPAKTHUKAX MOBBILIICHUS TPAMOTHOCTH ITy0OOKO He u3ydanach. Kpome
TOrO, aKaJIEMUYECKOE YTEHUE U IIUCHMO C UCIOJIb30BaHUEM UCKYCCTBEHHOI'O MHTEIIIICKTA
4acTO pacCMaTPUBAIOTCS C TOUKH 3PEHUS HABBIKOB, C YIIOPOM HA KOTHUTUBHBIE ACIIEKThI
I'PaMOTHOCTH, KOTOPBIE HE YUUTHIBAIOT MEPONPUATHUS 10 OBBIILIEHUIO TPAMOTHOCTH
y4aluxcs U IPaKTUKU TPAMOTHOCTH, (POPMHUPYEMBIE PA3INYHBIMH (PaKTOpAMH, TAKUMH KaK
KYJIbTypHBIE IICHHOCTHU U BJIACTHBIE OTHOIIEHH. TakuM 00pa3oM, HCCIeIOBAHNE ONTUPACTCS
Ha TEOPETUUYECKYIO OCHOBY "I'paMOTHOCTH Kak counanbHoi npakTuku" Crputa (1984),
YTOOBI U3YUHUTh BIUSAHUE HHCTUTYIIHOHAIBHBIX U COLMANBHBIX MPAKTHK HA TO, KaK CTYACHTHI
NEepBOTO Kypca yHuBepcuTeToB ucnonb3ytor ChatGPT, ogun u3 Hanbomee yacto
UCTIOJIb3YEMBIX U MIPOJABUHYTHIX HHCTPYMEHTOB UCKYCCTBEHHOTO MHTEIIJIEKTA, ISl O0yUEeHUs
rpaMoTe ¢ TOYKH 3peHus cTyAeHTOoB. MccnenoBanue Takke GoKycupyercs Ha
MCTIOJIb30BAHUU CTYJICHTAMHU CTPATETHH U3YYEHUS SI3bIKa, UCTIONB3YsT OKCPOPACKYIO
knaccupukanuio (1990), yToOb! onpenenuTh, Kak OHH UCTIOIb3YIOT UCKYCCTBEHHBIH

HUHTCJUICKT IJII U3YUCHUA sA3bIKA.
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B sTOM HccienoBaHUM MPUMEHSIICS Ka4eCTBEHHBIN (peHOMeHOoMorndeckuil moaxoa. Jlanabie
OBbUIN TIOJTYYEHBI OT JIEBSITH CTYACHTOB-IIEPBOKYpCHUKOB yHHBepcuTera EMI B Kazaxcrane ¢
MOMOIIBIO PA3JIUYHBIX HHCTPYMEHTOB cOOpa JaHHBIX, BKJIIOYasi HHTEPBBIO C (DOKYC-
rpynmnamu, 1Ba MHCTPYMEHTa UCCIIEJOBaHMsI, OCHOBAHHBIX HA UCKYCCTBE (Pa3MBILUICHUS Ha
OCHOBE M300pakeHUI U 3HAUMMBbIE KPYTH), U Ka4YeCTBEHHBIC aHKEThI. Pe3ynbTaThl mokasanm,
4TO y4acTHUKH ucronb3zoBanu ChatGPT miist Toro, 4To0Obl pa3nuyHbBIME CrIocoOaMu
OPHEHTUPOBATHCA B IPAKTUKE MHCTUTYLMOHAIBHOM U COLMAIbHONW TPAMOTHOCTH, YTOOBI
OBITh YUEHBIMU-3TUKAMH U MIPECTABIATH CBOM MHEHHS U HAYYHYIO HIEHTHYHOCTh. Kpome
TOr0, UCKYCCTBEHHBIN MHTEJUIEKT IIPEIOCTAaBUIl YYaCTHUKAM BO3MOXKHOCTb Y4aCTBOBATh B
aKaJeMUYECKHUX IPAaKTHKaX U AUCKYpcaX, B TO BpEMS KaK OHH MbITAINCH OCBOUTH
MHCTUTYLMOHAJIbHBIC U COLIMAJIbHBIC ITpaKTUKU YHUBepcuTeTa EMI. HccnenoBanue rakxe
[I0KAa3aJI10, YTO CTYACHTHI-IIEPBOKYPCHUKHU UCIOJIB3YIOT YaT B KAYECTBE A3bIKOBOU CTPATETHH,
YTO SIBJISIETCS PE3YJIbTaTOM BIIMSHUSA HHCTUTYLIMOHAJIBHBIX U COLMANIBHBIX TPAKTUK
MIOBBIIICHNUS TPAMOTHOCTH. Pe3ylIbTaTsl 3TOr0 UCCIIEI0BAaHUS MOTYT JaTh IIOJIUTUKAM U
IIPENOJABATEIIIM YHUBEPCUTETOB IIPEACTABICHUE O TOM, KaK CTYJAEHTBI-IIEPBOKYPCHUKH
UCTOJB3YIOT UCKYCCTBEHHBII MHTEIUIEKT Uil 00yUEHHS IPaMOTE M KaK 3TO MOXKET
CIOCOOCTBOBATh MPHOOILEHHUIO CTYIEHTOB K aKaJeMUYeCcKOoi rpaMoTHOCTUH. Kpome Toro, 3To
HCCIIEA0BAHUE MOKET JaTh IIPETOJABATEIISIM HHOCTPAHHBIX S3BIKOB IIPECTABICHUE O

NMOTCHIHAJIC HCKYCCTBCHHOT'O MHTCIIJICKTA B O6y‘{€HI/II/I CTYACHTOB.

Knrouegwie cnoea: ObuieHne B yate, UCKYyCCTBEHHBIN MHTEIIEKT, TPAMOTHOCTh KaK

conraJibHasg MpaKTHUKa, aKaICMHUYCCKasA TpaMOTHOCTDb, CTPATCIUH U3YUYCHUA A3bIKaA.
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Chapter 1: Introduction

In recent years, various artificial intelligence (Al) software technologies have swiftly
emerged and become accessible to the public. These emerging Al technologies vary in functions
and purposes; some directly focus on generating human-like written texts, while others translate,
paraphrase, and check grammatical errors, read articles, provide summaries, or answer user’s
questions. Although one of these Al software technologies, ChatGPT, is not explicitly designed
for educational purposes, it can do many things, including generating texts that mimic human
writing, reading and discussing papers and improving language use. Moreover, even the freely
accessible version of ChatGPT can analyze given data or information to discuss or provide
feedback further. Thus, it became a highly used artificial intelligence tool by teachers (Ruiz-
Rojas et al., 2023) and students (Dewi et al., 2021; Malik et al., 2023).

However, this also has led to ethical concerns among scholars, educators, and educational
policymakers. For example, a prominent scholar and linguist, Noam Chomsky, stated that using
ChatGPT is a way to bypass learning, and it allows the grounds for plagiarism through the use of
advanced technologies (Stewart, 2023, as cited in Kostka & Toncelli, 2023). Other scholars
mentioned concerns that students may use ChatGPT and other artificial intelligence tools to do
their assignments and graded tasks (Cotton et al., 2024). Conversely, some scholars
acknowledged ChatGPT as a tool that could foster student learning and argued that it could be a
scaffold for student learning (Grassini, 2023).

Some scholars have focused on ChatGPT from a language learning perspective; however,
no research has used ChatGPT to explore EMI university students’ language learning strategy.
Moreover, only one scholar (Anson, 2024) theoretically discussed the impact of ChatGPT from

the literacy as a social practice theory; however, the literature still lacks research that examines



the use of ChatGPT from literacy as a social practice perspective, which holds the potential to
reveal policies and cultural values of the context and trace the links between the mutual influence
between the policies and students’ use of ChatGPT at an EMI university context. For this reason,
the present study uses Street’s (1984) literacy as a social practice theory to explore Kazakhstani
EMI university students’ perspectives and experiences of using ChatGPT in their language and
literacy practices.
1.1 Background and Context

After the collapse of the USSR, five Central Asian countries, namely Kazakhstan,
Kyrgyzstan, Tajikistan, Turkmenistan, and Uzbekistan, gained independence and introduced
significant educational reforms (Hajar et al., 2023). As a multicultural and multilingual country,
Kazakhstan became the first Central Asian country to implement a trilingual education policy
after gaining independence (Hajar et al., 2023). Before the new educational policies, Kazakh and
Russian were used as the medium of instruction (Kerimkulova et al., 2023). In 2004, the former
president of Kazakhstan declared the “Trinity of Languages policy,” which was implemented in
2007 to make citizens proficient in Kazakh, Russian, and English (Nazarbayev, 2007).
Furthermore, internationalization is a strategic aim of Higher Education (HE) institutions
worldwide due to globalization, and Kazakhstani universities are no exception (Baldauf, 2012;
Kuzhabekova, 2020; Wihlborg & Robson, 2017). For this reason, Kazakhstan joined the Bologna
Process in 2010 (Turumbetova, 2014) to enhance the English language proficiency of students,
laying the groundwork for multilingual programs in education and fostering greater collaboration
with foreign universities (Sadykova, 2023). The Ministry of Education and Science (MoES)
developed the State Program for Education Development 2011-2020 to achieve the desired

outcomes for internationalization and raising a trilingual nation. This program indicated the shift



towards English Medium Instruction (EMI), which led to English being used as the medium of
instruction and taught as a subject in some secondary schools and universities (Karabassova,
2020). As a result, in Kazakhstan, university departments that offer undergraduate and graduate
programs in EMI increased from 42 in 2015 to 57 in 2018 (Seitzhanova et al., 2015; Tajik et al.,
2023).

However, a global issue is that the outcomes of EMI do not meet expectations and goals,
as students struggle with learning and experience challenges in subject matter due to their low
proficiency and insufficient English language skills (Belhiah & Elhami, 2015). For example,
research in Kazakhstan revealed EFL students’ challenges and strategies in EMI contexts.
Similarly, a study on EMI high school students indicated that they experience challenges with
vocabulary and learning new terminologies (Hajar et al., 2023). Another research study,
Kuttubayeva (2022), focused on Kazakhstani university students’ language learning strategy use
in the EMI university context, which revealed that the students used cognitive, metacognitive,
and social strategies to cope with academic challenges. Similarly, Tajik et al. (2023) found that
EMI university students in Kazakhstan experienced challenges with comprehending academic
subjects due to language proficiency. Lastly, Sadykova (2023), who focused on foundation-year
EMI university students in Kazakhstan, revealed that students experience linguistic and academic
challenges. Thus, research in Kazakhstan highlights that insufficient English proficiency is a
challenge for EMI university students (Yessenbekova, 2022). Given this, the recent rise in
artificial intelligence offers the potential to assist students in EMI university contexts due to their

language learning affordances (Chen et al., 2020; Hwang et al., 2020; Yang, 2021).
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1.2 Problem Statement

EMI programs require students to have a certain level of English proficiency, but
research indicates academic language-related challenges while learning English (Soru¢ &
Griffiths, 2018; Sorug et al., 2021). Some studies show that low language proficiency directly
impacts students’ academic success (Kamagak & Sahan, 2023; Rose et al., 2019). The transition
from high school to university in EMI contexts is a particular area of concern. For example,
Sadykova (2023) revealed that Kazakhstani foundation-year EFL students experienced linguistic
challenges. In addition, research on other contexts revealed that due to the difference between
high school and university literacy practices, students experience literacy challenges such as
“operational literacy, cultural literacies, and critical literacies" and using language for meaning-
making and learning disciplinary knowledge (Bedeker & Gaye, 2022, 2023, p. 132; Gourlay,
2009).

The recent surge in Al use in higher education has become a common issue (Crompton &
Burke, 2023). This rapid emergence and increase of Al technologies has led debates on its use,
benefits, challenges, and ethical problems because university students are increasingly using Al
tools in academic writing and assignments (Adams & Chuah, 2022; Créek & Patekar, 2023; Gao
et al., 2022; Kostka & Toncelli, 2023; Kurban & Sahin, 2024; Malik et al., 2023; Ruiz-Rojas et
al., 2023). For instance, research on 202 university students in Croatia revealed that more than
half of the participants use ChatGPT in their assignments in various ways. Furthermore, despite
being aware of ethical and unethical uses and recognizing some of the ways they use as
unethical, they continue using ChatGPT in assignments (Créek & Patekar, 2023).

Two studies (Dergunova et al., 2022; Tapalova ve Zhiyenbayeva, 2022) focused on Al

use in Kazakhstan and found that university students from different disciplines believe the use of



Al in education may contribute to digitalization and improvement of education. Kuttubayeva’s
(2022) research focused on first-year undergraduate students’ language strategy use in an EMI
university in Kazakhstan. The study did not investigate the use of Al for language learning
strategies. Similarly, in the context of Kazakhstan, limited research has been conducted to
explore students' language learning strategies and literacy practices.

Most studies on Al in higher education have focused on either language learning or
ethical aspects (Casal & Kessler, 2023; Créek & Patekar, 2023; Dewi et al., 2021; Karatas et al.,
2024; Kurban & Sahin, 2024; Malik et al., 2023; Yan, 2023). Since it is difficult to predict the
pace of the developments in Al technologies, new opportunities and innovations for language
learning and teaching may emerge. Accordingly, further research is needed to explore the depth
and the extent of Al use by students in higher education (Adams & Chuah, 2022; Crompton &
Burke, 2023; Sullivan et al., 2023). For this reason, this study explores foundation-year students’
perspectives and experiences on navigating language strategies and literacy practices in an EMI
university in Kazakhstan.

1.3 Purpose of the Study

The research literature points to the advantages and disadvantages of ChatGPT’s
educational uses (Karthikeyan, 2023). For example, on the one hand, some benefits of ChatGPT
are its ability to develop literacy skills (syntactic knowledge), problem-solving and critical
thinking, and provide personalized feedback (Kasneci et al., 2023). On the other hand, the
disadvantages are that ChatGPT is relatively new and under-researched, which could result in
students’ plagiarism or providing students with incorrect information, which may negatively
affect EFL students’ problem-solving and critical thinking skills (Rahman & Watanobe, 2023).

However, limited studies have focused on student perspectives and experiences using ChatGPT



for academic language and literacy practices. For this reason, this study used phenomenology
design to explore Kazakhstani EFL students' perspectives and experiences with ChatGPT and

investigates how institutional practices influence their use of and the development of Al literacy.

Research Question

1. How do institutional practices shape EFL students' use and navigation of ChatGPT?
Sub-questions

1. What are EFL students’ experiences and perspectives on using ChatGPT?

2. Why do EFL Foundation students use ChatGPT?

1.4 Significance of the Study

This study holds crucial significance across multiple dimensions of language education.
From a policy perspective, its findings can inform guidelines for integrating ChatGPT and
similar Al chatbots, shaping institutional approaches to technology in education. Theoretical
contributions are evident in the study's unique interdisciplinary approach, combining language
learning strategies, literacy practices, and ChatGPT, thereby providing a novel theoretical lens
that enriches the broader field of language education. Methodologically, the study can offer
valuable insights into researching the impact of ChatGPT, laying the groundwork for refining
methodologies in this emerging field as well as existing language learning strategy use and
literacy fields. On a practical level, understanding EFL students' perceptions about the impact of
artificial intelligence on students' learning and practices can contribute to new teaching and
assessment methods, meeting students’ evolving needs and enhancing the practical application of
language and literacy practices. Lastly, it focuses on an under-researched context and the
perspectives and experiences of the foundation year program at an EMI university in

Kazakhstan.



1.5 Definition of Terms

Various concepts underpin this study, and this section presents the list of key terms with
their definitions and specific meanings in the context of this study.

The foundation-year program Is an intensive preparatory year offered by universities to
equip students with personal development, study skills, and academic language proficiency
through courses such as English for Academic Purposes and mathematics, preparing them for a
smooth transition to undergraduate university studies in an EMI university.

Literacy as a social practice is a theory developed by Street (1984). The theory
suggests that the dominant discourse of literacy perceives literacy from a narrow and
contextually isolated perspective. However, literacy is a broad concept with varying practices
influenced by the context, cultural values, power relationships, and policies. This theory aims to
reveal the invisible practices that affect literacy. This study uses literacy as a social practice
theory as the theoretical frame to explore EMI university literacy practices and their influence on
students’ utilization of ChatGPT for academic purposes.

The autonomous literacy model is the formal and most common understanding of
literacy skills, such as reading and writing, that a person may or may not have (Perry, 2012;
Street, 1985). In the present study, these skills will be referred to as technical or cognitive
literacy skills, which are the ability to read and write by decoding the letters and combinations of

words. This model isolates literacy from its context and considers a person literate or illiterate.

The ideological literacy model focuses on social, cultural, and power relations within
literacies and considers literacy a set of practices (Perry, 2012; Street, 1985). In the present
study, ideological literacy means how students engage in reading, writing, and texts and factors

influencing their literacy practices within the context of EMI university studies.



Literacy events are the tangible and observable aspects of literacy that show what people
do with a text (Barton & Hamilton, 2000; Perry, 2012; Purcell-Gates et al., 2011). In this study,
literacy events refer to students reading and writing for academic purposes, the texts they used,

read, write (produced) as assignments, or graded/non-graded academic works.

Literacy practices are the unobservable and abstract aspect of literacy that focuses on
attitudes, beliefs, values, and power relations that can be inferred from how people engage in
literacy (Barton & Hamilton, 2000; Perry, 2012; Purcell-Gates et al., 2011). In this study, literacy
practice refers to the institutional policies, requirements, rubrics, and other cultural values and

rules that shape the students’ reading and writing in an MI university.

Literacy as a situated social practice refers to people’s everyday literacy practices and
how they are affected by social aspects of real life. This view perceives what people do with the
texts and what knowledge they need to engage in literacy practices. In this study, literacy
practices refer to texts that EFL students read and produce as a part of their studies and how they

experience challenges while studying academic texts.

Language Learning Strategies are purposeful actions learners conduct to control and
facilitate language learning (Griffiths, 2018). In this study, LLS refers to using ChatGPT to learn

and improve academic English for academic literacy practices.

Language practices are addressed across some sections of this research, and language

learning strategies are also addressed as language practices.

ChatGPT is an artificial intelligence tool. The tool's name combines the word chat and
the initialization of “Generative Pre-trained Transformer” (Tlili et al., 2023). It is a large

language model (LLM) (De Angelis et al., 2023) and a chatbot that can analyze input and



produce texts that mimic human-written texts (Floridi & Chiriatti, 2020). In other words,
ChatGPT is a generative artificial intelligence chatbot that can simulate human cognitive

processes to analyze data and generate texts that are identical to human-written texts.

1.6 Outline of the Thesis

This thesis consists of six chapters. Chapter one provided information on the research’s
background, problem, purpose, significance of the study, and the research questions that show
the aim of the study. The next chapter reviews the literature, namely literacy as a social practice,
language learning strategy use, and the use of artificial intelligence in language learning. The
third chapter describes the methodology of this thesis and consists of the research design,
research sample and site, data collection tools and analysis, and ethical considerations. The
fourth chapter will present the findings of the study. The fifth chapter will discuss the findings
regarding the literature and the theoretical framework. Finally, this thesis will be concluded in
the sixth chapter, which will include a summary of the thesis, its results, limitations, and

recommendations for further research.
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Chapter 2: Literature Review

The study aims to explore foundation-year EFL students’ usage of ChatGPT for academic
language and literacy practice purposes and the influence of institutional practices on their use of
ChatGPT. The previous chapter introduced the study background, purpose, and research
questions. This chapter reviews the existing literature on different factors affecting language
learning, language learning strategy use, and literacy practices to shed light on how the
institutional community of practice shapes EFL students’ use and navigation of artificial
intelligence (Al) to understand the emerging language learning strategies and literacy practices.

There are three main research questions underpinning this study:

Main Research Question

1. How do institutional practices shape EFL students' use and navigation of ChatGPT?

Sub-questions

1. What are EFL students’ experiences and perspectives on using ChatGPT?
2. Why do EFL Foundation students use ChatGPT?
This chapter is structured as follows: 1) artificial intelligence and ChatGPT in EFL
context, 2) language learning strategies (historical overview and taxonomies, 3) Literacy and

literacy as a social practice perspective, 4) theoretical background and analytical framework.

2.1 Artificial Intelligence

Technological advancements have revolutionized the education landscape in recent years,
offering innovative digital tools and platforms and, more recently, artificial intelligence to
support students' learning (Williamson & Eynon, 2020). The term artificial intelligence (AI)

refers to “the computer systems that can perform tasks that usually human intelligence can
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perform” (Joiner, 2018, p. 2), such as perceiving, recognizing, reasoning, learning, interacting,
decision-making, problem-solving, and translating between languages (Collins et al., 2021). One
groundbreaking development in the field is ChatGPT, an Al language model designed to engage
users in natural language conversations. Its advancements have revolutionized customer service,
virtual assistance, and content generation, enhancing platform user experiences (Kalla et al.,
2023).

AT’s integration into education, notably higher education, presents a more complex
landscape due to the intricate interplay of pedagogical, ethical, and administrative considerations,
as well as the diverse needs of students and educators (Kohnke et al., 2023; Rudolph et al.,
2023). Several studies have demonstrated AI’s potential to reshape education, particularly with
the proliferation of generative models like ChatGPT, poised for widespread adoption (Bates et
al., 2020). Despite debates and limitations, Al's impact on teaching and learning methodologies
is evident (Jeon, 2021; Karatas et al., 2024; Kostka & Toncelli, 2023; Schmidt & Strasser, 2022).
For example, ChatGPT prompts a reevaluation of teaching and assessment strategies,
highlighting the need for professional development to leverage it for enhanced learning
outcomes. Alongside its benefits come challenges, including privacy concerns and biases in
language generation, necessitating responsible implementation in educational settings. For this
reason, concerns about its misuse have led to proposals for bans on Al tools like ChatGPT in
universities and schools, with many institutions implementing policies to ensure safe and
effective Al tool use (Hui et al., 2023; Karatas et al., 2024; Mohamed, 2024).

ChatGPT's influence has been significant among other Al software, offering innovative
personalized learning and language acquisition opportunities. For example, as traditional

approaches to language learning continue to evolve, its conversational capabilities provide
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students with interactive language practice. At the same time, educators explore its potential in
tutoring, feedback provision, and content (Adiguzel et al., 2023). With its remarkable
capabilities in generating human-like responses and providing instant feedback, ChatGPT has
emerged as a promising avenue for enriching students’ language learning and university
practices (Yan, 2023). The rise of Al in personalized learning evidences its transformative
potential, redefining educational experiences through evolving and more effective integration.
The following section explores ChatGPT's transformative potential in language learning,
academic writing, and feedback (Annamalai et al., 2023; Liu et al., 2021).
Artificial Intelligence and ChatGPT Use in EFL Context

OpenAlT’s release of a generative artificial intelligence tool (a large language model),
ChatGPT, was a game changer in 2022 (Tlili et al., 2023). ChatGPT is a generative artificial
intelligence chatbot that uses large language models; in other words, it can understand and
produce human-like language due to its vast access to data (Kasneci et al., 2023). As such,
artificial intelligence tools have gathered attention from various domains, including education
(Kasneci et al., 2023). ChatGPT has facilitated innovation and opportunities, but scholars have
raised serious concerns in the education field (Kostka & Toncelli, 2023; Cotton et al., 2024). For
example, one of the most prominent linguists, Noam Chomsky, argued that using ChatGPT in
higher education incorporates advanced technology for plagiarism and avoidance of learning
(Stewart, 2023). The concerns associated with academic integrity and plagiarism resulted in
some institutions developing Al plagiarism detection software like Turnitin. However, neither
linguists nor Al detectors can correctly identify the texts written by ChatGPT because both
linguists and Al detectors can misidentify human or Al-generated texts (Casal & Kessler, 2023;

Dalalah & Dalalah, 2023). Another reaction to ChatGPT is changing assessment methods, such
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as switching to classical pen-paper or oral-based exams to prevent plagiarism (Hamilton, 2023;
Tlili et al., 2023). However, Al technologies can improve education through advantages such as
student engagement and personalized feedback (Adiguzel et al., 2023; Annamalai et al., 2023;
Liu et al., 2021). In EFL university contexts, students confront many challenges that impede their
language development and academic success (Belhiah & Elhami, 2015; Griffiths, 2018;
Kamasak & Sahan, 2023; Lasagabaster & Doiz, 2021; Macaro et al., 2018; Rose et al., 2019;
Sorug et al., 2021; Soru¢ & Griffiths, 2018). For example, limited exposure to English and
reading and writing hindered by unfamiliar vocabulary and complex sentence structures can
contribute to EFL students’ stressors (Karimi & Esfandiari, 2016). As a result, EFL students use
Al tools to cope with foreign language learning (Dewi et al., 2021; Malik et al., 2023).

Several studies used quantitative and mixed methods approaches to investigate the effect
of Al tools on EFL students' attitudes, writing outcomes, feedback literacy, and self-regulated
learning. For example, Liu et al. (2021) conducted a quasi-experimental study to understand the
impact of Al-automated writing feedback on 104 EFL undergraduate Chinese students’ writing.
The study used the double-loop learning model to determine the drafting stages and integration
of Al-automated feedback. The results showed that the experimental group received additional
input from the Al system, which decreased their cognitive load, helped them to score higher in
the post-test writing, and contributed to their self-regulated learning and self-efficacy.
Similarly, Rad et al. (2023) conducted a mixed-methods study in a Persian-speaking context to
understand the impact of Al writing feedback on 46 EFL university students' writing
engagement. The quantitative data indicated that Al-facilitated personalized learning provided
more autonomy opportunities because it provided real-time feedback that focused on grammar,

vocabulary, tone, and organization. However, these studies did not include students' interactions
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with Al tools or their perceptions and the social or academic identities emerging within their
specific cultural and educational contexts.

In their quantitative study, Malik et al. (2023) focused on student perspectives,
exploring 245 Indonesian undergraduate EFL students’ views and attitudes on using Al tools in
their academic writing. The results indicated that the participants' positive views were associated
with Al tools offering grammar, spell check, text organization, and academic integrity
support. Moulieswaran and Kumar (2023) studied 130 second-year engineering ESL students’
perceptions and challenges of Al-assisted English language learning in India. They found that
students positively perceived Al-assisted English language learning because it offered flexibility
(anywhere and anytime), reliable language input, time-saving, and interactive activities.
However, the results also revealed several Al-assisted English language learning challenges,
such as limited support for language learning Al-assisted apps, problems when using the apps
from a smartphone, the students’ unfamiliarity with Al-assisted apps, and high subscriptions and
data usage costs. While these studies provide valuable insights into students' perspectives and
experiences with Al tools in academic writing and English language learning, they primarily
focus on student perceptions and challenges without exploring the broader contextual factors that
may influence the adoption and effectiveness of these tools.

There is a growing interest in examining how Al tools, specifically chatbots, improve
English learning experiences for undergraduate EFL students through qualitative methods to
assess their impact on language skills and learning. For example, Annamalai et al. (2023)
qualitative case study with 25 undergraduate EFL Malaysian students indicated that Al chatbots
developed participants’ grammar and vocabulary skills, increasing their learning motivation and

decreasing their foreign language anxiety. Similarly, Dewi et al. (2021) used qualitative methods
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to investigate the potential role of Al platforms in student performance. Through qualitative
methods, including in-depth interviews, the results highlight the beneficial role of Al-based
applications such as Duolingo, Google Translate, and Grammarly in assisting students with
various English language skills, including writing, listening, speaking (especially pronunciation),
and language translation. Nonetheless, there is a limited exploration of how these Al tools
interact with sociocultural and contextual factors, such as students' cultural backgrounds and
educational settings, which may influence their effectiveness and implementation in EFL
learning environments. This section reviewed several studies to explore EFL students' Al use for
language learning and academic purposes, and the following section will focus on EFL students’
use of ChatGPT.
EFL Students’ Use of ChatGPT

Several studies have demonstrated ChatGPT's ability to improve writing performance by
offering immediate feedback and suggesting grammatically correct alternatives (Abdullayeva &
Muzaffarovna, 2023; Huang & Tan, 2023). Nazari et al. (2021) observed positive impacts on
EFL learners' writing proficiency, with the Al group surpassing their peers and demonstrating
heightened behavioral, cognitive, and emotional engagement. In another notable study, Karatas
et al. (2024) used a qualitative case study to investigate ChatGPT’s influence on EFL students’
language learning experiences. The study included 13 high school students transitioning to
university in preparatory-year studies in Turkey. The findings indicated that ChatGPT positively
impacted vocabulary learning, grammar knowledge, and writing skills. Participants mentioned
that using ChatGPT saved time, increased their creativity, and provided scaffolding for their
writing, increasing their engagement and motivation. However, it had limited influence on their

speaking and listening skills, highlighting the need for a deeper understanding of how the
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integration of ChatGPT may shape students' literacy practices and social interactions in language
learning contexts.

In addition, Yan (2023) investigated how ChatGPT's text generation feature influenced
Chinese undergraduate EFL students' attitudes and learning behaviors towards academic writing
skills through a multi-method qualitative approach. Employing Kolb's (2017) experiential
learning cycles approach, the study explored reflective learning and peer scaffolding in the
context of applying ChatGPT in L2 writing. Participants reported the usefulness of ChatGPT in
various aspects of academic writing, including ensuring vocabulary and grammar accuracy,
coherence, paraphrasing to prevent plagiarism, and providing feedback for improvement.
Furthermore, the participants reported that ChatGPT aided them in conforming to academic
writing standards by verifying in-text citations and references, adjusting the academic tone of
their texts, and leveraging its multilingual capabilities. However, EFL students also voiced
concerns regarding potential breaches of academic integrity, plagiarism, and obtaining an unfair
advantage. Nonetheless, the findings suggest that ChatGPT plays a crucial role in helping EFL
students develop technical skills and uphold academic standards in their writing. Still, the study
did not consider ChatGPT’s implications for language learning as a socially situated activity
embedded within broader cultural and institutional contexts.

Ho's (2023) qualitative study explored how ChatGPT could serve as a virtual
paraphrasing tutor for Malaysian ESL students' academic writing. The study assessed ChatGPT’s
reliability across three dimensions: clarity of explanations, provision of examples of sufficient
and insufficient paraphrases, and enhancement of students' initial paraphrased sentences through
a series of prompts. The results indicated that ChatGPT could understand the prompts of students

with students with low English proficiency when they practiced paraphrasing with the tool. The
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findings showed that ChatGPT has the potential to aid students in developing paraphrasing skills
by offering a diverse range of options for comparison and learning. Additionally, ChatGPT
provided feedback on students' paraphrasing clarity, originality, and accuracy. However, the
focus was on decontextualized literacy skills and ignored the broader sociocultural implications
of ChatGPT as a social practice. Finally, Song and Song's (2023) study investigating the effects
of Al-assisted language learning on Chinese EFL students showed significant improvement in
their writing skills and motivation.

To sum up, this review of the impact of ChatGPT in various EFL university contexts
revealed that it is a valuable tool for language learning and academic writing. However, these
studies merely examined the role of ChatGPT in developing students’ cognitive and literacy
skills necessary for academic success. They did not engage with the ideological literacies model
proposed by Street (1984), which incorporates literacy's sociocultural and ideological
dimensions, including power dynamics, social practices, and the influence of dominant
discourses. For this reason, it is imperative to revisit developments in language learning
strategies to gain deeper insights into the sociocultural dynamics shaping students' language
learning strategies and shed light on the interaction between sociocultural factors, technological
advancements, and effective language learning practices.

2.2 The History of the Language Learning Strategy

The notion of language learning strategy has been gathering the attention of researchers
since its emergence in the 1970s when Rubin (1975) defined the characteristics of good language
learners and presented a list of several LLSs used by successful language learners (Macaro,
2006; Wray & Hajar, 2015). Researchers started seeking explanations for one challenge of the

field: despite being exposed to similar quality and amounts of linguistic inputs, some learners
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accomplish their linguistic goals more successfully than other learners (Gass & Selinker, 2008;
Rubin, 1975; Wray & Hajar, 2015). Due to the need to understand this challenge, researchers
focused on individual factors that lead to different levels of achievement in language learning.
Various taxonomies have been developed based on different perspectives and purposes
(Gao, 2010; Hardan, 2013; Kuttubayeva, 2022; VI¢kova et al., 2013). Although the literature
primarily draws from three well-known classifications: Rubin’s (1981), O’Malley and Chamot’s
(1990), and Oxford’s (1990) taxonomies. First, Rubin (1981) offered two main categories: direct
(deductive reasoning, guessing/inductive inference, clarification/verification, practice,
memorization, and monitoring) and indirect strategies (creating practice opportunities),
consisting of eight strategies that contribute to good language learning and learners. Secondly,
O’Malley and Chamot (1990) classified three categories consisting of cognitive strategies that
"act directly on incoming information, modifying it in ways that facilitate learning,"
metacognitive strategies (planning, monitoring, and evaluation), and socio-affective strategies
(questions for clarification, cooperation, and self-talk) (O’Malley & Chamot, 1990, p. 44).
Finally, Oxford's (1990) taxonomy classifies language learning strategies into direct
(cognitive, compensation, and memory) and indirect (metacognitive, affective, and social)
approaches. Cognitive strategies involve learners' thinking processes during the learning episode.
Analyzing and practicing language structures and features are among the most significant
examples of these strategies. Compensation strategies help bridge knowledge gaps by leveraging
contextual clues for accurate inference, guessing unknown words based on context, and
rephrasing words and phrases, especially in spoken and written language production. Memory
strategies facilitate the creation of mental associations and linkages, using auditory or visual

elements, mostly to learn new words effectively. While direct strategies focus on the active
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learning and use of language, indirect strategies emphasize the support mechanisms that facilitate
effective language learning.

Metacognitive strategies focus on planning, managing, and evaluating learning efforts to
determine future learning objectives and activities. Affective strategies address learners'
emotions throughout the learning journey, fostering positive thoughts, feelings, and attitudes
while aiming to mitigate negative ones. Social strategies emphasize the importance of
interpersonal interaction in language acquisition, offering access to cultural understanding and
practice opportunities through engagement with knowledgeable peers, native speakers, or
teachers. Oxford’s (1990) language learning strategy classification is the “most comprehensive
and detailed taxonomy which approaches language learning strategies systematically; for this
reason, it is the most frequently used language learning strategy taxonomy (Hsiao and Oxford,
2002).

Although O’Malley and Chamot’s (1990) and Oxford’s (1990) classifications overlap in
some aspects, O’Malley and Chamot’s (1990) cognitive strategies are distinguished in Oxford’s
taxonomy as cognitive, memory, and compensation (inferencing from the context) (See Table
X). Similarly, Oxford’s taxonomy separates O’Malley and Chamot’s (1990) socio-affective
strategies. Also, there is agreement between two taxonomy classifications of metacognitive
strategies (Hsiao and Oxford, 2002). Moreover, in both taxonomies, the influence of three
research directions is evident from the classification patterns. Furthermore, Lee (2023) noted that
Oxford (1990) is still a valid source for language learning strategy research because the study

results included all six categories.
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Language Learning Strategy Research Directions

The literature highlights that research has three directions: cognitive, metacognitive, and
sociocultural (Wray & Hajar, 2015). First, the cognitive perspective defines language learning
strategy as “special thoughts and behaviors that individuals use to help them comprehend, learn,
or retain new information.” Therefore, this perspective is interested in understanding how
individual differences, such as learner experience, abilities, and motivations, influence language
learning strategy use (Parks & Raymond, 2004). For example, successful learners use a broad
range of LLSs flexibly and appropriately in their contexts (Vann & Abraham, 1990, as cited in
Hajar, 2019). Second, the metacognitive perspective defines language learning strategy use as
“deliberate, goal-directed attempts to manage and control effort to learn” Oxford (2011, p. 12).
Therefore, it explores how learners consciously choose “activities to regulate their language
learning” Griffiths (2013, p. 15). In addition, the metacognitive perspective of language learning
strategy research focuses on how good language learners facilitate their learning, which enables
learners to plan, monitor, manage, and evaluate their learning and transfer language learning
strategies to different settings (Wray & Hajar, 2015). Criticisms about the individual nature of
cognitive and metacognitive perspectives contributed to research studies focusing on the social
environment in language learning strategy research Gao, 2010; Norton & Toohey, 2001.

Despite this social turn, the field has been criticized for heavily relying on quantitative
research methodologies and questionnaires primarily focusing on strategy use frequency rather
than the efficacy or quality of the strategies without investigating whether learners use those
strategies in a particular context (Dornyei, 2005; Gao, 2004; Hajar, 2019; Radwan, 2011; Wray
& Hajar, 2013; 2017). For example, research employing specific questionnaires may generalize

statements and overlook the impact of context on learners' strategies, which could cause
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misinterpretation and hinder a nuanced understanding of the impact of context on learners’
strategies. For this reason, the over-reliance on general inventories contributed to limited
theoretical rigor, and the validity of results may not be valid for all sociocultural domains in the
LLS field (Macaro, 2006; Oxford et al., 2004; Wray & Hajar, 2015).

The sociocultural perspective emerged from Vygotsky’s (1978) sociocultural theory
about the social context of learning and how learner agency can play an essential role in
language learning strategy use and choice (Gao, 2010; Norton & Toohey, 2001; Wray & Hajar,
2015). Norton and Toohey’s (2001) findings underline the importance of the learner’s “situated
experiences” and social environment as the factors influencing language learning strategy
choices. Two studies (Gao, 2006; Hajar, 2017) illustrated the importance of social context in
understanding Arab and Chinese international students’ language learning strategies changes
after moving to Britain. Both studies showed that the social context, changes in the medium of
instruction (EMI), and assessment methods impacted international students’ language learning
strategies.

Similarly, Lee’s (2023) study focused on Taiwanese digital native EFL students’
language learning strategy uses. The findings showed that the study participants' social context
directly impacted determining their language learning strategy choices. For example, high and
medium digital fluency groups preferred using more direct strategies. In contrast, the low digital
fluency groups preferred social and affective strategies more. The researcher suggested that
Taiwan’s comparatively conservative context might have influenced the high and medium digital
fluency groups to use less social and affective strategies.

In Kazakhstan, Kuttubayeva (2022) aimed to identify the contextual factors that affect

Kazakhstani EMI university students’ language learning strategy choices. The findings showed
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that participants’ English learning background: studying in Kazakh and Russian medium of
instruction schools, the social context of participants, the challenges posed by studying at EMI
university, and the mediating social agents: influence of tutors, teachers, peers, and family
members played a crucial role in participants’ language learning strategy uses. For example, the
participants used direct language learning strategies to promote learning during their study period
at EMI university. Similarly, the participants actively used social strategies such as obtaining
help from English private tutors, instructors, and peers when they experienced grammar rules
and content learning challenges. In conclusion, in addition to individual differences, various
factors within a learner’s social context may influence language learning strategy choice, and the
preferred language learning strategies may change depending on conditions.

As Perry (2009) explained in her framework for effective literacy practices, “aspects of
knowledge that adults need to engage in literacy practices effectively” linguistic and technical
skills are still necessary to engage in literacy. In higher education, students are assumed to have
acquired skills and background knowledge (academic proficiency and genre knowledge) to write
in academic subjects (Bailey, 2018). Thus, the literature highlights that in higher education,
advanced academic writers are expected to write various types of essays and research papers and
demonstrate a good command of discourses, genres, and academic knowledge (Lea & Street,
1998). However, the language learning strategy research gap does not provide information on
university social literacy practices and how language learning strategy can help students meet the
requirements of university literacy practices. For this reason, it is essential to examine the
interplay between student language learning strategy use and social literacy practices within the

university context.
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In summary, developments in the language learning strategy field indicate that the social
context is crucial in determining EFL students’ language learning strategy use. The research gap
lies in the oversight of language learning strategy use research in considering academic literacy
development. While general and domain-specific academic vocabularies are recognized
(Baumann & Graves, 2010), academic language, primarily derived from written language, is
pivotal for learning in academic settings (Corson, 1997; Grabe & Stoller, 2001; Kose et al.,
2019). Academic writing is a social tool for conveying scientific knowledge, establishing
intertextual links within disciplines, and shaping disciplinary discourses and genres (Hyland,
2010). Academic literacy is crucial for language and cognitive development, facilitating higher-
order thinking and knowledge exchange between disciplines (Li, 2022). However, developing
academic language skills alone does not guarantee successful academic literacy; it necessitates
utilizing academic language to learn content effectively (Bailey et al., 2007, as cited in Li, 2022).
For this reason, it is critical to shift from Al research in educational contexts that merely describe
the positive and negative factors of students' Al usage. Accordingly, the present study examines
foundation-year program students' use of ChatGPT from a socio-cultural perspective to reveal
their language strategy uses and the literacy practices that emerge in an EMI university as a
social context.

2.3 From Literacy as Skill to Literacy as a Social Practice

During the late 20th century, there was a prevalent belief in education that learning could
be broken down into discrete, teachable skills. This approach, influenced by behaviorist
principles, emphasized the role of learning and acquiring specific techniques or strategies to
improve academic performance. Also referred to as the psychological model, which

conceptualizes literacy as decontextualized technical skills that can be applied in every literacy
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situation; this perspective has dominated literacy policies and programs and set standards for
academic skills (Barton, 2001; Papen, 2023; Perry, 2012). However, the cognitive psychology
perspective poses problems for individuals and communities because individuals might be
considered illiterate despite being literate in different contexts (Perry, 2009, 2012).

In university contexts, a psychological view of literacy, known as the study skills
approach, often labels EFL students as having a deficit or lacking knowledge of academic
writing discourse under continuous assessment, which is considered a problem (Lea & Street,
2006). According to Lea and Street (2006), the study skills model focuses primarily on the
superficial aspects of written language, emphasizing the teaching of formal language features
like sentence structure, grammar, and punctuation. Moreover, Perry et al. (2018) argue that this
autonomous literacy model refers to the most commonly accepted view in teaching academic
writing, the formal, decontextualized, cognitive or technical skill, in which individuals are
considered either literate or illiterate depending on exercising literacy across all situations (Perry,
2012; Perry et al., 2018; Street, 2005). Therefore, it tends to overlook contextual factors and is
influenced by behaviorism, which prioritizes the transmission of knowledge. For example,
students are inducted into sentence-level grammar, encompassing form and meaning, and the text
level, which transcends individual sentences (Larsen-Freeman & DeCarrico, 2013; Larsen-
Freeman et al., 2016). As a result, in a skills-based literacy model, the focus is on imparting
formal language aspects, like sentence structure, grammar, and punctuation, at a surface level
where students engage in activities to identify and correct errors, master punctuation, and hone
sentence construction skills through structured exercises (Larsen-Freeman, 2015; Pawlak, 2020).

The assumption is that mastering these foundational skills enhances writing competence.
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A second literacy approach to academic writing, academic socialization, involves
students' integration into the discourses and genres specific to their academic disciplines or
subjects. It encompasses language acquisition, writing styles, thinking, and discoursal patterns
characteristic of members within a disciplinary or subject community (Lea & Street, 2006). This
model considers disciplinary discourses and genres as fixed, and once students grasp and
internalize the conventions of a particular academic discourse, they can easily follow it. This
model argues that students must demonstrate academic proficiency and that they need to be
socialized into knowledge and understanding of academic language and the specialized subject
matter of their disciplines (Krashen & Brown, 2007).

However, different academic disciplines require different disciplinary language and
literacy skills due to different beliefs and attitudes toward using English as a medium for
instruction (Kuteeva & Airey, 2013). Therefore, the academic socialization view induces
students into the communities of practice rather than academic literacy because it identifies the
writing problems and offers English for Academic Purposes (EAP) to socialize EFL students into
the academic conventions across levels such as grammar, rhetorical structure, genre, or discourse
(Lea & Street, 2006). Thus, the focus is on exploring how students can learn to become
proficient or 'expert' in these conventions and developing EAP materials that explicitly guide
students to become part of academic communities by adopting their language, practices, and
disciplinary ways of thinking and doing writing (Bedeker & Gaye, 2023). Consequently, the
study skills view academic literacy as a set of language skills consisting of discipline-specific
vocabulary and grammar in spoken and written language (Grigorenko, 2015).

Lea and Street (2006) suggest that higher education demands a shift in learning

approaches involving new comprehension methods, critical analysis, and knowledge
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organization. They argue that a practice-oriented view of literacy considers the cultural and
contextual aspects of writing and reading essential for EFL student learning. Their argument
gave rise to the third framework, academic literacies, which focuses on interpreting meaning,
identity formation, power dynamics, and institutionalized knowledge within specific academic
environments (Lea & Street, 2006; Lillis et al., 2015; Perry, 2012; Street, 2015). Thus, academic
literacies comprise critical research and pedagogical methodologies concerning literacy and
writing to reveal how it is inherently rooted in power dynamics and identity relations (Lillis et al.
2015). Furthermore, it is similar to academic socialization but considers literacy acquisition more
complex, dynamic, and socially situated, involving power dynamics and institutional influences.
The academic literacies approach incorporates elements from both the skills and academic
socialization models but extends beyond both frameworks by focusing on meaning-making,
authority, power dynamics, and identity inherent in literacy practices within institutional contexts
(Street, 1998; 2015). As a result, unlike the academic socialization model, it recognizes that
literacy practices are influenced not only by disciplinary communities but also by practices from
other institutions such as government, business, and university bureaucracy, which together
shape students' learning requirements (Lea & Street, 2006; Perry, 2012; Street, 2015).

Recently, Anson (2024) theoretically examined the implications of large language models
(ChatGPT) by drawing on Lea and Street's (2006) academic literacies framework. The author
argues that the large language models present varying levels of risk to students' development
across different aspects of literacy outlined in the framework: study skills are the least
vulnerable, academic socialization is the most vulnerable, and academic literacies fall in
between. Instructors should consider dedicating instructional time and supporting students to

engage in reading and writing practices without relying on LLMs initially before gradually
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incorporating them into their literacy skills (Anson, 2024). Overreliance on LLMs from the
outset may hinder students' cultural assimilation and cognitive growth, which are needed for
success in university settings (Anson, 2024). For this reason, the following section looks at
literacy as situated social practice.
Literacy as Situated Social Practice

Literacy and literacy acquisition have traditionally been framed as reading and writing
linked with print-based materials, often neglecting personal, historical, social, and cultural
factors (Barton & Hamilton, 2000; Perry, 2012; Street, 2015). Thus, literacy was viewed as an
individual, psychological activity where meaning was extracted from printed text. However, with
the dissatisfaction and criticism of reading and writing from cognitive psychological
perspectives, Lea and Street (2006) argued for a shift from the decontextualized and skills-based
autonomous model of literacy to an ideological model where literacy practices are understood as
pluralistic social activities (Lea & Street, 2006; Street 2015). The ideological perspective was
influenced by Vygotsky’s (1978) sociocultural theory, signaling a shift from the cognitive
psychology perspective focusing on the acquisition of technical skills (Perry et al., 2018) to
embrace the contextual understanding of literacy as a situated social practice (Barton, 2001;
Perry, 2012). Thus, the ideological model acknowledges literacy as a set of social practices,
where the emphasis shifts from skills to a set of practices depending on social, cultural, and
historical contexts (Street, 2006).

A view of literacy as socially situated acknowledges that literacies are inherently political
and intricately interwoven with social, cultural, and historical factors and power relations (Gee,
2000; Luke, 2004). Barton and Hamilton (2000) further argue that “social practices are more

sufficiently understood from the relationship between people and communities than individuals”
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(Barton & Hamilton, 2000, p. 8). Thus, a social practice view centers around everyday uses of
literacy and its purposes in real contexts and is interested in the way people engage with texts
rather than the skills they have (Barton & Hamilton, 2000; Perry, 2012; Street, 2015); in other
words, it seeks to investigate “what people do with reading, writing, and texts” (Perry, 2012, p.
54). As Barton and Hamilton (2000) acknowledge, various literacies exist and can be associated
with different domains, and the plural expression "literacies" may sometimes denote prevailing
literacy practices, offering valuable insights into institutional literacy dynamics influenced by
institutional policies (Papen & Thériault, 2016). In their literacy framework, Barton and
Hamilton (2000) define literacy through six propositions to explain its nature.

Table 1.

Barton and Hamilton's (2000) Literacy Framework (p. 8)

1. Literacy is best understood as a set of social practices; these can be inferred from
events that are mediated by written texts.

2. Literacy practices are patterned by social institutions and power relationships, and
some literacies become more dominant, visible, and influential than others.

3. Literacy practices are purposeful and embedded in broader social goals and cultural
practices.

4. Literacy is historically situated.

5. Literacy practices change, and new ones are frequently acquired through processes of
informal learning and sense-making.

6. There are different literacies associated with different domains of life.

Furthermore, a social practice view about literacy led to the emergence of the New
Literacy Studies, advocating the need to understand the literacy events and practices that shape

individuals' interactions with written language (Barton & Hamilton, 2000; Gee, 1990; Street,
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1984). Literacy events encapsulate the routines and dynamics surrounding literacy activities
within society. These are specific instances of reading and writing, such as perusing a book or
composing an email, reflecting practical literacy applications. Conversely, literacy practices
encompass broader patterns and behaviors within a context or community, including social,
cultural, and historical elements. Recognizing the distinction between literacy events and literacy
practices is paramount for adopting a social practice lens in understanding literacy (Barton &
Hamilton, 2000; Perry, 2012; Purcell-Gates et al., 2011; Street, 2001). However, the
advancement of technology and the World Wide Web has expanded conceptualizations of
literacy to include various modes of communication, such as visuals, sounds, words, movements,
and others used individually or together to create effects in texts, requiring different
interpretations from written texts (Cope & Kalantzis, 1996).

New Literacy Studies introduced the term multiliteracies to address two significant shifts
in communication (New London Group, 1996). Firstly, it acknowledges the proliferation of
communication channels and media due to advancements in mass media, multimedia, and the
internet. Secondly, it recognizes the growing significance of cultural and linguistic diversity
resulting from migration and globally marketed services. Viewed as a dynamic social practice,
multiliteracies are situated within the broader cultural milieu, manifested through the
construction of meaning in social interactions and language usage within specific contexts (Kress
& Van Leeuwen, 2021). Thus, multiliteracies mirror the realities and identities pertinent to each
context, with literacy users continually adapting their practices to meet evolving needs amidst
changing landscapes. As a result, literacy as a social practice lens and its use of multiliteracies
will be helpful in the present study to illustrate students' use of ChatGPT for academic writing or

language learning. It offers a space to study literacy events as specific instances of interaction
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with the Al model, like seeking writing suggestions, clarifying grammar, or practicing language
exercises. Meanwhile, literacy practices include broader behaviors, such as scheduling regular
ChatGPT sessions, incorporating its feedback into writing, or applying recommended language
learning strategies, which will be essential for my study about the influence of institutional
literacy practices on students’ utilization of ChatGPT for academic language and literacy
practices.

2.4 Theoretical and Analytical Frameworks and Considerations

The theoretical framework adopted in this study is based on Street’s (1984) literacy as a
social practice theory. The choice of literacy as a social practice as the theoretical framework for
investigating EFL students' language strategies and academic writing literacy is justified by the
shortcomings identified in traditional literacy models, particularly the psychological and skills-
based approaches. For this reason, this study approaches the research problem using Street’s
(1984) literacy as a social practice theory because EFL students’ ChatGPT navigation functions
as a literacy event that can be best understood from the social practice perspective (Barton &
Hamilton, 2000). As mentioned earlier in this chapter, this theory incorporates the contextual and
socio-cultural dimensions of literacy, offering a lens for analyzing the literacy events and literacy
practices associated with students’ navigation of ChatGPT (Barton, 2001; Papen, 2023; Perry,
2012).

In addition, the participants of this study were foundation year students, a transition
group, at an EMI university in Kazakhstan. During their study period, while getting used to
studying at an EMI university, foundation-year students experience linguistic and academic
challenges (Sadykova, 2023). The existing literature shows that EFL students studying in EMI

universities adapt and develop strategies to overcome these linguistic and academic challenges
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(Kuttubayeva, 2022). In addition, the literature also highlights the importance of the literacies
approach for EMI university students’ meaning-making and learning disciplinary knowledge
(Bedeker & Gaye, 2022, 2023). To deeply understand ChatGPT’s impact on EMI university
students’ language and literacy practices, it is crucial to investigate participants’ language
learning strategy uses with ChatGPT.

This study uses Oxford’s (1990) language learning strategy classification within the
analytical framework. Oxford’s (1990) language learning strategy classification divides language
learning strategies into direct and indirect strategies, depending on their impact on language
learning. It identifies six strategy groups under the direct and indirect strategies: cognitive,
compensation, memory, metacognitive, social, and affective. Secondly, to better understand
literacy events, literacy practices, and the complex interplay between them, this study’s
analytical framework draws on Perry’s (2009) conceptualization of the “aspects of knowledge
adults needed to engage in literacy practices.” This highlighted the uses of literacy to achieve
specific social goals and identified the overlapping knowledge and skills literacy areas: register
semantic and pragmatic knowledge. The register knowledge represents the situational language
varieties within lexico-syntactic and genre knowledge. Semantic knowledge represents meaning-
making processes using lexico-syntactic skills and cultural knowledge. Pragmatic knowledge
represents the purpose of texts within the genre and cultural knowledge. For this reason, this
study’s analytical framework combines Perry (2009) and Oxford (1990) and focuses specifically
on the context of one (EMI) university.

In summary, the present study is underpinned by Street’s (1984) literacy as social
practice theory, which allows me to explore the EMI university students' utilization of ChatGPT

for academic language and literacy practices while also gaining insights into the influence of
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EMI university’s literacy practices on the students’ literacy events and literacy practices. The
analytical framework clearly explains the types and purposes of language and literacy practices.
Oxford’s (1990) LLS taxonomy addresses the EMI university’s requirements for language
proficiency as a part of Perry’s (2009) framework's lexico-syntactic knowledge aspect. On the
other hand, Perry's framework focuses on the types of literacy knowledge that engage in literacy.
Hence, my study’s framework is influenced by Perry (2009). However, the framework’s adopted
version divides the types of necessary literacy knowledge, skills, and requirements into
university literacy practices (see Figure 1). This study’s framework also draws from Lea and
Street’s (2006) academic literacies framework in addition to the framework for information
literacy for higher education (Association of College and Research Libraries [ACRL], 2016).

Figure 1.
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Note: Figure 1 provides Street’s (1984) Literacy as Social Practice Theory in
combination with Perry’s (2009) Aspects of literacy skills and Oxford's (1990) Language
Learning Strategies
2.5 Conclusion

This chapter thoroughly explained the concepts of LLS and literacy in the literature,
including empirical evidence from students’ and instructors’ perspectives. The chapter also
reviewed the literature on Al and ChatGPT concerning language learning and academic literacy
practices to understand the existing literature. Finally, the chapter also presented the theoretical
and analytical framework that guided this study. The next chapter will present the research

design and methodology.
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Chapter 3: Methodology
The previous chapter reviewed the literature on Al technologies and ChatGPT concerning
language learning. Later, it provided an overview of the language learning strategies research
field about sociocultural perspectives and the context of English medium instruction. Moreover,
it focused on literacy and literacy as a social practice theory about academic learning. Lastly, it
introduced the theoretical framework of literacy as a social practice (Street, 1984). This chapter
will explain the research design, sampling strategies, data collection tools and procedures, data

analysis, risks, and benefits of this research.

3.1 Research Design

This study aimed to interpret students' viewpoints to develop a deep understanding of the
research topic. According to Creswell (2013), qualitative research methodology aims to explore
research problems in-depth, understand complex issues, and identify variables that cannot be
quantitatively measured. Similarly, Merriam and Tisdell (2016) stated that a qualitative inquiry is
rich in description because the data is usually presented in quotes, and the investigator spends
time in the field for observations. For the present study, a qualitative research methodology
approach was more appropriate to answer the research questions thoroughly because it aimed to
identify and explore EFL university students’ perspectives on how a generative Al tool,
ChatGPT, influences their language learning strategy use and literacy practices at an EMI
university. This qualitative study adopted an interpretive phenomenological research design
because it aims to explore a phenomenon and how individuals experienced it, what is the
meaning of the experience, and how it is reflected from the participants’ perspectives (Beck,
2021; Moustakas, 1994, as cited in Creswell, 2013, p. 79). Therefore, interpretive

phenomenological research can help the researcher explore individuals’ perspectives on their
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experiences of using ChatGPT in their language learning strategy use and literacy practices

(Wojnar & Swanson, 2007).

3.2 Research Sample

In qualitative research and interpretative phenomenology specifically, the research
participants should be selected from representative and relevant individuals with the potential to
provide rich data (Johnson & Christensen, 2012). In this regard, sampling strategies for
qualitative research need to differ from quantitative research sampling strategies by using non-
probability sampling, which means not all individuals have an equal chance of being selected
(Luborsky & Rubinstein, 1995). In qualitative research, the sample should be non-random,
limited to a small population, and based on criteria shaped by the research questions (Merriam &
Tisdell, 2016).

In this study, the participants were selected based on purposive sampling because this
sampling strategy aims to recruit samples that can provide firsthand and detailed information on
the researched phenomenon (Creswell, 2013). The sampling criteria for this research were as
follows: 1) Being a present student at the chosen EMI university’s foundation year program; 2)
using ChatGPT for language learning and literacy purposes; 3) being a speaker of at least one of
the official languages of the Republic of Kazakhstan; 4) having at least an overall 6 IELTS score
(or equivalent); 5) being 18 years old or older.

Phenomenology, as defined by van Manen (2017), is “the science of examples” (p. 814)
because, as a research design, it aims to explore peoples’ lived experiences from their
perspectives. Therefore, to be eligible for selection, individuals should have experienced the
phenomenon (van Manen, 2017). In other words, selecting the lived examples of the

phenomenon is crucial, which also aligns with the non-probability purposive sampling strategy
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information for valid and reliable qualitative research (Creswell, 2007). In the present study, nine

participants were recruited according to the sampling criteria and aims of the present research.

Table 2.

Participants” Demographic Data 1

Participant No Gender Ethnicity First language Region
Participant 1 Male Kazakh Russian Akmola
Participant 2 Female Kazakh Kazakh Akmola
Participant 3 Female Uzbek Uzbek Turkistan
Participant 4 Female Uzbek Uzbek Turkistan
Participant 5 Female Kazakh Kazakh Turkistan
Participant 6 Female Kazakh Russian Almaty
Participant 7 Male Kazakh Kazakh Akmola
Participant 8 Male Kazakh Kazakh Atyrau
Participant 9 Female Kazakh Russian Jambyl

Note: Table 1 provides demographic information of participants' data 1



Table 3.

Participants” Demographic Data 2

Participant No IELTS scores Type of high school Intended Discipline

Participant 1

Participant 2

Participant 3

Participant 4

Participant 5

Participant 6

Participant 7

Participant 8

Participant 9

Overall 7
Reading 7
Writing 7

Overall 7.5
Reading 7.5
Writing 6

Overall 7.5
Reading 7.5
Writing 7.5

Overall 6
Reading 5.5
Writing 5.5

Overall 6
Reading 6
Writing 5.5

Overall 7.5
Reading 8
Writing 6.5

Overall 7
Reading 8
Writing 6

Overall 6.5
Reading 7
Writing 5.5

Overall 6.5
Reading 6
Writing 5.5

Mainstream

Mainstream

Mainstream

Mainstream

Mainstream

NIS

NIS

NIS

Mainstream

Economics

Biology sciences

Computer sciences

Mathematics

Computer sciences

Languages and literature

Computer sciences

Computer sciences

Mathematics

Note: Table 1 provides demographic information of participants’ data 2
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3.3 Research Site

Given the purpose of the study, the research site needed to have a foundation year
program that prepares students for the required English language proficiency and academic
demands of university before they start their first year of undergraduate degree courses. For this
reason, an EMI university in the Central Kazakhstan region that demonstrates the appropriate

criteria was selected as the research site.

3.4 Data Collection Instruments

In phenomenological research, the phenomenon and the research questions are the initial
criteria for data collection methods (Vagle, 2018). Furthermore, phenomenological research
allows the use of multiple sources of data collection methods for triangulation purposes (Yuksel
& Yildirim, 2015). Accordingly, the present study’s data collection methods included focus
group interviews, questionnaires, and arts-based research tools. The research instruments were a
questionnaire, two art-based research tools, image-based reflections and significant circles, and a

focus group interview.

The first research instrument was a qualitative questionnaire. Questionnaires are written
instruments that consist of several questions/statements in which respondents either select the
answer or respond by writing their answers. They are among the frequently used data collection
methods in L2 research (Brown, 2001, as cited in Dornyei & Taguchi, 2009). Generally,
questionnaires explore factual, behavioral, and attitudinal data and help researchers gather
versatile and large amounts of data (Ddrnyei, 2007; Dornyei & Taguchi, 2009). In qualitative
research design, questionnaires can be used to collect data on sensitive topics or personal

information while ensuring the anonymity and confidentiality of the participants (Braun &
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Clarke, 2016). The present study used a questionnaire to explore EFL students’ perceptions and

experiences using ChatGPT.

In qualitative research, both closed-ended and open-ended questions can be used for data
collection (Braun & Clarke, 2016). Open-ended questions allow researchers to obtain detailed
data, whereas closed-ended questions address overlapping themes (Creswell, 2014).
Furthermore, open-ended questions can be useful when the possible responses are unknown
(Bailey, 1994, as cited in Cohen et al., 2007). Since this study drew on phenomenology, open-
ended questions were appropriate for gathering data from small-scale research because they give

participants an opportunity to answer questions freely (Cohen et al., 2007).

The second and third research instruments were art-based research tools tailored to this
study’s purposes. Art-based research methods can be used for data collection in social science
because using art may lead to further discussions about the research topic, facilitate awareness of
self/other knowledge, and function as a verbal way of knowing (Leavy, 2017). In
phenomenological research design, arts-based data collection instruments allow participants to
express their experiences in ways that cannot be expressed verbally (Marques-Zenkov, 2007, as
cited in Vagle, 2018). Furthermore, if the research is not conducted in the participants’ native
language, they may feel overwhelmed about expressing themselves in a second language. Art-
based data collection tools can help overcome challenges and complex feelings (Greenwood,
2019). In the present research, this art-based method aimed to get participants mentally ready to
express their experience with the phenomenon while helping them overcome the challenges of

expressing themselves in a foreign language.

For this reason, an art-based research tool, image-based reflections, was used to explore

EFL students’ perceptions and experiences of using ChatGPT. In the image-based reflections, a
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deck of cards with images was presented to each participant. The participants were given four
prompts addressing different focuses of the research and asked to choose 1-3 cards with images
that represent their experiences in using ChatGPT in language and literacy practices. Then, the

participants were asked to elaborate on why they chose these cards.

The third data collection instrument was a significant circle, another type of art-based
data collection instrument. It is derived from a relational map, a drawing task data collection
method (Copeland & Agosto, 2012; Guitart & Moll, 2014; Leavy, 2019). Using drawing tasks
helps people bring up unvocalized thoughts and feelings (Kearney & Hyle, 2004) and is
specifically complementary to focus group and individual interviews (Copeland & Agosto,
2012). Some studies have used significant circles along with interviews for data triangulation
purposes (Banegas, 2020; Banegas et al., 2021; Copeland & Agosto, 2012).

In this study, it was utilized for four main purposes: firstly, at the beginning of the
interview, to provoke participants’ thoughts by making them visualize their steps of completing
assignments; secondly, to triangulate data on participants’ purposes when using ChatGPT in
academic literacy practices; thirdly, to gain valuable insights into the participants’ study
procedures and how they integrated ChatGPT within their literacy events; lastly, to gain an
understanding of the social literacy practices that shaped participants’ literacy events; this point

stands out as the most critical aspect of the data collection instrument's purpose.

The final research instrument was focus group interviews. A focus group is a type of
interview where multiple participants are interviewed together; generally, the number of
participants ranges between four and six (Creswell, 2014). One reason for choosing focus group
interviews is that focus group interviews can provide more information despite asking a limited

number of questions (Creswell, 2014). It can also be useful for researchers who do not know all
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the issues related to the research topic by helping them explore it inductively (Hesse-Biber,
2017). In addition, focus group interviews are useful when the interviewees have similar
experiences that could enrich or provide diverse data (Creswell, 2013; Kamberelis & Dimitriadis,
2013). Moreover, due to the interaction between participants, focus group interviews can obtain
more data when the interviewees are similar (Cresswell, 2014). For these reasons, a focus group
interview was conducted to collect rich data by getting a group understanding (Creswell, 2014)
of exploring foundation-year students’ perceptions of language learning strategy use and literacy

practice with ChatGPT and their experiences.

3.5 Data Collection Procedures

This section describes the procedures executed to collect data using four data collection
instruments. I started the participant recruitment process after obtaining ethical approval from the
GSE Ethics Committee. First, I emailed the program director of the foundation year program of
the chosen research site. The email contained information describing the research purposes, data
collection instruments, an ethics approval letter, and a request for permission to access potential
participants’ corporate email address lists. The program director invited me to discuss the
research further, ask questions, and explain the concerns about the participants’ ages. I assured
the foundation year program’s director that I would strictly follow ethical principles. After I was
given permission and access to the corporate email addresses of the foundation year program
students. I sent the invitation letter to foundation year program students about participant
recruitment, research purposes, data collection methods, and age restrictions. The email also
included a warning for potential participants to reach the researcher from a separate individual
email and not to reply to the participant recruitment email they received. The potential

participants who are interested in participating in this research study contacted me by sending
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individual private emails. As a result, the potential participants' identities were protected and
remained confidential because all the procedures were conducted between the researcher and the
potential participants. Thus, the director of the foundation year program did not know which
students contacted the researcher. Later, I sent emails to potential participants who were 18 years
old or older. The email described further details of the research, data collection procedures,
participants' rights to withdraw, potential risks and benefits of the research, and the informed
consent forms. The participants were also informed that the data collection could be provided in
three languages, namely English, Kazakh, and Russian, based on participants’ convenience and
preferences. The participants said they would be comfortable participating in English, so the data
was collected in English.

Nine participants volunteered to participate in this research. The data collection occurred
between mid-November and mid-December, based on participants’ availability and schedules.
Before collecting data, I piloted the data collection tools with three individuals and made
necessary changes accordingly. First, the participants were given the qualitative questionnaire
form in electronic format, which aimed to gather participants’ background information and the
research data for triangulation purposes. Second, the participants were sent the electronic art-
based research instruments for image-based reflection forms to understand participants’ uses of
ChatGPT along with their thoughts and feelings about it. The form included 40 image cards and
four prompts. The participants read the instructions and four prompts, chose the image cards for
their perspectives, and explained their reasons for selecting the specific cards and their meanings
to themselves.

Before the last data collection procedure, the participants were reminded about the focus

group interview, its potential risks for anonymity, and the precautionary measures to decrease the
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risks and their rights to ask questions about their concerns regarding their participation in this
research (Cohen et al., 2007; Creswell, 2014). Firstly, the participants were divided into two
groups to decrease the risks. Additionally, in case of concerns, they were offered semi-structured
face-to-face interviews (Creswell, 2013; Merriam & Tisdell, 2016). Secondly, they used
pseudonyms during the interview to ensure they did not know other participants’ names. Before
the interviews, the researcher also reminded participants that they could completely withdraw or
not answer the question if it was sensitive to them. The interview date, time, and venue were
scheduled based on the participants’ convenience and confidentiality.

The participants came to the venue on the day of the focus group interviews. Once again,
they were given the informed consent forms, which provided detailed information about the
purpose of the study, their rights, and the risks and benefits of the research. The form also
included information about what will happen to their data during and after the research. After
carefully reading and understanding the informed consent forms, they signed and took their
copies, while a second copy remained with me.

The last data collection started with the significant circles. Significant circle data
collection instruments were used to prepare participants mentally for the interview. First, the
participants were asked to visualize their steps when doing assignments; then, they wrote those
steps inside the significant circle layers. After the significant circles, the focus group interviews
started. The participants were asked six questions, and the interviews took 30 to 40 minutes; the
participants answered the questions by taking turns. In some cases, they took turns twice to
comment on each other’s perspectives. The focus group interviews were the last data collection

procedure.
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3.6 Data Analysis Procedures

In qualitative research, coding is used as a strategy to transform data into more organized
and manageable units (Saldana & Omasta, 2016). In qualitative research, a code means
researcher-generated words or short phrases obtained from the data to reveal themes and patterns
for further steps of data analysis (Saldana, 2013). The coding process establishes critical links
between the data collected and how the data is interpreted (Charmaz, 2001, as cited in Saldana,
2013). This study used various coding techniques to analyze the data because each data
collection tool explored different aspects of participants’ language and literacy practices. In order
to ensure the reliability and validity of this study’s findings, the data analysis was conducted
through a hybrid coding strategy that combined inductive and deductive coding processes (Xu &

Zammit, 2020).
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Excerpts Inductive codes Deductive Themes
codes
In my writing process, ChatGPT plays  -Value:
roles at various stages: I begin by -Attitude: -Literacy
inputting assignment details for initial Verifying rubric P BAcUce: -Language
guidance. Drafting suggestions based and ChatGPT Coherence, enhancement
on ChatGPT's input helps structure my  suggestions Language
ideas. ChatGPT aids in enhancing Belief: enhancement
vocabulary for refined language use. -Process:
As I come closer to completion, I check Drafting -Language
for a logical coherence review. For the learning:
final touch, I cross-verify compliance
with guidelines using ChatGPT's initial
suggestions (Participant 2).
-Literacy
I just write my own ideas to ChatGPT. -Value: . .o
_ . _ ) practice: -Cognitive
Ask it to write a sample by using my -Attitude: Study skills  language
ideas. I can see text organization and Using own ideas
strategy use
grammar. It generates a good sample of Writing his Language
how it can be written so I can write version after .
o _ learning:
myself (Participant 7). analyzing Cognitive
ChatGPT’s
language
sample
strategy use
-Belief:
-Process:
Drafting,
Generating

sample
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Prior to the coding procedure, I transcribed the audio-recorded interviews with the
assistance of the audio transcribing software Sonix.ai. Then, I checked the accuracy of the audio
recordings’ transcripts. The interview transcripts and the data collected through qualitative
questionnaires, image-based reflections, and significant circles were gathered in one document to
see all the data and ensure the coherence of the coding (Creswell, 2014). Then, I familiarized
myself with the data by reading and making notes of the raw data several times “actively,
analytically, and critically” (Clarke & Braun, 2013, p. 205). Since this study used a
phenomenology design, it aimed to explore participants’ perspectives and experiences. For this
reason, the member-checking method (a crucial technique for data credibility) was used when I

needed to clarify the raw data (Creswell & Miller, 2000).

This research's initial coding was completed using an inductive coding strategy that
values coding and process coding techniques. In the first phase, values coding was used because
it assists researchers in identifying participants’ attitudes, beliefs, and values (Cresswell, 2014).
This technique provides insights into the separate components of the value system and their
relationships (Saldana & Omasta, 2017). Thus, value coding was used to identify the
participants’ values, attitudes, and behaviors toward using ChatGPT for language and literacy
practices. It also provided insights into the EMI university’s policies and social literacy practices.
The value coding was followed up with process coding, which is a type of code that captures the
actions, emotions, reactions, and interactions that occur in response to problems or situations to
get a sense of the complex interplay between processes that occur because of something (Corbin
& Strauss, 2008; Saldana, 2013). This study used process coding to identify the participants’

procedures and actions while using ChatGPT for academic purposes.
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In the second phase, the deductive coding strategy was used. The codes emerged from
the theoretical and analytical frameworks, the literature review, and research questions (Xu &
Zammit, 2020). In the third phase, the dominant themes emerged across data: the inductive and
deductive sets were gathered and triangulated. In order to ensure the quality of the codes, the
participants’ permission was obtained to share the transcripts and codes with the researcher’s
supervisor for the reliability check (Creswell, 2014). However, the document did not contain the
participants’ real names; instead, the given pseudonyms were used. Finally, the themes emerged
from the data representing a meaningful pattern (Braun & Clarke, 2006). Four main themes
emerged from the data analysis: 1) students’ perspectives about ChatGPT experiences, 2)
ChatGPT and students’ language strategy use, 3) the role of ChatGPT in students’ academic
practices, 4) institutional social practices shaping students’ Al literacy practices.

3.7 Ethical Considerations

In qualitative research, adhering to ethical principles throughout the research procedures
is crucial (Creswell, 2014) because ethical principles protect the participants, institutions, and
researchers by minimizing the risks of research and avoiding physical and emotional harm

(Creswell, 2014; Merriam & Tisdell, 2016).

Anonymity and Confidentiality Procedures

Anonymity and confidentiality were critical throughout each stage of data collection.
First, the participants’ anonymity and confidentiality were protected during the recruitment
process because the potential participants emailed the researcher privately. For this reason, the
director of the foundation year program and other potential participants did not know who
contacted the researcher to participate in the study and who was selected as a participant.

Secondly, during the data collection phase, the questionnaire, arts-based instrument, and focus
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group interviews did not have any identifiers because participants used pseudonyms, which
protected my participants’ identities during coding and analysis. However, the anonymity of
participants could not be guaranteed during the focus group interviews. To protect the
participants, the researcher offered several options to ensure ethical conduct: 1) explain the focus
group process and the anonymity issues to my participants by informing them about their right to
withdraw or have individual, face-to-face semi-structured interviews if needed (Creswell, 2013;
Merriam & Tisdell, 2016); 2) offer to divide the interviews into smaller groups to decrease this
risk; 3) offer individual semi-structured interviews for participants who do not feel comfortable
in a group.

During the data analysis, the researcher transcribed the data into written form without any
identifiers to protect the participants’ identities. In addition, nobody else had access to the data or
participants' personal information because the data was stored in a password-protected device.
When the data analysis was completed, the files containing real names, emails, or other
information about the participants were anonymized. Then, I will destroy all data obtained from
the participants two to three years after completing the research. Until then, I may use the data to
publish articles in the future. Two to three years is a recommended period for research projects.
Risks of the Research

While this research intended no harm, there are minimal risks for participants. Prior to
data collection, the researcher completed the Collaborative Institutional Training Initiative
(CITI) and obtained ethical approval from the NUGSE Ethics Committee to conduct research. To
prevent potential risks, the researcher considered the potential risks to participants and took some
precautions, such as excluding any identifier information from the finalized research project

(Clarke & Braun, 2013; Wendler & Miller, 2008). Consequently, there was a minimal risk for
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participants. Since one of the data collection methods was focus group interviews, the
participants could possibly identify each other. To prevent this, the focus groups were divided
into three groups, and participants used pseudonyms during the interviews. However, anonymity
was not guaranteed, and the participants were informed about this several times before, during,
and after the data collection. Furthermore, the participants were reminded about their right to
withdraw from participation at any point without any consequences and preferred not to answer
questions if they did not feel safe (Dornyei, 2007). This research protected the confidentiality of
participants by taking some precautions, such as assigning participants pseudonyms (Clarke &
Braun, 2013; Cohen et al., 2007). The researcher also explained that their identities would not be
revealed to the researcher’s supervisor and other participants.

Secondly, as stated in the research problem section, generative Al technologies such as
ChatGPT are new, and the guidelines regarding ethical uses are not clearly defined in most
tertiary-level educational institutions. For this reason, using ChatGPT for graded academic work
or exams might be considered as breaching academic integrity or plagiarizing. The researcher did
not include questions about using ChatGPT for graded or non-graded academic work, exams, or
other ways of breaching academic integrity. Instead, the research focused on the ways
participants used ChatGPT for language learning and literacy purposes. The researcher also
ensured that no one other than the researcher and the researcher’s supervisor would have access
to the data. Furthermore, the researcher’s supervisor only accessed data with pseudonyms of
participants. Regarding the other risks, the study did not mention the name of the institution and
the names of the participants or information that could reveal the participants’ identities of the

institution.
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Benefits of the Research

While there were no direct benefits from this research, there were two potential benefits.
Firstly, it explored how Al technologies such as ChatGPT impact EFL students’ language
learning strategy use and literacy practices, which might help language learners reflect on new
ways they developed to scaffold their language learning strategies and literacy. Secondly, it gave
students an opportunity to express their changing practices and needs while using ChatGPT and
generative Al technologies. I could represent voices in the current scholarly debates on using
ChatGPT in universities. Therefore, an indirect benefit of the study was that it might help
university policymakers understand the students’ perspectives and experiences to deeply
understand the ethical uses of ChatGPT and other generative Al, which may influence university
policies about using artificial intelligence technologies and ChatGPT.
3.8 Conclusion

This chapter described the research methodology of this study. More specifically, this
chapter provided information about the research design, site, sample, data collection methods,
instruments, and procedures. The chapter addressed the data analysis procedures and ethical
considerations. This study used a phenomenology design to explore nine foundation-year EFL
students’ perspectives and experiences of using ChatGPT in academic language and literacy
practices. Multiple data collection instruments (qualitative questionnaire, image-based
reflections, significant circles, and focus group interviews) were used to collect data. The next

chapter will present the findings of the study.
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Chapter 4: Findings

This thesis investigates the influence of institutional practices on foundation-year EFL
students’ use of ChatGPT while studying at an EMI university in Kazakhstan. The previous
chapter presented the research methodology, sampling, data collection tools, and the ethics that
underpin the research. This study was underpinned by Street’s (1984) literacy as social practice
theory to formulate the theoretical framework; Perry’s (2009) literacy framework and Oxford’s
(1990) language learning strategies classification were combined to identify and classify
participants’ language and literacy practices. This theoretical frame and the language strategies
taxonomy were useful in revealing participants' experiences and reasons for using ChatGPT (See
Figure 2).
Figure 2.

Theoretical Framework

Academic Practices

e Disciplinary knowledge

and practices

o Genre and discourse

awareness

Institutional Practices

. Literacy as a Academic Language
e Cultural belief, values, and

policies Social Practice | ® Study skills
Cognitive literacy skills

e Ethical practices, academic

integrity, and avoiding plagiarism e Language learning

e Information creation and value of strategies

information

Understanding citation and
referencing styles
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Note: Figure 1 provides Street’s (1984) Literacy as Social Practice Theory in
combination with Perry’s (2009) Aspects of literacy skills and Oxford's (1990) Language
Learning Strategies

This chapter presents the findings that emerged from: 1) an inductive analysis along with
deductive coding drawing on the theoretical and analytical framework; 2) triangulation of the
codes obtained through the four data collection tools; 3) synthesizing the common themes
emerging across the questionnaire, image cards, and interviews. The study sought to answer the
following research questions:

RQ1. How do institutional practices shape EFL students' use and navigation of
ChatGPT?

Sub-questions

SQ1. What are EFL students’ experiences and perspectives on using ChatGPT?

SQ2. Why do EFL Foundation students use ChatGPT?

The data analysis revealed four well-defined themes across the three data, which were 1)
students’ experiences and perspectives of using ChatGPT; 2) students’ utilization of ChatGPT as
a language strategy; 3) the role of ChatGPT in students’ academic practices; 4) institutional
practices shaping students’ utilization of ChatGPT and Al literacy practices.

4.1 Students’ Perspectives About ChatGPT Experiences
The data revealed valuable insights into how students interact with Al-powered
platforms like ChatGPT. The participants’ perspectives revealed that they have positive and

negative experiences with using ChatGPT.
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Students’ Positive Perspectives and Experiences about ChatGPT experiences

The participants’ viewpoints revealed several positive encounters with ChatGPT that
directly influenced their academic learning and language learning experiences and perceptions
during their foundation year studies. These positive experiences and perspectives revealed
ChatGPT’s role as a reliable language enhancement resource offering access to academic
support. On this point, Participant 2 mentioned, "I immersed myself with language through
ChatGPT for language enhancement." Similarly, Participant 3 noted, "My IELTS writing score
improved due to practicing with ChatGPT." Interestingly, ChatGPT functioned as more than a
language tool because the data revealed it offered sentence-level and paraphrasing support, often
leading to student autonomy.

It makes tasks and assignments less challenging and much easier. ChatGPT serves as a

guide to enhancing my language, and it helps me learn more about how to refine my

language and decorate it with different synonyms, sentence structures, and new phrases

(Participant 2).

Similarly, Participant 3 explained:

Paraphrasing is very difficult for me. I am aware that I must practice on my own, but

when I fail to paraphrase a sentence or a paragraph properly, I seek guidance from

ChatGPT to see what sentences and structures I can use to paraphrase sentences or

paragraphs.

Furthermore, ChatGPT as a source for language development and cultural understanding

also emerged in Participant 1's image cards and reflections (Figure 3).
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Figure 3.

Leveraging ChatGPT for Language Acquisition and Cultural Understanding

Because the first picture illustrates a crowded place in a foreign country, it means that I
have to speak another language and do something in an unknown place. That is why I would
use ChatGPT. The second picture with buildings reminds me of New York; a city in America
where people usually speak English. I haven’t been to New York, so I would use ChatGPT
to provide some data/knowledge regarding the city language itself.

Another positive experience emerging across the data sets was that ChatGPT contributed
to EFL students’ autonomy and accessibility, enabling them to work independently and
conveniently access support whenever needed. The students’ perspectives and experiences
revealed ChatGPT’s advantages and gave students “more freedom because ChatGPT supports”

them in gaining autonomy (Participant 1, Participant 4, and Participant 5).
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Image card choice and reflection on ChatGPT experience (Participants 1, 4, and 5).

This flying bird reminds me of
freedom. I think that nowadays
the internet provides us a lot of
opportunities to achieve
freedom, especially with the
use of helpful Al tools, such as
ChatGPT. It can enhance our
capabilities.

(Participant 1)

I chose this card because
ChatGPT is free to use, and
no one forbids it. The seagull
in the third photo is freely
flying anywhere.

(Participant 4)

It is such a freedom for any
questions and ideas.

(Participant 5)

In addition, ChatGPT's multifunctionality and versatility emerged as a dominant theme

across the data sets, offering diverse language and literacy support, ranging from language

organizing their time and providing brainstorming assistance: “I ask ChatGPT for help

organizing my work process. It tells me how to organize my time efficiently and suggests what I

do for the assignment,” (Participant 2) and “ChatGPT makes assignments easier and saves time.”

(Participants 7). Regarding paraphrasing, Participant 9°s image card illustrated ChatGPT’s role

in brainstorming to generate clear ideas and develop his ideas:
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Figure 5.

ChatGPT'’s Multifunctionality and Versatility

el

I'use ChatGPT when I do not understand something or have ideas and when I have lots of
ideas and cannot formulate them correctly. On the first card, there is a question mark (showing
I do not understand something). On the second, there is a bitten apple, symbolizing missing
parts of my ideas (like a missing piece of a puzzle). On the third card, there are navigations (I

have lots of ideas and cannot formulate them correctly).

Participant 2 elaborated on how ChatGPT organizes her ideas and thoughts:

I struggle with writing; it's the worst. It's not always easy to write a sentence and

write it the way I want to convey exactly what I want to say. ChatGPT helps me to

look at all the details thoroughly that I might want to use. So it's a very good tool

to use. It keeps my thoughts organized and more well-collected in the language.

Participant 1 expressed a similar view when he selected an image card that relates to how
ChatGPT’s multifunctionality contributed to expressing his ideas in multiple ways, gaining more

information and knowledge, thus scaffolding his understanding of topics:
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Figure 6.

Participant 1’s Image card and reflection

I chose this card since it represents a lot of directions and movements. This is similar to the
way I read and write the texts. I like to be versatile in my texts, touching on different areas
or fields from one common topic. ChatGPT helps me express myself in different ways, it
allows me to get more in-depth data about topics. In general, it makes me more

knowledgeable about the topic for assignment.

In addition, Participant 7 said, “When I am done with my essay or written work, I ask the
ChatGPT to review whether it's grammatically correct or not." Hence, a dominant theme across
the research tools revealed ChatGPT’s accessibility and usefulness, as noted by Participant 5:

ChatGPT is useful because it is accessible. It is like having a personal teacher who is

available 24/7. I can use it every day, at any time, to check for errors in my texts and ask

for feedback. Also, it helps me understand my weak areas in academic English. I think it
has positively impacted my approach towards assignments.

Thus, the data revealed that their positive experiences with ChatGPT are associated with
not being time and space-bound, empowering them to work independently and efficiently on

academic tasks and allowing them to seek assistance and feedback anytime, anywhere.
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Finally, a noteworthy benefit was that ChatGPT’s multilingual capabilities function as a
multilingual tool. Participant 9 explained, “The best part of ChatGPT is that it helps me be more
like a native in language, but I am still disadvantaged in language.” Participant 7 explained how
ChatGPT improved his grammar use: “Before using ChatGPT, my sentences would be wrong
because I used to translate from Russian to English directly. Now, I write long sentences more
fluently, and my grammar is improved.” Participant 7 also elaborated further:

The main advantage of ChatGPT is its ability to communicate in many languages. It is a
multilingual artificial intelligence tool that assists people who are not proficient in
English. It can answer in Russian, English, and many other languages. It knows a lot of
languages. It learns a lot of things because it accesses different information. Thus, people
with lower proficiency or who are not fluent in English can use ChatGPT to understand
how the language works.

Interestingly, the study results revealed that ChatGPT helps foundation-year students
express concepts and understand terminology in English, particularly in subjects like history and
mathematics, which require a strong grasp of discipline-specific vocabulary. On this issue,
Participant 1 said, “Sometimes there are phrases that I can't express in another language because
I don't understand specific vocabulary, for example, vocabulary related to history.” In addition,
Participant 5 mentioned, “Mathematics courses require good knowledge and skills in math, but I
also struggle because of different terminology in English.” Similarly, Participant 1 indicated
using ChatGPT for terminologies in English:

ChatGPT helps me with different subjects, such as math. For example, I was taught math

in the Russian language. | know many mathematical terms and different theories in
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Russian, but I don't know them in English. I don't know how to explain them to my

instructor. So, ChatGPT helps me express my point of view. (Participant 1)

Consequently, the data revealed that the participants of this study share positive
perspectives and experiences about using ChatGPT for academic purposes, namely, a language
enhancement resource that provides academic support, an accessible tool that facilitates learner
autonomy, a versatile multifunctional tool assisting participants in various ways, a tool for
scaffolding participant in academic reading and writing, and a multilingual tool for translations,
and scaffolding subject-specific or disciplinary language barriers of EFL students. Despite
participants’ positive ChatGPT perspectives and experiences, the data also revealed negative
experiences.
Students’ Negative Perspectives About ChatGPT Experiences

The data also revealed instances where ChatGPT misunderstood the participants’ prompts
and provided incorrect outputs: “The disadvantage of writing is that if I write a text and ask
ChatGPT whether it's clear or cohesive, it answers me but also generates a new text” (Participant
2). Similarly, Participant 7 explained, “While searching for sources for my academic paper,
ChatGPT is unable to provide real sources, authors, and dates of some data, which made me
concerned about using it.” Another negative experience with ChatGPT was explained by
Participant 7 regarding ChatGPT’s lack of reliability and accuracy in searching for academic
sources:

When I asked ChatGPT to find academic sources for a relatable topic, I thought it would

cite someone's work. Unfortunately, ChatGPT wrote a random name and date with info

from some other webpage. After that situation, I didn’t ask ChatGPT for specific sources.
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Moreover, Participant 7 shared information from ChatGPT’s website: “As it is written on
the website itself, ChatGPT can make mistakes. For example, it can explain some sentences in a
wrong way.” Similarly, Participant 1 also shared his experiences:

Sometimes, it kind of “lies” about information; when directly asked to write an academic

work, it generates inaccurate information, an article, and authors that don’t exist or do not

differentiate the fake sources from the reliable ones. It may generate fake information to

answer my question.

Another example of ChatGPT’s unreliability is captured in Participant 3’s image card:

Figure 7.

Image Card and Reflections on ChatGPT’s Misinterpretation

T'use ChatGPT for reading, especially for extremely sophisticated texts. But once I had a

situation, I asked ChatGPT to explain the main idea of an article, and it ended up telling me the

abstract, so it was useless for reading at that time.

Similarly, Participant 8 commented on ChatGPT’s incorrect outputs in Figure X below,
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Figure 8.
Image Card Choice and Reflections on ChatGPT'’s Incorrect Outputs

This card represents the problem of all AL Because all AI can understand information
incorrectly, like in this case, they might think there is a man. However, it is just clothes.

Therefore, you need to be accurate with the provided information.

Furthermore, across the data sets, participants expressed limitations regarding ChatGPT’s
lack of critical thinking and creativity and its lack of appropriate outputs to their specific needs
encapsulated in the image card below:

Figure 9.

Image card choice and reflections on ChatGPT'’s limitations in creativity

I'have chosen this card for the reason of its multiplicity in the variety of objects. The depicted
items seem to be old, rusty tools or components. While this description does not directly apply

to ChatGPT, it metaphorically captures instances where my trust in the model faced challenges:
there have been occasions when I requested ChatGPT to provide a summary fora passage.
Initially, the summaries it generated felt like a collection of old, rusty tools—too generalized and

not aligned with my expectations.

Finally, Participant 3’s image card below also vividly captures ChatGPT's lack of

creativity and monotonous nature:
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Figure 10.

Image card and reflections on ChatGPT’s monotony

At the end of the day, it is just a tool with the ability to use lots of data; it has no imagination.
When it comes to writing my reflective journals from leadership class, for instance, I never
bothered using them. Why? Reflective journaling is all about me, firsthand information, and
experience. I picked this card because it shows how monotonous Al is; in short, it is a
machine. I do not seek creativity from ChatGPT. It is just a tool with the ability to use lots of

data; it has no imagination.

Another dominant theme across the research tools was the participants’ concerns about
equity associated with privacy, access limitations, information disparities, and unclear policies in
ChatGPT Usage. For example, Participant 8: “Heavy reliance on ChatGPT for academic work
may cause dependency and loss of abilities." Participant 5's observation adds another layer to the
discourse: Excessively using ChatGPT may cause a behavior shift towards laziness." This
comment highlighted concerns about ChatGPT potentially diminishing critical skills and
concerns of dependency and negative habit formation. In addition, Participant 1 underlined
another disadvantage:

One of ChatGPT's main disadvantages is its limited access to databases and the Internet.

It can provide information until 2021. However, it cannot provide any information about

recent events or occurrences that happened in 2022 and beyond.
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Participant 3 remarked that it could widen the gap between the students who cannot
access the upgraded version and the students who can access the upgraded version and that it
could lead to unequal opportunities and achievements:

The negative side is that some students have ChatGPT’s upgraded version, which

artificial intelligence detectors cannot detect. Some students use it, and it feels unfair for

those who cannot afford the upgraded version because it can give an advantage over
others, which may cause inequality.

Lastly, students’ negative experiences and perspectives about the disadvantages of
ChatGPT revealed their concerns about data privacy and Al detector tools. For example,
Participant 4 explained: “The problem is that I think it’s very recognizable in different ways; for
example, Al detectors or plagiarism checkers like Turnitin may detect Al use. Students can get
caught for plagiarism although they didn't know it was plagiarism.” This concern is also visible
in Participant 1’s extract below:

My second concern may be confidentiality because ChatGPT says it is not confidential.

Anything you use or write to ChatGPT can be used by a third party or someone else, so

users must be very cautious about the data.

In summary, the data revealed that students have negative perspectives about their
ChatGPT experiences, such as generating unreliable information and citations, incorrect outputs,
and ChatGPT lacking human abilities and creativity. In addition, access to paid subscriptions
resulted in negative experiences associated with equity, and Al potentially developed students’
dependency on its use. Nonetheless, the data revealed that their negative experiences or
challenges in using Al contributed to an increased awareness of evaluating Al-generated

information, which holds the potential for developing critical literacy skills.
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4.2 ChatGPT and Students’ Language Strategy Uses

The data demonstrated that participants actively used ChatGPT as part of their language
strategies to overcome linguistic and academic challenges they experienced during their
foundation year program. Hence, the results indicate that participants used ChatGPT for
language learning strategies, specifically cognitive, metacognitive, affective, and social
strategies.
Cognitive Strategies

The data revealed that participants used ChatGPT cognitively to improve their academic
language proficiency and skills. For example, they used ChatGPT to facilitate a type of direct
language learning strategy, such as analyzing features of language and linguistic forms,
searching, using synonyms, paraphrasing, and translating. In other words, conscious actions for
acquiring linguistic input improve cognitive literacy skills, such as vocabulary, grammar,
reading, and writing. For example, Participant 9 indicated, “I use ChatGPT to improve my skills
in both grammar and vocabulary. I check my texts for grammar and search for synonyms for
vocabulary.” In fact, across the data sets, they preferred ChatGPT as the main tool for checking

for grammar and spelling errors, as expressed in Participant 5’s image card:



Figure 11.

Participant 5’s Image Card Choice and Reflection

T usually use GPT for checking grammar or other mistakes, and I am this girl, walking with

the help of the sticks while looking for errors and checking spelling with ChatGPT.

Participant 3 also explained ChatGPT’s usefulness as a grammar and vocabulary
enhancement tool; hence, the use of ChatGPT became a cognitive language strategy:

It helps me, especially when it comes to grammar and vocabulary. It uses very specific

words that can be used in only very specific contexts, and it can easily pick up the right

words because it has lots of data. It really improved my vocabulary. When it comes to

grammar, it uses a good range of grammar. And sometimes, when writing essays first, |

just give my own ideas for it to write, and I see the sentence structure. It has good

organization and grammatical structure of sentences. ChatGPT shows me how it can be

written so I can write myself.

The findings also showed that ChatGPT is frequently used as a part of cognitive
strategies to assist with reading and writing in academic English, as captured in Participant 2’s

extract:

65
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When I need to write an essay, I first draft my ideas. Then, I paste them to ChatGPT just

to see how to write my ideas more academically and in an advanced structure. It provides

a few alternatives, and I try to learn from them.

This cognitive language strategy is also visible in Participant 9’s explanation of how she
used ChatGPT to scaffold her reading and vocabulary,

I have this habit of using ChatGPT to clarify my understanding when reading passages. It

has a positive impact on my reading comprehension. I paste hard readings and ask

ChatGPT some questions to ensure that I understood them correctly. I also ask about

unfamiliar words’ meanings and their uses in different contexts, synonyms, and

antonyms.

In addition, the participants mentioned consciously using ChatGPT to learn “contextual
meanings of vocabulary.” For example, Participant 2’s use of ChatGPT as a cognitive strategy by
asking about word-level meanings and their contextual uses can contribute to larger reading and
writing tasks:

I rely on the Al tool to gain a full understanding of texts by asking for definitions for

unfamiliar words. ChatGPT not only provides the general definition; it gives contextual

meanings and even synonyms. This clarifies meanings and helps me connect with the
words [ am already familiar with.

Such language strategy related to context and purpose shows ChatGPT is not limited to
decontextualized word-level tasks, but it also assists learners in contextualizing their learning:

I typed in the word and text to ChatGPT for the context, and then I asked what the word

meant and its synonyms. ChatGPT gave me an answer, including the definition of the

word, its meaning in the context, and ten synonyms.
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Based on the findings presented above, it is evident that students' use of ChatGPT
functioned as a cognitive language strategy that scaffolded their learning of linguistic
information. However, the data also revealed that it went beyond linguistic support to academic
support, such as paraphrasing, as Participant 2 explained:

Paraphrasing is very difficult for me. I am aware that [ must practice on my own, but

when I fail to paraphrase a sentence or paragraph properly, I seek guidance from

ChatGPT on what sentences and structures can be used to make it accurate and

contextual.

Correspondingly, Participant 7 also mentioned paraphrasing sentences with ChatGPT to
learn which style would be more appropriate and to check his grammar and see errors.

Usually, when we are asked to do some research, we are required to paraphrase some

sentences from other papers. I use ChatGPT to understand how paraphrasing works. It,

because of its creativity, it can take one sentence and do many paraphrased sentences. I

learn how to do it by myself.

The Participants described how they obtained help using ChatGPT as a cognitive
strategy for reading. For instance, Participant 4 said, “If I need to read articles, I put the text to
ChatGPT and generate pre-reading summaries.” Similarly, Participant 3 said: “I ask ChatGPT to
check my understanding after reading articles.” In addition, Participant 2 explained how she used
ChatGPT for her reading exam: “I was studying for my reading assessment, I read the text, and
then I found the tricky words [and] I asked ChatGPT what those words mean.” Participant 3’s

significant circle also captures this cognitive language learning strategy:
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In summary, the data revealed that participants found various ways of using ChatGPT as

cognitive language strategies to serve different language learning needs and purposes, such as
generating samples to compare grammatical features, searching for the meaning of words and
their contextual uses, generating pre-reading materials, or negotiating the meaning of readings,

writing drafts, checking their errors to learn from ChatGPT.

Metacognitive Strategies

The findings showed that ChatGPT contributes to participants’ metacognitive language
strategy uses, which indirectly facilitates learning based on its purposes. For example, the

following excerpt by Participant 9 highlights how participants used ChatGPT to make English

learning easier:
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Figure 13.

Indirect Metacognitive Strategy

ChatGPT makes my English learning easier; I see my mistakes and try to avoid them next

time. In the photo card, the girl is floating in the air. It is easier and better than walking.

Notably, Participant 2 stated that she used ChatGPT for the exam preparation as a
metacognitive strategy:

For example, when I was studying for my reading assessment, I read the text and found

the tricky words that might be asked in the vocabulary questions. I asked ChatGPT what

those words meant or what words had the closest meaning. Also, sometimes exams may
ask for some words that nobody has ever read before. I've tried to find those words.

In addition, the data revealed how the students used ChatGPT for metacognitive language
learning strategies that increased their independence, reflection, and continuous learning for self-
evaluation and language improvement, as noted by Participant 5:

After using ChatGPT, I reread my IELTS essay from September and realized so many

errors. There were errors with prepositions, articles, -ing form, and all these grammar and
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punctuation errors. I think after starting to use ChatGPT, I started to remember these

errors, and now, they are less common. So, after seeing repeated errors, I kept them in

mind, and these mistakes do not repeat.

In summary, this section illustrated participants’ perspectives on ChatGPT’s potential as
a metacognitive strategy. The participants reported that ChatGPT can be used as a metacognitive
strategy for exam preparation because it can provide feedback or opportunities for collaborative
writing practice.
Affective and Social Indirect Strategies

These findings revealed that ChatGPT contributed to the participants’ affective language
learning strategies associated with their emotions:

Figure 14.

Participants’ Image Cards and Reflections on Affective Strategy Use with ChatGPT

The second card mainly describes my emotional | Traffic jams represent how procrastination

state when I get stuck: when I spend the whole works: you are in a rush but cannot do
day and get nothing done, I freeze from the anything. In my personal experience,
feeling of guilt (Participant 3) sometimes I feel paralysis when I do not do

work that needs to be done on a deadline for

some reason (Participant 7)

The data revealed that participants use ChatGPT as a social language learning strategy.
For example, “Sometimes I just play with ChatGPT, like when I create a story, and I just write

the beginning, then he continues, and then I continue. I like this kind of writing practice; it’s like
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playing” (Participant 4). In addition, the data illustrated they use and navigate ChatGPT as a
knowledgeable partner for feedback. “It is like having a personal teacher who is available 24/7”
or a peer for collaborative writing practices” (Participant 5), indicating how ChatGPT can be
used as a social language strategy.

In summary, this section discussed how ChatGPT serves as a language learning strategy,
targeting four key dimensions of learning: cognitive, metacognitive, affective, and social. The
cognitive aspect involves analyzing and learning language features and enhancing
comprehension and usage. Metacognitively, ChatGPT supports self-evaluation, offers feedback,
and aids in planning future learning activities. From an affective perspective, it helps mitigate
negative thoughts and feelings that could hinder learning progress. Socially, ChatGPT mimics
interactions with native speakers and knowledgeable peers, allowing students to practice skills
and gain insights into language use and cultural nuances.

4.3. The Role of ChatGPT in Students’ Academic Practices

The data underlined that the students used ChatGPT for two types of academic practices,
namely, giving them access to academic knowledge and conventions and enhancing their text
organization and writing skills.

Access to Academic Knowledge and Conversions

The results revealed how students navigate ChatGPT to access academic knowledge
when reading academically dense texts. For example, Participant 3 explained, “It can also help
me understand certain paragraphs using simple words. I copy and paste the text and command:
explain with simple language. ChatGPT does a really good job of explaining it.”” Participant 7
said, “While reading long academic papers, I experience trouble understanding some terms, facts

about science, and complex sentences. ChatGPT makes it easier to read those papers: I can ask
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for explanation, clarification, or even translation.” Similarly, Participant 1 explained how he used
ChatGPT for reading: “I ask ChatGPT to provide me a summary of the text before reading so I
understand it better or have some idea about its context. Also, I use ChatGPT to write out the key
points of the text.” Participant 2 gave a similar account:

I ask ChatGPT to provide a more detailed explanation or context to understand any tricky

or complex information thoroughly. Before reading, I asked ChatGPT to provide me a

summary of the text to get some ideas about the context and deeply understand the text.

Also, I use ChatGPT to identify key points in the text.

Thus, students’ positive experiences with ChatGPT related to the academic reading
support it offers that extends beyond mere language assistance, serving as a tool that positively
supports students’ academic practices:

Figure 15.

Positive academic reading and writing experiences

If T were to choose a card representing how I use ChatGPT for my academic reading and
writing in the foundation year program, it would be one featuring a house with lit-up windows
and a pond adorned with stones and beautiful flora. ChatGPT has proven invaluable in my

writing and reading journey in the foundation year program.
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Thus, ChatGPT facilitated the meaning-making of dense academic texts for EFL
foundation students because of its multifunctionality in providing explanations and translation.
Enhancing Students’ Text Organization and Writing

The data showed that students use and navigate ChatGPT to enhance text organization
and coherence in their writing. For example, “to organize their texts logically” (Participant 6)
and “improve coherence and cohesion in writing” (Participant 7). In addition, they used
ChatGPT to craft “sentences that convey ideas clearly and concisely, and also adhere to
academic conventions; organizing ideas in a logical and coherent manner; ensuring smooth
transitions between different sections” (Participant 2). Additionally, the findings revealed that
ChatGPT contributed to creating outlines for well-organized texts: “following structure and some
nuances in the writing” (Participant 6). These comments highlight its versatility in supporting
writing needs and academic conventions and ensuring smooth transitions between sections.
Similarly, Participant 5 highlighted ChatGPT’s usefulness in creating outlines for texts to

construct well-organized texts:
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Figure 16.

Participant 5’s Image-Card Choice

This card represents how I manage to use Al to put my ideas in a logical order. For instance, it
kind of assisted me in organizing my sections when creating an outline for my research

project.

In addition, Participant 2:

If I don’t have any academic topics, I ask ChatGPT what is interesting and relevant.

Then, I ask it to brainstorm subthemes for this topic to understand it deeply. Sometimes, I

use ChatGPT to restructure sentences to make them more understandable. While reading

academic papers for research, ChatGPT helps me understand.

Participant 4 said: “Using ChatGPT has positively influenced my writing. In the past, my
essays were not up to academic standards, but now, I am able to use academic words and phrases
that are at a higher level.” Similarly, Participant 2 explained ChatGPT’s ability to provide
writing assistance:

In my writing process, ChatGPT plays an important role in ensuring clarity and providing

information for potential improvements or clarifications. ChatGPT serves as a guide to
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enhancing my language: it helps me learn more about how to refine my language, and

decorate it with different synonyms, sentence structures, and new phrases.

The participants also mentioned how ChatGPT facilitated their understanding of different
stages of writing: “The most difficult part for me when I just start my assignment. When I have
no idea how to start or what to write. I used ChatGPT to search for ideas and brainstorm”
(Participant 5). The same participant also explained how she drafted many times and asked for
feedback after each time,

I draft, and I ask ChatGPT for feedback and explanations for mistakes. I do this for all

sections: introduction, body, and conclusion parts separately. Then, I put the whole text

into ChatGPT to check for mistakes and coherence. Lastly, I ask for feedback to make
changes.

ChatGPT contributed to the students' understanding of writing as an information-creation
process, encapsulated in Participant 4’s significant circle, which illustrates how she uses

ChatGPT to complete her assignment writing tasks:
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Figure 17.

Participant 4’s Significant Circle: Academic Writing as Collaborative Information and

Knowledge Creation

In summary, this section presented two types of findings: access to academic knowledge
and conventions enhancing students’ organization and writing skills and learning academic
knowledge and academic writing practices. For academic knowledge and conventions, the
findings revealed that participants used ChatGPT to turn complex academic knowledge into
simple, more comprehensible knowledge. The participants also used ChatGPT to follow
academic conventions and academic literacy practices. The study also revealed that the
participants used ChatGPT in various stages of writing to enhance text organization and writing
skills. The next section will focus on the role of ChatGPT in participants’ institutional literacy
practices.

4.4 Institutional Social Practices Shaping Students’ Al Literacy Practices
The data revealed that various institutional, cultural, and social practices, such as

academic integrity (referencing, understanding citation styles, avoiding plagiarism) and using
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academic English (adjusting academic tone and accurate grammar use), significantly shaped how
these EFL students use ChatGPT. For example, the participants used ChatGPT as a tool to
navigate scholarly practices as FL students transitioning into a new space:

When doing assignments, we need to prepare citations and reference lists. I often make

small errors without noticing when I write, which impacts my score, and it gets deduced.

I use ChatGPT because I do not trust myself with citations.

Similarly, Participant 7 explained how the institutional practices shape his navigating and
use of ChatGPT:

In the last stage of my assignments, I check citations with ChatGPT to see whether they

are correctly used or need change. In the last two stages of assignments, I ask ChatGPT

about feedback and coherence but not about content because of plagiarism.

Another finding about the power of institutional social practices was academic
misconduct and its impact on shaping students' use and navigation of ChatGPT. Participant 3
explained how institutional assessment shaped her decision to use ChatGPT:

I had an experience when I didn't use Al tools; I paraphrased to avoid plagiarism, but my

instructor deducted 10% of my total score. It was really painful for me. The next time, I

tried to do better paraphrasing by using ChatGPT. It provided really good synonyms for

the words; it was comfortable.

The data also revealed how institutional norms shaped the students' practices and
perspectives of themselves as individuals and scholars. The following extracts illustrate how Al's
evolving nature can create conflict between the institutional rules and students’ individual

agency.
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Figure 18.
Image card (Participant 3)

In the Foundation program, we need to paraphrase complex information to avoid plagiarism. [
use ChatGPT for paraphrasing it tells the right synonym to replace the word as well. At the end
Tuse 1t to make a paraphrasing with the right meaning. For sure, we are not allowed to use Al
tools like that, yet I do not think others do the same. It makes me feel guilty although I know it
is not cheating. I picked this picture because the girl is hiding her face, yet she 1s holding
herself in the right place. It is me. T am doing everything according to the guidelines, yet
having the feeling of shame, mainly because educators constantly remind us to avoid usage of
any kind of Al tools.

The data revealed that the use of Al, specifically ChatGPT, contributed to the
participants’ academic practices, particularly regarding ethical considerations. Across the data
sets, participants frequently explained that they engaged in critical reflection on the role of
ChatGPT in their academic work, recognizing that the ethical implications of their usage can
vary depending on how they are employed. Participant 4 advocated that the ways of using
ChatGPT can mean different things for academic integrity:

It really depends on how you use it. When using ChatGPT, students must consider the

ethics of using it and whether they are cheating in their assignments. However, I believe

using it only to get ideas or brainstorm is not a problem.
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In her image card, Participant 4 perceives brainstorming with ChatGPT as an ethical
practice. The same participant also mentioned her perception of using ChatGPT for writing and
its ethical perspective.

Figure 19.

Participant 4’s image card choice and reflection

[ try to write everything first by myself, then I use ChatGPT. But when I use it, I
am always scared of Turnitin’s Al detection. In the picture, there are figures that
are similar; they look like plagiarism. So before I submit my work, I always
paraphrase it again and again in the parts where I used ChatGPT.

Information Creation as a Process
The data revealed that ChatGPT contributed to institutional values about understanding
the context in which information is created and that it is an ongoing process in which their
writing became an information-creation process. Participant 2’s excerpt revealed:
In my writing process, ChatGPT plays roles at various stages: I begin by inputting
assignment details for initial guidance. Drafting suggestions based on ChatGPT's input
helps structure my ideas. ChatGPT aids in enhancing vocabulary for refined language
use. As I come closer to completion, I check for a logical coherence review. For the final
touch, I cross-verify compliance with guidelines using ChatGPT's initial suggestions.
Similarly, Participant 1 indicated how ChatGPT helps with the information-creating

Processes:
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Sometimes, I want ChatGPT to analyze the article, if it is related to my assignment or I
want it to provide me studies regarding my assignment topic. Also, I use it to paraphrase
sentences from articles or share some ideas and thoughts about the topic of the
assignment itself. In addition, I use ChatGPT to write a text briefly about the topic, so I
understand it better and include something in my assignment.

Similarly, Participant 7 said:

I just write my own ideas to ChatGPT. Ask it to write a sample by using my ideas. I can

see text organization and grammar. It generates a good sample of how it can be written so

I can write myself.

Therefore, the findings show that the process of information creation with ChatGPT
involves dynamic interactions between individuals and the broader social context. For example,
the participants engaged with ChatGPT to generate text, seek information, and communicate
ideas, shaping and being shaped by institutional social norms, values, and practices in the
process as exemplified in Participant 6’ significant circles below:

Figure 20.

Significant circle (Participant 6)
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Figure 21.

Significant circle (Participant 8)
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Overall, from the perspective of literacy as a social practice, the data revealed that
participants discovered innovative methods for leveraging ChatGPT to enrich their linguistic and
scholarly identities while safeguarding academic integrity. They achieved this by preserving their
own voice and restricting the use of ChatGPT to ensure that their ideas aligned appropriately
with the academic discourse.

Developing Stance as Ethical Scholars

The data also revealed how ChatGPT could be a facilitator providing clear

communication that develops participants' understanding of their voices. Participant 2 said, “I

haven’t faced major issues using ChatGPT for my academic tasks. I'm mindful of its limitations
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and use it to generate ideas and refine language. However, I prioritize my own knowledge and
critical thinking.” Participant 2 also said: “I don’t follow all suggestions of ChatGPT blindly.”
Participant 6 expressed a very similar stance: “ChatGPT almost does not affect my work. I
always read the responses of ChatGPT carefully and do not use it blindly.” Participant 6 further
explained, “I don't like to depend on ChatGPT for the logical side of the flow because I think I
have my own unique style of thinking, and I really want my work to represent that.” Participant 3
explained how ChatGPT helped preserve her own voice and scholarly identity:

I just write my own ideas to ChatGPT. Ask it to write a sample by using my ideas then I

can see text organization and grammar. It generates a good sample of how it can be

written so I can write myself.

The results suggest that ChatGPT contributes to developing a scholarly identity in
students' attempts to navigate institutional cultural and social practices. For example, all the
participants mentioned using ChatGPT for brainstorming to understand information: Participant
7 mentioned, “I ask ChatGPT what kind of academic topics are interesting and relevant if I don’t
have any ideas. Then I ask it to brainstorm with me to identify sub-themes for this topic to
understand the topic deeply.”

Another important institutional literacy practice that emerged from the data was the
importance of understanding everything required in the guidelines and the rubrics. Because they
helped participants to understand what was expected from them in assignments and to improve
their academic achievements. Participant 2 stated, “I read the rubrics and the prompts as well as
any other instructions for the assignment, and then I put them into ChatGPT. It makes some

suggestions:” Participant 1 explained that he uses ChatGPT to understand the rubrics and
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instructions: “First, I review the rubrics, and then I brainstorm about the topic. If I need help with
these, [ use ChatGPT for instructions and to ask related topic names.”

Participant 7 summarized the issue based on his experience:

When I asked ChatGPT to find academic sources for a relatable topic, I thought it could

actually cite someone's work. Unfortunately, ChatGPT puts random names and dates with

info from some other webpage. After that situation, I didn’t ask ChatGPT for a specific
source.

All the other participants also confirmed experiencing the same problem. For instance,
Participant 6 said: “I didn’t trust ChatGPT a few times, but I do not focus on that as my main
priority when using ChatGPT is just to get some ideas.” Thus, the findings shed light on their
ethical stance and attitudes, encapsulated in Participant 2’s comment:

There were instances when I felt that I must be cautious about trusting the information

generated by ChatGPT, particularly in situations where accuracy and reliability were

critical. In those cases, I cross-checked the information by reading multiple sources or
using reference materials. Additionally, I may seek guidance from experts in the field or
verify the information through established educational resources.

From a literacy as a social practice perspective, these excerpts highlight how
undergraduate students, as they navigate their scholarly identities, develop a critical awareness
regarding the reliability of resources and the verification of information. They demonstrate an
understanding of institutional literacy practices and Al, stressing the importance of verifying the
accuracy of information sourced from ChatGPT. This recognition that Al, including ChatGPT,
may misinterpret or generate inaccurate information underscores a burgeoning literacy in

critically evaluating Al-generated content.
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Crafting Prompts as Al Literacy

Regarding how to make these technologies more effective, three participants reported
tailoring detailed prompts to receive the best results from ChatGPT. This indicates that with the
use of ChatGPT, new literacy practices are starting to emerge. Participant 2 compared using
ChatGPT with and without target-oriented prompts: “Initially, its summaries felt like old,
generalized tools, but I learned to refine or use the tools for my needs by specifying them to get
the correct output, showcasing the importance of clear communication in navigating the tool
effectively.”

In alignment with this finding, Participant 3 explained, “When I struggle to get the main
idea of a certain paragraph, I command the ChatGPT to tell the main ideas, and sometimes I put
the limit of word count, so it truly tells me the main idea.” The data revealed that Participant 3
also crafted prompts for her academic literacy practices, as she said: “It can also help me to
understand certain paragraphs by using simple words. I just copy and paste the text and
command: explain with simple language. ChatGPT does a really good job of explaining it.”. On
this issue, Participant 1 also mentioned that he gives prompts to ChatGPT based on his needs, for
example, prompts with word limits to ensure the length of responses. Also, I ask ChatGPT to
paraphrase or write texts with specific word limits.” These findings indicate that the participants
use prompts to reach the best outcomes from ChatGPT, from literacy as a social practice lens,
highlighting the emergence of new Al literacy practices.

4.5. Summary of Findings

In summary, this chapter presented the findings drawn from the main themes. Firstly, it

revealed that students have both positive and negative perspectives about their ChatGPT

experiences. The positive experiences with ChatGPT resulted from its ability to support
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academic language in various ways, such as providing advanced language samples and
enhancing student skills to help them navigate institutional practices. ChatGPT’s multilingual
capabilities also scaffolded students' acquisition of disciplinary knowledge by enabling
translanguaging opportunities. However, the findings also revealed students’ negative
experiences, such as providing incorrect outputs and producing unreliable information and
nonexistent references. Nonetheless, the data revealed that these drawbacks in using Al
contributed to an increased awareness in evaluating Al-generated information, offering the
potential for developing critical literacy skills.

Another important finding was that the students used ChatGPT as a language-learning
strategy. Their strategies were cognitive, metacognitive, affective, and social language strategies.
ChatGPT, as a cognitive language strategy, helped students improve their grammar and
vocabulary knowledge by providing them with sample sentences where they can analyze
language features and guide their reading and writing practices. ChatGPT also helped students
evaluate their language abilities to plan future learning activities. The students used ChatGPT as
an affective language strategy when they felt overwhelmed by the deadlines and used ChatGPT
as a knowledgeable peer who can engage in collaborative writing activities.

The findings showed that the students also used ChatGPT for academic practices, to
access academic knowledge and conventions, such as understanding academically dense texts,
simplifying paragraphs, explaining complex terms, and even translating difficult sections.
Findings also indicated that students used ChatGPT to improve the organization and coherence
of their writing, enhance clarity, adhere to academic conventions, and create well-structured

outlines.
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Finally, the findings revealed that institutional social practices play a crucial role in
shaping students' use and navigation of ChatGPT in their attempts to adhere to academic
standards, such as clarifying rubrics, citations, and references. Furthermore, the findings showed
that institutional practices developed students' awareness of culturally valued practices, such as
adhering to academic integrity. That is, the students used ChatGPT from an ethical stance by
prioritizing their knowledge, critically analyzing the accuracy of the information generated by
ChatGPT, and as an integral part of the information creation process.

4.6 Conclusion

This chapter presented the findings that emerged from applying four research tools,
namely focus group interviews, image-based reflections, significant circles, and qualitative
questionnaires. Aiming to investigate the students' perspectives on using ChatGPT for language
and literacy practices, the study revealed four key findings, namely, students’ positive and
negative perspectives and experiences with ChatGPT, students’ utilization of ChatGPT for their
language strategy uses, ChatGPT’s role in students’ access to academic knowledge and
conventions, and the influence of institutional social practices on ways students use ChatGPT.
The next chapter will discuss the findings in light of Street’s (1984) literacy as a social practice

theory, relevant literature, and the research questions.
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Chapter 5: Discussion

This thesis explored ChatGPT’s influence on nine foundation-year EFL students’
language and literacy practices at an EMI university. The previous chapter presented the findings
about students’ perspectives on and experiences with using ChatGPT. This chapter discusses the
findings guided by Street’s (1985) literacy as social practice theory. This integrates Perry’s
(2009) framework, “aspects of knowledge that adults need in order to engage in literacy practices
effectively,” and Oxford’s (1990) language learning strategies taxonomy to shed light on how the
participants used ChatGPT in their language and literacy practices. Moreover, Lea and Street’s
(2006) academic literacies framework and the framework for information literacy for higher
education (ACRL, 2016) influenced the theoretical frame and the data analysis procedures. This
study used a phenomenological design that included four data collection instruments: focus
group interviews, image-based reflections, significant circles, and qualitative questionnaires to
answer the main research question, which was accompanied by two sub-questions:

Main Research Question

How do institutional practices shape EFL students' use and navigation of ChatGPT?

Sub-research questions (SQs)

SQ1. What are EFL students’ experiences and perspectives on using ChatGPT?
SQ2. Why do EFL Foundation students use ChatGPT?

The chapter consists of three sections: 1) SQ1 discusses EMI university students’
experiences and perspectives on using ChatGPT; 2) SQ2 their reasons for using ChatGPT; 3) the
main research question discussing how the institutional practices shape EFL students’ use and

navigation of ChatGPT.
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5.1 What Are EFL Students’ Experiences and Perspectives on Using ChatGPT?

Drawing on literacy as a social practice framework, this study found that EFL students
had varied perspectives and experiences with ChatGPT, which offered valuable insights into the
complex interplay between students’ agency, institutional practices, and constraints in navigating
Al-mediated tools. The results indicated that the students' engagement with ChatGPT is not
merely random individual acts; they are shaped by broader social dynamics such as institutional
norms and disciplinary conventions. For example, the results suggest that the university’s social
practices, such as EMI, writing assignments and assessment, and cultural communities of
practice (academic integrity, paraphrasing, and citations and referencing), shaped students'
views, use, and navigation of ChatGPT. Therefore, although ChatGPT departs from established
scholarly norms, the university's academic integrity norms, values, and professors’ practices
shaped the students’ navigation and use of ChatGPT. Thus, their Al literacy practices were
reinforced by power dynamics within universities (Barton & Hamilton, 2000). The literacy as a
social practice perspective revealed that foundation-year students' engagement with ChatGPT
reflects a negotiation between its affordances and limitations while navigating the social
expectations and norms within their educational environment.

The findings firstly indicated that the students’ positive experiences with ChatGPT relate
to its ability to improve their grammar, academic vocabulary, and sentence structure: “I use
ChatGPT to improve my skills in both grammar and vocabulary. I check my texts for grammar
and search for synonyms for vocabulary.” Similarly, “ChatGPT not only provides the general
definition; it gives contextual meanings and even synonyms.” That is, the results indicated that
ChatGPT contributes to autonomous and cognitive literacy, which is the surface-level and

decontextualized grammatical aspects of literacy, while the study skills approach solely focuses
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on academic grammar, spelling, and punctuation (Lea & Street, 2006; Perry et al., 2018). These
results align with Yan’s (2023) study of undergraduate Chinese EFL students’ ChatGPT
experiences, which improved their grammar and academic writing.

In addition, the social practices lens highlights ChatGPT's broader impact beyond its
technical grammar use. More precisely, it offered a cognitive scaffold that helped students go
beyond their current English proficiency levels by helping them analyze grammar structures and
contextual meanings. ChatGPT offered metacognitive strategy mediation to these students,
which enabled them to reflect on their progress, identify areas for improvement through
feedback, and plan further learning activities. Thus, students' perspectives and experiences shed
light on how ChatGPT intertwines with the social and cognitive dimensions of their language
learning, highlighting its role as a language tool and mediator in educational contexts (Kurban &
Sahin, 2024; Liu et al., 2024). These findings concur with other studies reporting on EFL
students’ positive perspectives of using ChatGPT (Chan & Hu, 2023; Chan & Lee, 2023; Qiao &
Zhao, 2023; Karatas et al., 2024; Liu & Ma, 2024; Nugroho et al., 2024; Xiao & Zhi, 2023) for
their language strategy use and EFL instructors’ views of Al's advantages and challenges (Bekou
at al., 2024; Hatmanto & Sari, 2023; Jeon & Lee, 2023; Shaikh et al., 2023).

Second, the study revealed that ChatGPT went beyond functioning as a grammar
enhancement tool because the students' comments revealed their navigation of ChatGPT as
“purposeful and embedded in broader social goals and cultural practices” (Barton & Hamilton,
2000, p. 8). For example, ChatGPT facilitated their sense-making of academic reading and
writing, scaffolded and contextualized English language concepts and metaphors, facilitated
cultural knowledge (references, citations, academic tone, coherence, and cohesion), and

introduced them to communities of practices (academic integrity) valued by their professors and
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the institution (Anson, 2024; Barton & Hamilton, 2000; Church, 2024; Jacobs, 2005, 2013; Lave
& Wenger, 1991; Wenger, 1998). These findings are also consistent with previous research
reporting on ChatGPT’s usefulness for language enhancement, academic reading (Liu & Ma,
2024), and academic writing (Chan & Lee, 2023; Liu & Ma, 2024; Lu et al., 2024; Marzuki et
al., 2023; Nugroho et al., 2024; Yan, 2023).

In addition, the results reveal that ChatGPT functioned as a multilingual tool by offering
an inclusive space to include students’ linguistic repertoires, thereby reducing English language
barriers (Godwin-Jones, 2024; Heugh et al., 2022). Thus, an unexpected finding across the data
sets was ChatGPT’s multilingual capabilities for transferring knowledge across linguistic
repertoires: “I was taught math in the Russian language. I know many mathematical terms and
different theories in Russian, but I don't know them in English. I don't know how to explain
them” and “[the] advantage of ChatGPT is its ability to communicate in many languages [and it]
assists people who are not proficient in English.” Thus, ChatGPT’s affordance as a multilingual
linguistic tool extended beyond simple translations; it functioned as a translanguaging tool for
meaning-making to give access to academic literacy practices (Curiel, 2017; Garcia & Weti,
2018; Godwin-Jones, 2024; Stroud & Kerfoot, 2013; Vogel et al., 2018). Hence, ChatGPT
contributed to academic translanguaging practices, which are the “complex discursive practices
that enable bilingual students also to develop and enact standard academic ways of languaging”
(Garcia & Sylvan, 2011, p. 389), and the use of students’ multilingual repertoires for “learning
academic skills, and students’ ability to transfer academic language practices across languages
and contexts” (Goodman et al., 2021, p. 141). This suggests that ChatGPT significantly supports
disciplinary terminology use and enhances academic comprehension across linguistic repertoires.

Consequently, the students' navigation of ChatGPT shows how it is integrated into broader social



91

practices, accommodating linguistic diversity and reinforcing disciplinary norms, facilitating
academic language and literacy development, and contributing to inclusive learning
environments (Jacobs, 2005, 2006, 2015; Perry, 2009; Stroud & Kerfoot, 2013).

Third, drawing on literacy as a social practice perspective, the participants’ perspectives
and experiences revealed that the integration of ChatGPT into their academic tasks should be
viewed as a manifestation of literacy practices within the social landscape of higher education.
For example, their use of ChatGPT fits into the larger context of academic activities and
interactions within the university setting; these include being a “personal teacher who is
available 24/7,” contributing to students' autonomy and highlighting not only their abilities but
also the broader socio-cultural norms and expectations surrounding academic literacy. These
findings about ChatGPT’s feedback enhancing students’ linguistic abilities, which positively
changed their attitudes toward learning and doing assignments, are similar to those reported in
previous studies (Kohnke et al., 2023; Song & Song, 2023) that it facilitates autonomous or self-
directed language learning supports independent thinking and it integrates instructor feedback
(Hatmanto & Sari, 2023; Liu & Ma, 2024; Song & Song, 2023).

Despite students' significant positive experiences, the findings also revealed negative
perspectives while navigating ChatGPT for their academic tasks. For example, students were
particularly concerned about the reliability of information and ChatGPT’s lack of creativity and
human-like capabilities. This result is consistent with previous research highlighting participants’
negative experiences with ChatGPT's tendency to produce unreliable information and non-
existent sources (Church, 2024; Mishra et al., 2024; Nugroho et al., 2024). However, the literacy
as social practice lens offered an alternative view; rather than viewing this solely as a limitation,

this study showed how these challenges prompted students to critically evaluate the information,
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encouraging them to prioritize their ideas and voices in scholarly endeavors: “I'm mindful of its
limitations and use it to generate ideas and refine language ... I prioritize my own knowledge and
critical thinking,” similarly another participant addressed “I don't like to depend on ChatGPT for
the logical side of the flow ... I have my own unique style of thinking, and I really want my work
to represent that.” Consequently, contrary to concerns about plagiarism or academic dishonesty
(Karatas et al., 2024; Kasneci et al., 2023; Kurban & Sahin, 2024; Mohamed, 2024), the literacy
as a social practice lens revealed how students' navigation of ChatGPT was directly influenced
by the institutional communities of practices, requiring deeper interrogation of how various
institutions and contexts shape students’ ChatGPT practices and the potential for new literacies
to emerge (Anson, 2024; French, 2019; Lave & Wenger, 1991; Lea & Street, 2006; Perry, 2012).

Interestingly, the results highlighted the students' fear of developing a dependency on
ChatGPT for reading, writing, and critical thinking as an impediment to their academic abilities.
However, other research argues that when used wisely and with mindfulness, ChatGPT can
foster independent critical thinking, improve the clarity and elaboration of ideas, and enhance
writing skills, which aligns with this study’s findings (Essel et al., 2024; Kartal, 2024; Nazari et
al., 2021; Niloy et al., 2023). Nonetheless, Anson (2024) warns that while large language models
like ChatGPT offer convenient solutions for academic tasks, they may pose a threat if students
are “skipping the cognitive work of understanding how to read strategically, how to form an
argument, how to synthesize the evidence” because it can result in them “moving through their
studies as academic imposters, relying on LLMs as a substitute for (rather than complement to)
their own cognitive processes” (p. 9). The results of this study support this view because first-
year students still need to be “apprenticed into an understanding of ... genres to succeed in

institutional life” (Dreyfus et al., 2016, p. 7). This suggests that students transitioning from high
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school to university require human intervention or instructors to socialize them into disciplinary
discourse and genres. If not, “they will not be able to read and produce texts that are valued in
their disciplines” (Dreyfus et al., 2016, p. 7; Russell et al., 2009; Tardy, 2012).

5.2 Why do EFL Foundation-Year Students Use ChatGPT?

Drawing on the analytical frame of the study, it became evident that these EMI university
students used ChatGPT to meet academic standards for their language use because students are
expected to have a certain level of proficiency in English (Griffiths, 2023). This study’s findings
showed that the students used ChatGPT for cognitive, metacognitive, affective, and social
language learning purposes, which, from the literacy as a social practice perspective, contributed
to literacy practices as “purposeful and embedded in broader social goals and cultural practices”
(Barton & Hamilton, 2000).

First, the findings revealed that the students use ChatGPT for cognitive reasons, such as
analyzing and practicing language mechanics (Griffiths, 2018) to mediate cognitive language
learning strategies like understanding contextual use of vocabulary: “I asked what the word
meant and its synonyms. ChatGPT gave me an answer, including the definition of the word,
[and] its meaning in the context,” likewise another student explained, “when I fail to paraphrase
a sentence or paragraph properly, I seek guidance from ChatGPT on what sentences and
structures can be used to make it accurate and contextual.” Similarly, a different participant
mentioned how using ChatGPT improved grammar: “After starting to use ChatGPT, [and] after
seeing repeated errors, I kept them in mind, and these mistakes I do not repeat.” The findings
regarding students’ use of ChatGPT for cognitive learning strategies are consistent with recent
research on Al and cognitive language skills (Abdullayeva & Muzaffarovna, 2023; Ho, 2023;

Karatas et al., 2024; Kurban & Sahin, 2024; Liu & Ma, 2024; Lu et al., 2024; Marzuki et al.,
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2023; Nugroho et al., 2024). From a literacy as social practice frame, the results indicate that
they use ChatGPT to develop decontextualized academic language skills associated with the
autonomous literacy model (Lea & Street, 2006), suggesting that using ChatGPT for such coping
strategies should be encouraged because it can reduce foreign language anxiety which is
exacerbated in EMI university contexts (Karatas et al., 2024; Wei, 2023; Yan, 2023 in addition,
it may increase their academic motivation to succeed (Annamalai et al., 2023).

Second, the participants used ChatGPT for metacognitive language learning strategies to
plan the learning process, including self-evaluation and monitoring and seeking opportunities for
practice and sources (Oxford, 1990). For example, the students use ChatGPT for self-
monitoring, reflection, receiving feedback, and avoiding repetition of errors: “ChatGPT makes
my English learning easier; I see my mistakes and try to avoid them next time ... It is easier and
better,” another participant mentioned using ChatGPT for a similar purpose “Before Foundation
year, [ was preparing for IELTS, and I used to wait for my teacher's feedback. I don't know why
I didn't use ChatGPT.” The findings reveal how Al contributed to the students’ metacognitive
language learning strategies and reflective practices. These findings are aligned with Anson’s
view (2024), who argues that university professors should be least concerned about large
language models’ impact on skills-based literacy practices such as grammar, punctuation,
spelling, editing, and proofreading.

Third, the results reveal that the students used ChatGPT for affective and social reasons.
Affective factors such as thoughts, feelings, or emotional reactions about the language can
impact their language learning, either negatively or positively (Gass & Selinker, 2008; Krashen,
1982). For example, the students used ChatGPT to plan the steps of their assignments to mitigate

negative thoughts and feelings, such as anxiety and stress about completing assignments.
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Attributing the positive impact of ChatGPT decreasing their stress, for instance, a student said: “I
spend the whole day and get nothing done, I freeze from the feeling of guilt,” another participant
also mentioned a similar experience: “... procrastination works: you are in a rush but cannot do
anything ... I feel paralysis when I do not do work ... on a deadline”. In addition, the students
used and navigated ChatGPT for social purposes in the language learning strategies research; it
relates to interactions with other people, such as native speakers, teachers, and knowledgeable
peers (Griffiths, 2018; Oxford, 1990), for example, an unexpected finding was that the
participants engaged in language activities with ChatGPT as a knowledgeable peer or a tutor: “I
create a story ... [ write the beginning ... ChatGPT continues, then I continue [this] kind of
writing practice” This suggests that ChatGPT offers the potential for new Al-augmented peer or
collaborative writing literacy practices to emerge (Barton & Hamilton, 2000; Lea & Street, 2006;
Street, 2015).

Interestingly, the study the literacy as a social practice lens offered insights beyond the
students’ cognitive language strategy, revealing that they used ChatGPT as “a set of social
practices" (Barton & Hamilton, 2000, p. 8) This was shown in the findings from the significant
circle, which revealed how their use of ChatGPT contributed to their academic writing as a
planning process: “I use ChatGPT when I do not understand something or when I have lots of
ideas and cannot formulate them correctly,” another participant shared a similar reason for using
ChatGPT “If I don’t have any academic topics, I ask ChatGPT what is ... relevant. Then, I ask it
to brainstorm subthemes ... to understand it deeply ...” Another participant highlighted a different
way of using ChatGPT for literacy practices: “In the last stage of my assignments, I check
citations with ChatGPT to see whether they are correctly used or need change.” These findings

resonate with several studies positively reporting on ChatGPT’s uses for brainstorming and
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constructing ideas, improving arguments, and editing citations and references (Chan & Lee,
2023; Chiu, 2023; Nugroho et al., 2024; Xiao & Zhi, 2023; Yan, 2023). Thus, literacy as social
practice reveals that the students’ use of ChatGPT implicitly contributes to their understanding
and practicing information creation as a process (ACRL, 2016; Burkhardt, 2016). The following
section will discuss the results of the main research question.

5.3 How Do Institutional Practices Shape Students’ Use and Navigation of ChatGPT?

This study explored EFL students’ experiences with and perspectives on using ChatGPT
for their academic language and literacy practices. From a literacy as social practice perspective,
the study found that the institutional practices or academic requirements for successful
graduation influence students’ navigation and use of ChatGPT. More specifically, the results
revealed three dimensions of how the institution shaped the foundation-year students’ navigation
of ChatGPT: 1) study skills, 2) academic socialization, and 3) academic literacies (Lea & Street,
2006; Anson, 2024).

Firstly, literacy as a social practice lens revealed that the students’ use and navigation of
ChatGPT should be seen as ““a set of social practices; these can be inferred from events that are
mediated by written texts” (Barton & Hamilton, 2000, p. 8). For example, academic writing is an
important component in many university assessments. EMI requires such students to express
their ideas in English, often leading to them being labeled as having a language problem, or
professors may consider that “students cannot write well” (Castro & Chala, 2012, p. 26; Lea &
Street, 1998). For this reason, the institution’s use of EMI directly shaped and influenced the
foundation-year students’ navigation of ChatGPT for study skills purposes (Anson, 2024; Lea
and Street, 2006) and for cognitive language learning strategies (Oxford, 1990) to improve their

English grammar and academic vocabulary this is because the study skills contribute to them
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“understanding the culture of university language use” (Anson, 2024, p. 7; Lea & Street, 1998,
2006).

In addition, literacy as a social practice lens revealed an unexpected finding: the
institution’s EMI policy encouraged students to use ChatGPT as a translanguaging tool for
navigation between their linguistic repertoires and EMI for academic knowledge transfer (Curiel,
2017; Godwin-Jones, 2024; Stroud & Kerfoot, 2013). For example, ChatGPT allowed the
students to move between Russian and English to make sense of disciplinary terminology. Thus,
the institutional practices contributed to the students' use of ChatGPT “as situated action” (Castro
& Chata, 2012, p. 41) for academic skills, linguistic inclusion, and social justice (Stroud &
Kerfoot, 2013). In other words, the institutional practices associated with EMI and the academic
and cultural contexts directly shaped students’ use and navigation of ChatGPT, affording them a
space to improve their grammar, develop their academic English, and give them access to
disciplinary concepts, which in an EMI university context probably contributed to reducing their
language anxiety and cognitive load (Karatas et al., 2024; Wei, 2023; Yan, 2023).

Secondly, the institution shaped the students’ navigation of ChatGPT for academic
socialization, such as Al for their reading and the assignment writing processes (Cooper, 2023;
Su et al., 2023), which scaffolded their understanding to navigate “subject areas and disciplines
use [of] different genres and discourses to construct knowledge” (Hyland, 2010; Lea & Street,
2006. p. 228; Jacobs, 2007). Thus, literacy as a social practice lens showed that the institutional
requirements resulted in students’ use and navigation of ChatGPT being “purposeful and
embedded in broader social goals and cultural practices” (Barton & Hamilton, 2000, p. 8). For
example, across the data sets, the findings revealed that the students wanted to become members

of the academic community by “internalizing (or, at least, learning to imitate) the practices of the
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community — acquiring the cultural capital or perhaps academic capital ... valued within the
institution" (Anson, 2024, p. 6). That is, ChatGPT functioned as a literacy broker “providing
informal assistance about some aspect of a given text or literacy practice” (Perry, 2009, p. 256),
causing a shift in how these EFL students acquire new knowledge.

However, “undergraduate students are the most vulnerable” (Bayyurt & Altinmakas,
2024, p. 87) within an academic discourse community because they have limited experience with
academic and disciplinary knowledge and no prior knowledge to make sense of how disciplinary
genres of writing encode knowledge through the English language (Anson, 2024; Bayyurt &
Altinmakas, 2024). Using large language models may interfere with first students’ academic
reading and writing, which is a crucial aspect of the cultural and academic capital that is valued
by the institutions (Anson, 2024).

Accordingly, Anson (2024) argues that despite the vast advantages of ChatGPT, students
entering their first year of studies need academic instructors to socialize them into the new
language codes to adapt “... to new ways of knowing: new ways of understanding, interpreting,
and organizing knowledge” (Lea & Street, 1998, p. 158; Lillis et al., 2015; Perry, 2009).
Consequently, academic writing instructors need to understand how ChatGPT contributes to
“new practices ... acquired through informal sense-making and learning” (Barton & Hamilton,
2000, p. 8) and potentially draw on them to scaffold Al-augmented literacy practices for
“students [to] learn and develop their knowledge about new areas of study” in their disciplines
(Lea & Street, 1998, p. 158).

Thirdly, the institutional norms and values about assessment of scholarly work aligned
with academic integrity shaped the students’ use of ChatGPT to adhere to academic literacies

such as being ethical scholars, as revealed by the participants’ quotes: “We need to prepare
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citations and reference lists. I often make small errors without noticing [which] impacts my
score” similarly, another participant mentioned how ChatGPT assisted with citation and
referencing styles “I use ChatGPT because I do not trust myself with citations.” Another crucial
literacy practice, avoiding plagiarism, is also revealed by participants' excerpts: “I didn't use Al
tools, [but] I paraphrased [without AI] to avoid plagiarism ... my instructor deducted [from] my
total score, I tried to do better paraphrasing by using ChatGPT.” Across the datasets, the
students’ use of ChatGPT revealed their ideal selves as ethical scholars- a critical requirement
and social practice in most academic and institutional contexts. For example, the students’
navigation of ChatGPT reflected their ethical use of information due to the research site’s
stringent and clear academic integrity policies based on Western principles, which may not be
the case in other universities in Kazakhstan. Thus, the results suggest that students’ navigation of
ChatGPT is best “understood as a set of social practices" shaped by institutional power
relationships (Barton & Hamilton, 2000, p.8) because institutional cultural and social practices
shape “what counts as knowledge in any particular academic context” (Lea & Street, 2006, pp.
227-228; Anson, 2024; Kurban & Sahin, 2024). In short, the students’ Al use was significantly
shaped by ethical values and the cultural expectations of the institution. (Barton & Hamilton,
2000; Lea & Street, 2006).
5.4 Conclusion

This chapter discussed the study’s findings regarding EFL foundation-year students’ use
and navigation of ChatGPT and revealed the benefits of literacy as a social practice theory
(Street, 1984). Firstly, the social practices of the institution influenced the utilization of ChatGPT
for language and literacy practices. Using ChatGPT for these situated practices impacted the

students' experiences and perspectives, which indicated various features of ChatGPT, such as
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enhancing language by supporting reading and writing, offering feedback, multilingual abilities,
and multifunctionality. The students used ChatGPT to scaffold themselves regarding academic
language use and the skill-based cognitive aspects of literacy (Barton & Hamilton, 2000; Lea &
Street, 2006; Perry, 2009).

Additionally, the students reported that using ChatGPT’s multilingual capabilities was a
positive experience that bridged the gap between their first language and English. It also helped
them learn disciplinary content and present their knowledge by connecting their linguistic
repertoires. Similarly, ChatGPT’s multifunctionality in scaffolding the students in brainstorming
procedures was reported as a positive experience since it allowed them to formulate their ideas in
institutionally valued ways. Due to ChatGPT’s ability to provide feedback, the students were
able to evaluate and be more autonomous in their language and literacy practices when they used
ChatGPT for language enhancement, disciplinary learning, and brainstorming.

The findings also revealed students’ negative perspectives and experiences with
ChatGPT, such as the fear of developing incorrect outputs and generating inaccurate information
and non-existent references. However, literacy as a social practice lens also revealed that the
negative experiences of the students’ fear of dependence on Al and ChatGPT’s unreliability in
generating information also contributed to their ethical scholarship because it encouraged them
to prioritize their own knowledge and be critical of external sources’ reliability when information
is presented. As the diverse positive and negative experiences revealed, literacy practices are not
limited to language skills; they extend into deeper cognitive and cultural aspects of learning that
is, “there are different literacies associated with different domains of life” which are “purposeful
and embedded in broader social goals and cultural practices” and some of which can be “more

dominant” (Barton & Hamilton, 2000, p. 8; Perry, 2009).
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In particular, the cultural practices of the institution influenced the students’ ways and
purposes of using ChatGPT. As a group transitioning from high school to university, the
foundation-year students need guidance to acquire disciplinary knowledge and institutional
practices for which they used ChatGPT to socialize themselves to the institutions’ practices to
meet academic standards and become a part of the community (Anson, 2024; Bayyurt &
Altinmakas, 2024; Bedeker & Gaye, 2023; Lillis et al., 2015). In my study, the students used
ChatGPT as part of their “informal learning and sense-making” of varying literacy practices
(Barton & Hamilton, 2000, p. 8).

The study also revealed that while the institutional practices played a crucial role in
shaping the students’ utilization of ChatGPT, they also impacted power relations within the
institution and students' identities, thereby supporting the claim that “literacy practices are
patterned by social institutions and power relations" (Barton & Hamilton, 2000, p. 8; Duff, 2010;
Street, 1984; Wingate & Tribble, 2012). For example, several students used ChatGPT to adhere
to citation and referencing rules to “internalize [or] imitate” the valued practices that form the
cultural and academic capitals of institutions (Anson, 2024, p. 6). Several institutional practices,
such as ethical principles and information, were also revealed in this study. The results indicated
that, while using ChatGPT, the students critically analyzed the value and validity of Al-
generated information and prioritized their own knowledge over Al-generated information. As a
result, they developed their identities as ethical scholars. Using ChatGPT for language editing
and adhering to institutional practices helped them own their voices and demonstrate their
knowledge in institutionally valued ways. Using ChatGPT as a language scaffold also led the
students to become more autonomous; thus, the institution is no longer the only source of

knowledge.
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The university’s institutional practices played a crucial role in shaping the student’s
purposes and utilization of ChatGPT. For example, the EMI policy influenced students to focus
on the cognitive and technical aspects of language to meet academic language standards. Thus,
the students used ChatGPT to learn cognitive language. Similarly, the institutional practices that
guide the ways of learning and meaning-making, text organization, and drafting procedures
influenced students to use ChatGPT to scaffold their learning and socialize themselves into these
findings reveal academic practices. These findings reveal the dual role of institutional practices
in determining why and how students use ChatGPT. For example, the students used ChatGPT to
adhere to academic integrity, avoid plagiarism, and properly use citations and references. The
institutional practices also influenced students’ ways of using ChatGPT by critically evaluating
the value and reliability of Al-generated knowledge, prioritizing their knowledge over the
knowledge generated by ChatGPT. In summary, the students used ChatGPT to develop their
academic literacies based on institutional practices.

Lastly, the institution’s Western-style principles shaped the ways in which the students
used ChatGPT to adhere to the institution's ethical practices, which led to the emergence of new
literacy practices. First, the students demonstrated critical evaluation of the value and validity of
information, which has emerged as a new form of literacy, Al information creation, and
evaluation literacy. Second, the students used ChatGPT with an ethical stance by adhering to
ethical principles and academic integrity, such as using ChatGPT to scaffold themselves in
learning rather than cheating. Thus, ethical Al-use literacy emerged from students’ practices.
Third, while the institutional practices influenced students to use ChatGPT to enhance their
language use for academic standards, the students integrated ChatGPT into various stages of

writing procedures, which led to Al-assisted writing literacy. In conclusion, the university’s
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institutional practices influenced the students to use ChatGPT in ways that enable them to
perform in various types of literacy rather than in ways that the autonomous model suggests
(Street, 1984). While this chapter discussed the findings from the literacy as a social practice
(Street, 1984) theoretical lens, the next chapter will present the main conclusions along with the
educational implications of the findings, future research recommendations, strengths and

limitations, and my final reflection.
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Chapter 6: Conclusion

The purpose of this thesis was to investigate how institutional practices shape
foundation-year EFL students’ use of ChatGPT at an EMI university in Kazakhstan. This
study, grounded in the framework of Literacy as a Social Practice (Street, 1984), explored
the usage of ChatGPT by nine foundation-year EFL students at an EMI university in
Kazakhstan. The findings demonstrated that ChatGPT served as a multifaceted tool that
scaffolded students in several aspects of language and literacy practices. This study
employed a phenomenological research design and utilized a combination of data
collection methods and instruments, including qualitative questionnaires, image card
reflections, significant circles, and focus group interviews. Data analysis was conducted
using both deductive and inductive approaches.

The study sought to answer the following research questions:

1. How do institutional practices shape EFL students' use and navigation of

ChatGPT?

Sub-questions

1. What are EFL students’ experiences and perspectives on using ChatGPT?

2. Why do EFL Foundation students use ChatGPT?

This chapter summarizes key findings and provides strengths, limitations,
implications, and future research recommendations of the study.
6.1 Key Findings Conclusions of the Study

The study found significant findings regarding students’ perspectives and
experiences with ChatGPT, the role of ChatGPT in students’ academic practices, and how

institutional practices influenced students' use of ChatGPT.
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Student Experiences with ChatGPT

The study revealed that foundation-year students had positive and negative
experiences using ChatGPT in their language and literacy practices. Firstly, the positive
experiences were associated with using ChatGPT for language enhancement, such as
checking language errors, improving grammar and vocabulary use, and supporting reading
and writing skills. In addition, feedback provided by ChatGPT was also considered a
positive aspect, as it offered opportunities for increased autonomy. Secondly, the study
also highlighted that ChatGPT’s multifunctionality was a positive experience for
foundation-year students because it allowed them to scaffold their learning in various ways
to meet diverse needs. For example, foundation-year students utilized ChatGPT to
brainstorm and enhance disciplinary learning experiences through its capabilities, such as
translating texts and generating summaries. Thirdly, the study revealed that ChatGPT’s
multilingual capabilities contributed positively to their experiences by helping them bridge
the languages in their linguistic repertoires and overcome linguistic barriers through its
translations.

The study also reported two main negative experiences related to using ChatGPT.
One concern was that heavily relying on ChatGPT might impede the development of
academic skills. Additionally, the inaccuracy of information and lack of valid citations
provided by ChatGPT were considered major drawbacks by foundation-year students.
However, examining these issues through the lens of literacy as a social practice revealed
that such drawbacks, coupled with the influence of institutional practices, compelled
students to critically analyze the value and validity of external information and prioritize

their own knowledge.
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Reasons Foundation-Year Students Use ChatGPT

The study revealed that foundation-year students primarily use ChatGPT for skill-
based cognitive aspects of literacy, including grammar, vocabulary, reading, and writing.
As such, they employ ChatGPT to enhance their technical literacy skills, which aids in
understanding grammatical features and the contextual meanings of vocabulary. The
foundation-year students also indicated that receiving feedback on grammar and
vocabulary use helped them avoid repetitive errors. Additionally, the perspectives of the
foundation-year students suggested that they use ChatGPT to scaffold their learning in

reading comprehension and academic writing, thereby becoming more autonomous.

Secondly, this study’s findings illustrated that foundation-year students used
ChatGPT for metacognitive strategy purposes, such as receiving feedback and planning
future learning activities. A crucial finding was that ChatGPT's utility extends beyond
language learning; foundation-year students also employ it for broader and deeper
purposes, including academic socialization into academic knowledge and institutional

practices.

Thirdly, the study revealed that foundation-year students utilized ChatGPT for
affective and social reasons, leveraging its versatile capabilities to cope with academic
stress and anxiety associated with assignment deadlines and time constraints. As a result,
such affective and social language learning strategies contributed to effective time
management, as ChatGPT provided support akin to that of an instructor or a
knowledgeable peer, facilitating collaborative writing activities and the acquisition of

cultural knowledge.
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Institutional Social Practices Shaping Students’ ChatGPT Practices

The study found that institutional practices significantly shaped how foundation-
year students utilized ChatGPT. Firstly, the EMI policy influenced foundation-year
students to use ChatGPT to enhance their vocabulary and grammar and to improve reading
and writing skills to meet academic standards. Consequently, foundation-year students
integrated ChatGPT into various stages of drafting assignments and other learning

activities, such as reading.

Secondly, the university’s emphasis on academic integrity and avoiding plagiarism
guided foundation-year students in using ChatGPT. The foundation-year students
elaborated on using ChatGPT to paraphrase sources and mitigate plagiarism risks.
Additionally, foundation-year students reported further paraphrasing on their own to use

ChatGPT more ethically.

Thirdly, institutional practices influenced foundation-year students’ approaches to
new information. As they elaborated on their use of ChatGPT, it became apparent that
these practices led foundation-year students to develop a critical awareness of what is
valued as knowledge. For example, foundation-year students emphasized their critical
evaluation of the value and validity of Al-generated information; they refrained from using
ChatGPT to generate information and instead prioritized their knowledge. Moreover, the
foundation-year students used ChatGPT to present their knowledge in ways the institution

values.

Fourthly, culturally valued practices, such as citation and referencing, prompted

foundation-year students to use ChatGPT to ensure the correct application of these
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practices. Consequently, foundation-year students utilized ChatGPT for proofreading and

editing to produce texts that align with the institution’s cultural norms.

Overall, the study revealed that institutional practices directly influenced
foundation-year students’ use of ChatGPT to navigate culturally valued practices such as
preparing citations and references, avoiding plagiarism, adhering to academic integrity,
presenting ideas in institutionally valued ways, and approaching new information

critically.

6.2. Limitations of the Study

The study has several limitations, which should be taken into consideration in
further research. Firstly, data was collected from a small sample of nine participants,
which cannot be generalized to all foundation-year EMI university students' perceptions
and experiences. Consequently, the findings might not completely represent the
perceptions and experiences of all foundation-year EFL students in Kazakhstan and other
countries.

Another noteworthy limitation of this study is generalizability because the research
site in which this present study was conducted follows Western principles and standards
for ethical policies and academic integrity. As a result, the present study revealed that
institutional practices shaped the ways and purposes students use Al. However, the cultural
values, ethical policies, and institutional practices are directly bound to contexts; thus, the
findings of this research cannot be generalized to other universities in Kazakhstan because
the influence of their cultural values and institutional practices may be different.

Lastly, this research focused solely on the foundation-year students’ perspectives
and experiences. As the discussion chapter addressed, Al tools risk first-year students’

academic socialization in institutional and disciplinary practices. However, the findings of
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this study cannot be generalized to the whole university context because other student
groups, such as junior/senior year undergraduate students or graduate students, might have
acquired literacy practices.
6.3 Implications of the Study

This study provided valuable insights for various stakeholders. Firstly, this study
has implications for instructors and university professors. Since students develop their
literacy repertoire during their first year of university, ensuring they acquire foundational
skills before integrating Al is crucial. The results revealed that first-year students still need
to be socialized into the genres and literacy practices of their disciplines. For this reason, it
is imperative for instructors to dedicate guided class time to reading and writing practice
without Al assistance, particularly for first-year students. Moreover, this study revealed the
urgent need for instructor training in the ways of facilitating students’ academic
socialization through disciplinary and institutional practices to ensure students’ academic
literacy development. Additionally, the instructors must be trained in integrating Al into
classroom practices to teach students how to approach Al-generated information.
Furthermore, this study will be useful for instructors to understand how students use Al
tools and to guide their integration into pedagogical practices, particularly for
translanguaging purposes in the classroom, especially for non-English speakers or
multilingual students.

The findings of this study also revealed that students use Al tools to scaffold their
language learning and cognitive literacy skills. Educating students in versatile ways to
support themselves with Al can help them save more time for disciplinary content

learning.
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A potential implication of this study is that understanding the ways and purposes
students use Al tools can help university policy makers to identify benefits and ethical uses
of Al, so clear and more comprehensive Al use policies can be introduced.

Lastly, the present research also holds implications for future qualitative research.
This research combined several data collection instruments which helped obtain rich data
and triangulation of the data. Furthermore, the art-based data collection instruments shed
light on the students’ perspectives which provided deeper insights than the interviews and
questionnaires provided. Thus, future qualitative researchers may consider combining

these innovative approaches with their data collection methods.

6.4 Future Research Recommendations

This study offers several directions for further research. Given the rapid
advancement of generative Al tools and their increasing utilization by students, it is both
crucial and urgent to conduct further research on two key points: This study has shown that
such tools can facilitate students' academic socialization into practices like genre and
discourse. For this reason, firstly, exploring how first-year (or foundation-year) students
use generative Al tools like ChatGPT is essential. However, as addressed in the discussion
chapter, there are concerns that generative Al might impede students’ academic
socialization if students use these tools to bypass essential learning requirements.
Therefore, it is imperative to examine how these tools impact first-year students' academic
socialization and literacy practices. Secondly, another critical research area is the
instructors’ role in guiding students’ socialization into these practices and determining how
Al can be effectively integrated into controlled, in-class activities to support student
socialization.

It is also important that the research site of this present study was an EMI

university which strictly follows Western values about academic integrity and ethics. Thus,
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the present study revealed that institutional practices shaped students’ Al use in ways that
does not breach academic integrity. For this reason, a critical area for future research
would be to investigate how institutional practices at different universities in Kazakhstan
shape students' use of generative Al tools.

This study focused on students’ perspectives and experiences. For this reason, an
ethnographic study that examines the perspectives of both students and instructors, along
with employing the document analysis method to review students’ assignments as literacy
events, could offer insights into the dynamic interplay between institutional and academic
literacy practices across various Kazakhstani universities. Such research may reveal the
impact of Al tools on how these tools influence institutional practices and power relations
within universities.

Lastly, Al has the potential to enhance students’ content and language learning,
opening avenues for distinct research areas. Future research could be conducted to explore
how Al can be used in EMI university classrooms; for instance, a study on Al-assisted
translanguaging practices could provide valuable insights, especially in multilingual
environments.

6.5 Conclusion and Final Reflection

Prior to conducting this research, I was not aware of literacy as a social practice
and how it shapes the ways students engage in literacy events. As the researcher, I decided
to research one specific generative Al tool, ChatGPT, after hearing some of my friends
from student clubs got penalized for using Al in academic work. It was the first time |
heard about ChatGPT; later, I wanted to try and see the potential of ChatGPT to
understand the underlying reasons why students use it while the universities ban or restrict
its use. While using ChatGPT, I realized its potential to contribute to users' language

learning. However, since I became aware of the risks of breaching academic integrity, I
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have tried to adhere to academic integrity principles and find a way to use ChatGPT
ethically to assist me in learning academic knowledge.

Researching ChatGPT was challenging due to limited literature, but despite the
challenges, I experienced joy while researching the foundation-year students’ experiences
and perspectives on using ChatGPT for academic language and literacy practice purposes.
Although I initially focused on the language learning aspect, I fell down the rabbit hole
and found my research grew broader and became an amazing learning journey about
theories such as literacy and social practice, which I had never heard before. While I read
to understand the theories and concepts, I realized that there are unidentified links between
language learning and literacy as social practice concepts. This helped me use literacy as a
social practice theory as a ground to construct my analytical framework. Also, this
research taught me the importance of sociocultural perspectives and the impact of context
in social sciences.

Another major contribution of this research to my development was that I had a
chance to learn and use different data collection methods. For example, I realized that a
focus group interview can be very useful in encouraging participants to talk about the
research topic; in some cases, they can start adding up or commenting on each other’s
speech. This research has taught me about the importance of understanding the value and
features of research tools so researchers can use them in various ways for various
purposes. The two art-based tools contributed to my research with rich data and developed
my thinking on how to construct a research study. For instance, I used the significant
circles at the beginning of focus group interviews to provoke participants’ ideas and to
help them reflect on their experiences better. However, it also gave useful insights into
participants’ processes when working on their assignments. Similarly, when I used image-

based reflections, my first aim was to provoke their thinking, to help them elaborate on
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their perspectives, and to overcome language barriers. When I collected the data, I realized
that this supportive tool provided very rich information not only about student perspectives
and experiences but also about how they use Al in their practices.

Since I used four data collection instruments, I experienced some challenges with
organizing and analyzing the data. As a result, this research also taught me how to
combine different coding and data analysis strategies. As I dealt with the large amount of
data and made sense of the emerging themes, I also grew as a researcher. This research
made me more confident about conducting future research and encouraged me to use
various data collection instruments. My research also has some limitations, just like all
research studies; I believe it also has valuable lessons for me and the researchers who will
read my research. Additionally, those limitations may be research opportunities for future
research. In conclusion, this research was a learning experience for me, which helped me

grow as a researcher; it also contributed to my understanding of literacy.
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Appendix A

=

‘s

Thesis Title: Exploring the Role of ChatGPT in Language and Literacy Practices:

Voices of Kazakhstani EFL Students

I hereby declare that I have read and understood NUGSE’s policy concerning appropriate
use of Al and composed this work independently (please check one):

with the use of artificial intelligence tools, or

L] without the use of artificial intelligence tools.
Appendix A — Declaration of the Use of Generative Al

(If you have used Al tools as defined in the GSE policy document, please complete the rest
of this form.)

During the preparation of this thesis/examination, I used ChatGPT, Grammarly, and
Sonix.Al, to paraphrase, correct grammar and proofread texts, transcribe recordings !.

I also declare that I
am aware of the capabilities and limitations of Al tool(s),

have verified that the content generated by Al systems and adopted by me is factually
correct,

am aware that as the author of this thesis I bear full responsibility for the statements and
assertions made in it,

have submitted complete and accurate information about my use of Al tools in this
work, and

! Examples of REASON: brainstorm ideas / find or select sources on a topic / paraphrase / structure and organize the written text / edit
the text for clarity and grammar / ask for tips to improve coherence / cite and reference sources
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acknowledge that there may be disciplinary consequences if I have not followed
NUGSE’s guidelines regarding Al appropriate use.

Name: Beyza Aypay Signature:
Date: 31.05.24
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Appendix B

Data Collection Instruments

Art-Based Research From
Below is a deck of cards for you to use in Prompts 1-4. Please read the prompts and look all the

cards. Choose the cards and move it to the frame and explain the cards’ meaning based on the

prompt. Please do not forget to save the form after each prompt. &




Prompt 1: Choose three cards from the deck that can represent why you use ChatGPT.

Place the three cards.

Card 1 Card 2 Card 3

Please explain why you chose these cards.

Prompt 2: Choose another card from the deck that represents how you use ChatGPT for
your language strategy use,
Place the card here

Language Strategy Use Card

Please explain why you chose this card

Prompt 3: Choose another card from the deck that represents how you use ChatGPT for
your academic reading or writing,
Place the card here

Academic Reading or Writing Card
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Please explain why you chose this card

Prompt 4: Choose another card from the deck that represents a time when you did not trust
ChatGPT and your response/action when this happened.
Place the card here

Mistrust of ChatGPT and your response card

Please explain why you chose this card
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Significant Circle

Write the first step in the outer circle, and then continue writing each following step in an

inner circle until you reach the final stage as the completed assignments.

Assignments
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Focus Group Interview Questions

1.

Why did you start using ChatGPT for academic language and literacy support?

In what kinds of academic tasks have you employed ChatGPT as a support?

How has ChatGPT influenced your approach to writing, reading, or assignments?
Can you describe the advantages and disadvantages of using ChatGPT for language
and literacy support?

Have you noticed any impact of ChatGPT on the quality of your writing, reading,
or overall language skills? Can you give examples of the impact?

Are there any concerns or precautions you think students should know when using

ChatGPT?
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Questionnaire

Instruction: Please read the following questions carefully and select/write your response.
This questionnaire consists of two parts; the first consists of questions about your
background, and the second consists of questions related to your ChatGPT use for
langauge and literacy practices.

a.1. Please write your name. (It will be confidential; it is only required to group data from
the same person)

a.2. Please indicate your gender.
Male
Female

Other (please specify)

b.1 What is your native language? You can choose multiple options.
Kazakh
Russian

Other (please specify)

b.2. The school you graduated from.

c.1 City and region you come from

c.2 Intended discipline or department after the Foundation year program.
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d.1. Please write your IELTS scores in given order: 1) IELTS overall score 2) Reading
score 3) Writing score.

d.2. Can you describe what kind of language learning activities you have practiced during
your first year at university?

d.3. How has your approach to language learning evolved since you started your academic
journey?

e.1. How would you describe your study habits and time management skills?
Excellent
Good
Average
Poor

Terrible

e.2. Please answer these questions briefly: I. Which course do you find the most
challenging, and why? II. Which course do you enjoy the most, and why?

The most challenging course is ... because...

The course I enjoy the most is ... because...

e.3. What academic challenges do you experience in your English course, and what
strategies do you use to cope with them?

Challenge

Coping strategies
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Q1. How confident do you feel in your ability to read and comprehend academic texts (e.g.
textbooks, research articles)?

Very comfortable
Comfortable
Moderately comfortable
Uncomfortable

Very uncomfortable

Q2. How confident do you feel about your academic English writing skills, including text
organization and type (e.g., essay, reflection), grammar, vocabulary, etc.?"

Very comfortable
Comfortable
Moderately comfortable
Uncomfortable

Very uncomfortable

Q3. What specific challenges do you experience in academic writing?

Q4. How often do you seek assistance with your writing or research assignments?

Frequently
Occasionally
Rarely

Never
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Q5. Please describe the kind of assistance or examples of the assistance you seek.

Q6. Do you use ChatGPT for your academic English-related challenges? If yes, how
often? Please indicate if you are using a different Artificial Intelligence (AI) tool. (You can
choose the option about how often you use Al and other Al tools if applicable)

Multiple times a day
5-6 times a week

3-4 times a week
Once or twice a week
Once or twice a month

Very rarely

Q7. How do you use ChatGPT for learning academic English?

Q8. How do you integrate ChatGPT into your writing process, from brainstorming to
finalizing assignments? Please write down the process you follow.

Q9. Have you noticed any changes in the quality or clarity of your written work as a result
of using ChatGPT? Can you give an example?
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Q10. How effective do you find the feedback ChatGPT provides in general?

Extremely effective
Very effective
Moderately effective
Slightly effective

Not effective at all

Q11. How do you incorporate feedback received from ChatGPT in your academic writing?

Q12. When reading academic texts, which features of ChatGPT do you use to assist your
reading comprehension? Could you give examples of how you use these features?

Q13. Do you think your habit of reading academic texts is affected positively or negatively
by using ChatGPT? How?

Q14. Has ChatGPT had any impact on your time management when it comes to
completing your language learning assignments and tasks? How?

Q15. Have you ever felt the information generated by ChatGPT can not be trusted? Can
you describe the situation and what did you do?

Q16. Have you ever had trouble using ChatGPT to improve academic language or
complete academic tasks?

Reminder: Your responses to this questionnaire will be used in a thesis research project.
You can skip questions if you find them sensitive. You can also contact research if you
want any response removed, otherwise, your data may be included in the thesis project.
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For what purposes do you use ChatGPT? You can select as many as you want. *
Learning meanings of new vocabulary
Checking appropriate context to use the vocabulary
Summarizing readings
Proofreading and editing
Feedback for improving the quality of written work
24/7 availibility
Accesibility
Citation and referencing help
Organizing ideas and creating outlines for academic work
Time management and planning
Personalized learning paths
Enhancing grammar knowledge
Practicing academic English (reading, writing, vocabulary and grammar)
Enhancing language proficiency
Paraphrasing

Clarifying the meaning of complex texts

Reminder: Your responses to this questionnaire will be used in a thesis research project.
You can skip questions if you find them sensitive. You can also contact research if you
want any response removed, otherwise, your data may be included in the thesis project.
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Appendix C

Dear Sir/Madam,

I hope this email finds you well. I am reaching out to invite you to participate in
my research. My name is Beyza Aypay. | am a second-year Master of Arts in Multilingual
Education student at Nazarbayev University Graduate School of Education. I am
requesting your participation in my research to explore the impact of ChatGPT on English
language learners’ language strategy uses and literacy practices from university students’

perspectives.

If you agree to participate, you will be asked to respond to a questionnaire that
consists of questions about your personal details and ChatGPT language and literacy
practices. Then, a deck of cards will be presented, and you will be asked to choose and
explain 3 to 5 cards that represent your language learning strategy use and literacy
practices. Finally, there will be a focus group interview where a group of participants are
interviewed together. For the focus group interview, you will be asked to reflect on the role
of ChatGPT in your language learning strategy use and literacy practices based on your
experience, the interview will be audio-recorded to use for data analysis if you give
permission. You will have pseudonyms to use during focus group interviews to protect
your anonymity. However, your anonymity cannot be guaranteed since there is a focus
group. All the data you provide will be protected. Also, there will not be any sensitive
questions that ask whether you use ChatGPT in assignments, exams, or any type of

graded-non-graded academic work.

Please do not hesitate to contact me if you have any questions or concerns If you agree to

participate, more information about the study will be provided.
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If you would like to participate in this study, please do not reply to this e-mail for your

confidentiality. Instead, please write an email individually.

I look forward to your participation!

Beyza Aypay, Master student NUGSE beyza.aypay@nu.edu.kz
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3epTTeyre KaTbICyIIbLIAPAbI (KHHAYFA APHAJFAH JIEKTPOH/BIK MOIITA
Kyp™meTTi MbIp3a / XaHbIM,

Byt xar ci3aiH AeHcayabIFBIHBI3IBI XKaKcapTaasl aen ymirreHemin. Cizni MeHin
3epTTeyiMe KaThICyFa IaKbIpy YIIiH ci3re xabapnacambiH. MeHiH ateiM beiiza Aiinaii.
Men HazapOaeB YHuBepcutetiniH JXKorapsl 6i1iM Oepy MekTeOinae kentiiai 6isim Oepy
O0libIHIIIa MaruCTpaTypaHbIH €KIHII KypChIH/Ia OKUMBIH. MEHIH 3epTTeyiMe
KaTBICYBIHBI3/IbI CYpaiiMbIH, OHbIH MakcaThl ChatGPT-TiH aFbUIIIBIH TLTIH
yipeHyinepaiy TIIK CTpaTerusiapabl KOJIIaHybIHA dKOHE YHUBEPCUTET CTYACHTTEPiHIH
Ke3Kapachl OOMbIHIIA CayaTThIIBIK TOKIpHOECiHE acepiH 3epTTey OOJMbIN TaObUIAIbI.

Erep ci3 KaTbicyFa KenicceHi3, Ci3/IeH JKeKe IEPEKTePiHi3 Typalbl, COHIaN-aK
ChatGPT-Te Tinai MeHrepy *oHe cayaTTBUIBIK TOXipuOeci Typasibl CypakTapAaH TYpPaTbIH
cayaJiHamara >kayar 6epy cypanaabl. ComaH KeiliH KkapTaiap nanxyoachl YCHIHBUIA B! )KOHE
Ci37IeH TUIII YHpPEHY CTpaTerusiChl MEH CayaTTBUIBIK TOXKIpUOECiH naiinanany bl OunaipeTin
3-5 KapTaHbl TaHay XKoHE TYCiHAIpY cypanazabl. COHbIHAA, (OKYC-TONTHIK Cyx0aT
Oomajpl, OH/IA KaThICYLIbIIAp TOObI Oipre cyxOarracaabl. @OKyC-TONTAFbI cyX0aT yIIiH
ciznmeH chatgpt-Tig ci3iH TUT YpeHY CTpaTerusHbI3IbI )KOHE CayaTThUIBIK TOXIpHOSHI3 1
naiiiananynarsl pejii Typajibl OMIaHy Cypanajbl, erep i3 pykcat OepceHis, JepeKTepai
Tanjay YLIiH naianany yIIH cyxoart ayauora xxas3puiajsl. Cize aHOHUMAUTIKTI KOpFray
YIIiH (OKyC-TONTapAaFbl cyX0aT Ke3iH/e KOJAaHbIIAThIH OYPKEHIIIKHAM O0JIabl.
Amnaiina, hoxyc-Tomn O0JFaHIBIKTaH, Ci13/11H aHOHUMIUTIriHi3re keniaaik 6epinmeiini. Ci3
Oepren OapibIK nepektep Koprananbl. Connaii-ak, ci3 ChatGPT-ti Tanceipmanapisl,
eMTHUXaHJap bl HeMece Ke3-KeNreH 0acka akaJeMHsIIBIK dKYMbICTap/ bl Oaranay Ke3iHje
Hemece Oaraniaychl3 KOJIaHachl3 0a JereH HA31K cypakrap O0IManbl.

CypakTapbIHBI3 HEMECe KYMOHIApPBIHBI3 O0Jica, MaraH XabapliacklHbBI3. €rep Ci3

KaTBICyFa KEJIICCEHi3, MaFaH 3epTTey TypaJibl TOJBIFBIPAK aKmapat oepiiesi.
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Erep ci3 ochl 3epTTeyre KaThICKbIHBI3 KeJICe, KYMUSIIBUIBIKTEI CAKTay YIIIiH OCHI
ANEKTPOH/IBIK TOIITaFa xayar 0epMeHi3. OHbIH OpHBIHA ICKTPOHIBIK MOIITAHBI XKEKE
’Ka3bIHbI3.

MeH ci3/iH KaThICyBIHBI3/bl aChIFa KYTEMiH!

beiiza Aiinait, NUGSE maructpantsl beyza.aypay@nu.edu.kz
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JIEKTPOHHAasI 0YTAa JAJ1s HA00Pa YYACTHHMKOB HCC/ICA0BAHUSA
Joporoii cap/manam,

Sl HazerCh, UTO ITO MUCHMO 3aCTaHET Bac B 100poM 3apaBun. S oOpamaroch k
BaM, YTOOBI IPUTTIACUTH Bac MPHHATH y4acTHe B MOEM HccieoBaHuu. Mens 30ByT beiiza
Aiinaii. S ygaych Ha BTOPOM Kypce MarucTpaTypbl 10 MHOTOSI3bIMHOMY 00pa30BaHUIO B
Bricieit mkone oopa3zoBanus Hazap6aes yHuBepcurera. S nporry Bac NpHHATH y4acTue B
MOEM HCCIIEI0BaHHH, 1IETIbI0 KOTOpOro siBisiercs uzyuenue Biaussaus ChatGPT na
HCIIOJIb30BAHUE A3BIKOBBIX CTPATETUH U3Y4YaIOIMMU AHTTIUHACKUM SI3bIK U IPAKTUKY
IPAMOTHOCTH C TOYKH 3PEHUS CTYJCHTOB YHUBEPCUTETOB.

Ecnu BBI cornacurecs NpUHATH yuacTHe, BaM OyJeT MPeI0KEeHO OTBETUTh Ha
AHKETY, COCTOSIIYIO U3 BOIIPOCOB O BAILIUX JIMYHBIX JAHHBIX, & TAKKE O IIPAKTUKE
BJa/ieHus A36IKOM U rpamoTHOCTH B ChatGPT. 3atem Oynet npencTtaBieHa Koioaa KapT, 1
BaM OyJIeT MPEATIOKEHO BBIOPATh U MOACHUTH 3-5 KapT, KOTOPBIE MPEACTABIISIOT
HCIIOJIb30BAaHUE BAIlIEH CTPATETUM U3YyUEHHUs sI3bIKa U IIPAKTUKHU IrpaMOTHOCTH. HakoHer,
OyzeT npoBesieHO (OKYC-TPYIIIOBOE HHTEPBbIO, B X0/1€ KOTOPOT'O IPyIIa yYaCTHUKOB
Oyzer omporieHa BMecte. /1 HHTEpBBIO B POKYC-TpyIIIe BAaC MOMNPOCIT NOPa3MBICIUTE O
ponu ChatGPT B ucnonbp30BaHUM Ballleil CTPATETUU U3YUYCHUS A3bIKA M MTPAKTUKAX
IpPaMOTHOCTH, OCHOBBIBAsICh Ha BallleM OIIbITE, HHTEPBHIO OYyIET 3alrMcaHo Ha ayiuo,
4TOOBI UCIIOJIB30BATH JJIs aHAJIM3a JTAaHHBIX, €CITU BB IaJUTE pa3peiieHue. Y Bac OyayT
TICEBIOHUMBI, KOTOPBIE BBl Oy/I€Te UCIOIB30BaTh BO BPEMs HHTEPBBIO B (DOKyC-TpyIax,
YTOOBI 3aIIUTUTH CBOIO aHOHUMHOCTh. OJIHAKO, IIOCKOJIBKY CYIIECTBYET (POKyC-rpymIia,
Ballla aHOHUMHOCTh HE MOXeET OBITh rapaHTHpOBaHa. Bce mpenocraBieHHbIe BaMH JaHHbIE
OyayT 3amuineHsl. Takke He OyAeT HUKaKUX JCTUKATHBIX BOIIPOCOB, B KOTOPBIX
crpamuBaeTcs, ucrnonb3yete Ju Bbl ChatGPT npu BBINOTHEHUH 3a1aHUH, Y9K3aMEHOB WIIN

TOOBIX APYTUX aKaJAEMUYECKUX pabOT ¢ OLIEHKOM nin 6e3 OLEHKH.
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[Toxanyiicta, He cTecHsANTeCh 00palIaTbCsi KO MHE, €CJIHM Y BaC BO3HUKHYT KaKue-
1100 BOIPOCH! MM COMHEHUs. Eciu BbI cornmacutech NpUHATH y4acTue, MHE OyieT
mpenocTaBiieHa 6osee moapoOHas nHpopMalus 00 UCCIICTOBAHHH.

Ecnu BBl X0TENHM OBl IPUHATH Y4aCTHE B TOM HCCIIEIOBAHUH, TOXKATYHCTa, HE
OTBEYANTE HA ATO JEKTPOHHOE MUCHMO B IIETISAX COXPAHEHHU KOH(PHUICHIIMATLHOCTH.
Bwmecro 3Toro, noxainyiicra, HaUIINUTE 3JEKTPOHHOE MUCbMO UHINBUYJIBHO.

S ¢ HeTeprieHHEeM Ky Balllero yyactus!

beiiza Aiinmaii, maructpantka NUGSE beyza.aypay@nu.edu.kz
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Appendix D

You are invited to participate in a research study entitled: Exploring the Role of

ChatGPT in Language and Literacy Practices: Voices of Kazakhstani EFL Students

DESCRIPTION: You are invited to participate in a research study on the role of
ChatGPT in your academic work undertaken by Beyza Aypay, a second-year graduate
student in the Multilingual Education Program at Nazarbayev University. Depending on
your preference and convenience, you will be asked to participate in a questionnaire, an
art-based research tool that consists of a deck of image cards and some prompts, a
significant circle, and a focus group interview, which will be informal and will be
conducted in English, Russian or Kazakh languages depending on your preference.

PURPOSE: The research explores the impact of ChatGPT on English language learners’

language strategy uses and literacy practices from university students’ perspectives.

PROCEDURES:

In the questionnaire, you will answer questions about your personal details and how you
use ChatGPT in language learning practices. For the art-based tool, some cards with
images will be presented to you. You will be requested to choose a few cards representing
your language strategy use, literacy practices, and experiences of using ChatGPT. Then,
you will be asked to reflect on why you chose those cards. Finally, in the focus group
interview, 3-4 participants will be interviewed together as a group. You will be asked to
describe and reflect on the role of ChatGPT in your language learning strategy use and
literacy practices based on your experience. With your permission, the responses will be
tape-recorded, as they will be used in further analysis. In case you do not wish to be
recorded, I can take notes while you answer the questions.

Your name and the name of your faculty will be anonymous during all steps of the study,
including documents, electronic files, and the dissertation itself. All the data, recordings,
and consent forms will be saved on a personal USB flash drive of the researcher and kept
in a secured box that will be password protected. Your participation in this study is
voluntary. Although questions are not intended to be sensitive, if at any point you do not
wish to answer a question, you may decline to respond. If you wish to withdraw from the
project, you may do so at any time, and all the information (tapes, notes) will be deleted.

TIME INVOLVEMENT: Your participation will take approximately 100 minutes.

RISKS AND BENEFITS: The risks associated with this study are minimal. To protect
you from the possible risks, we intend to take every necessary step to ensure your
confidentiality. Your and your institution's identities will be hidden; thus, your names will
be replaced with pseudonyms in the documents, and data will be stored in a secure place.
No information from the data collection will be shared with the director or instructors of
your department. The interview time and location will be negotiated with you personally
and will not interfere with your academic schedules. Any identifying information and all
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password-protected files will be removed from the computer after completing the study so
that your identity is not revealed. At the end of the research project, all voice files will be
deleted. Your decision to participate in this study will not affect your work or professional
status. Any report of this research that is made available to the public will not include your
name or any other individual information by which you could be identified.

There are no direct benefits that may reasonably be expected from this study. However,
exploring how Al technologies such as ChatGPT impact EFL students’ language learning
strategy use and literacy practices may help you to reflect and express any changing
practices and needs while using ChatGPT and generative Al technologies. As a result,
participation in the study offers a space to include your voice in the current scholarly
debates on the use of ChatGPT in universities.

PARTICIPANT’S RIGHTS:

If you have read this form and have decided to participate in this project, please understand
your participation is voluntary, and you have the right to withdraw your consent or
discontinue participation at any time without penalty or loss of benefits to which you
are otherwise entitled. The alternative is not to participate. You have the right to refuse
to answer particular questions. The results of this research study may be presented at
scientific or professional meetings or published in scientific journals.

CONTACT INFORMATION:
Researcher: Beyza Aypay, 2nd year master’s student in M.A. in Multilingual Education.
Graduate School of Education, Nazarbayev University, Astana, Kazakhstan.

Email: beyza.aypay@nu.edu.kz

Questions: 1If you have any questions, concerns, or complaints about this research, its
procedures, risks, and benefits, contact the Master’s Thesis Supervisor for this student work,
Assistant Professor Michelle Bedeker, at michelle.bedeker@nu.edu.kz.

Independent Contact: 1f you are not satisfied with how this study is being conducted, or if
you have any concerns, complaints, or general questions about the research or your rights as
a  participant, please contact the NUGSE Research = Committee  at
gse_researchcommittee@nu.edu.kz.

Please sign this consent form if you agree to participate in this study.
» I have carefully read the information provided;

» I have been given full information regarding the purpose and procedures of the
study;

* I understand how the data collected will be used and that any confidential
information will be seen only by the researchers and will not be revealed to
anyone else;
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* Tunderstand that [ am free to withdraw from the study at any time without giving
a reason;

» With full knowledge of all foregoing, I agree, of my own free will, to participate
in this study.

Signature: Date:

An extra copy of the signed and dated consent form will be given for you to keep.
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AKIHAPATTAHABIPBIUIFAH KEJIICIM HBICAHBI

Ciznepai "Tin :xoHe cayaTThLIbIK NpakTuKacbiHAarbl ChatGPT peuin 3eprrey:
KazakcTaHabIK EFL cTryneHTTepiHin faybicTapbl' TaKbIpHIOBIHAAFHI 3€PTTEYTE

KaTBICYFa IIAKbIPaMbI3

CUITATTAMA: Ha3ap6aeB yHuBepcuTeTiHiH "KonTini Oiaim Gepy" Oarnapiamach
MarucTpaTypachIHbIH €KiHII Kypc cTyaeHTi belza Aiinaii )Kypri3eTiH akaaIeMHsIIBIK
xyMmbIchiHbI3AaFbl ChatGPT penine apHanFaH 3epTTeyre Karbicyra makbipambi3. Ci3ziH
KaJlaybIHbI3 OCH BIHFAMIBUIBIFBIHBI3FA OalinaHbicTel Ci37IeH CypeTTepi MeH KeHecTepi 0ap
KapTajap naiy0acblHaH, MaHbI3/bI IIEHOEPIeH KoHE (POKYC-TONTHIK CyX0OaTTaH TypaThiH
cayaJlHamara, apT-3epTTeyre KaTbICy Cypasiaibl, OJl Ci3/iH KaJaybIHbI3Fa Kapail arbUIIIbIH,

OpBIC HEMeCe Ka3ak TUIAepiHe OeipecMu xaraaiiaa eTe.

MAKCATDBI: ChatGPT-TiH yHUBEpCUTET CTYACHTTEPiHIH KO3Kapachl OOHBIHIIA
aFBUTIIBIH TUTIH YHPEHYIIIEPiH TULIK CTpaTeTrusuIapabl KOJIIaHYbl MEH CayaTThUIBIK,

TOXKIpHOECiHE dCepiH 3epTTey.

POCIMJIEP:

Cayannamaga ci3 ©31HI3/iH *KeKe IepeKTepini3 Typaisl xoHe ChatGPT-ti Tin yiipeny
ToXIpuOeciHAe Kalail KOJJaHATBIHIBIFBIHBI3 TYpaIbl CYpaKTapra skayam Oepeci3. Ouep
KypaJbIMEeH XKYMBIC iCTey YIIIiH ci3re OipHele cypeT KapTajapsl yebiHbUIaAb!. Ci3aeH
TUIIIK CTpaTEeTUsIIap/bl, CayaTThUIBIKTHI YHpeHy Taxipuoecin sxone ChatGPT maiinanany
TOXipuOeciH yChIHATHIH OipHelIe KapTanap/sl Tanaay cypanaabl. ComaH KeiiH ci3/ieH OChl
KapTajapbl He YIIiH TaHAaFaHbIHBI3 Typalibl oinany cypanansl. CoHpIHA, POKYC-TOMIEH
cyx0at OapbicbiHa 3-4 KaTeICyIIbl TOI peTiHae Oipre cyxbarracansl. Ciznen ChatGPT-
TiH Ci3/11H TOKipHOEHI3re HEeT13/1eNreH Til YHpeHy ’KoHe cayaTThUIBIK CTpaTerusjapblH

KOJITaHYAaFbl POJIIH CUIIaTTay JKoHE TYCiHy cypaiansl. Ci3iH pyKCcaThbIHBI30CH KayanTap
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TUKTO(OHFA YKa3blIa/Ibl, ©UTKEHI oJlap opi Kapai Tanaayaa Kongansuiaasl. Erep ci3

’Ka3bUIFBIHBI3 KEJIMECe, MEH CypaKTapra xkayan OepreH kesje ska30anap jka3a aJaMblH.

Ci3niH aTbIHBI3 O€H OKBITYIIBIHBI3IBIH aThI-KOH1 3epTTeyIiH OapiblK Ke3eHAepiHIe,
COHBIH 1MIIHJE KYKaTTap/a, dSJISKTPOHABIK (paitmaapaa skoHe TUCCEePTALUSIHBIH O31H]1e
KachIpbIH O0abl. bapiblk gepexTep, skazdanap KoHe KeliciM HbICaHIaphl 3epTTEYIIiHIH
xeke USB muckicinze cakranaibl x&oHe KYIHs co30€H KOpFajFaH KopanTa caKTaia/bl.
Ci3ntiH OCBI 3epTTeyTre KaThICYBIHbI3 epikTi O0ubin Tadbuiaabl. CypakTap HO3IKTIKTI
oinmipmece e, erep ci3z 0ip coTTe cypakka kayar OepriHi3 Keiamece, ci3 xayar oepyneH
6ac Tapta anacei3. Erep ci3 »o00a/iaH MIBIKKBIHBI3 KEJICE, OHBI K€3 KEJITeH yaKbITTa XKacal

aJlachl3 XoHe OapIbIK akmapat (»kaz0anap, xa30banap) *KOUbLIIaIbI.

KATBICY YAKBITbI: Ci3zain KateicyblHbI3 mIaMaMeH 100 MUHYTTHI aajbl.

TOYEKEJIAEP MEH APTBIKIIBIJIBIKTAP: Byn 3eprreyre OaiiaHbICThI
toyekenep a3. Ci3fi bIKTUMaN KayinTepAeH KOpFay YIIiH 013 Ci3/iH )KeKe oMipiHi3ai
KaMTaMachl3 eTy YIIiH OapIIbIK KaKeTTi mapanapasl Kadsuiayra HueTTimi3. Ci3ziH xKeke
0achIHBI3 O€H MEKEMEHI3/IIH )KeKe 0achl )KacChIPbLIAIbl, COHABIKTAH Ky)KaTTap/aa Ci3lIiH
aTayJapbiHbI3 OYPKEHIIIK aTTApPMEH aybICTHIPBIIA/IbI XKOHE ACPEKTEep Kayirci3 xepae
cakranael. Jlepekrepai )kuHay Ke3iHae anbiaFad akmapat Ci3niH (hakyIbTeTiHI3aiIH
IMPEKTOPBIHA HEMece OKBITYIIbIIapbiHa Oepinmeiini. Cyx6at yakbITel MeH opHBI Ci30eH
KEKe KelTiciIe Il )koHe Ci3IiH OKY KecTeHisre kenepri Oonmaiinel. Kes kenren
ColiKecTeH 1Py aKIapaThl ’KOHE KyNus co30eH KopFaiaraH OapiblK (aingap 3eprrey
asiKTaJFaHHAH KeHiH KOMIBIOTEP ICH KONUBLIAAbI, OChUIANIIIA Ci3/IiH XKeKe OACHIHBI3
alIbUIMAaN B, 3epTTeyY K00aChl asKTaaFaHHAH KeiiH OapibIK qaybICTHIK (aiimmap
KOUbLIanbl. byi 3epTTeyre Katbicy Typansl memiMiHi3 Ci3/iiH )KYMBICBIHBI3Fa HEMEce

KaciOn MapTebeHi3re acep erneii. JKypTIIbUIBIKKA KOJDKETIMAL O0JIaThIH OCHI 3epTTEY
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TypaJIbl Ke3 KeJITeH €CeITe Ci3/iH aThIHbI3 HEMece Ci3/li aHbIKTayFa OOJIaThIH Ke3 KeJIreH

0acka >keke akmapaT 00JIMalIbl.

byn 3eprreynen Tikeneit naiiga kyryre 6onmaiinel. Jlereamen, ChatGPT cHSIKTBI KacaH bl
uHTEIUIeKT TexHoJorusapbl EFL cTyneHTTepinin Tl yiipeHy cTpaTerusiapbl MEH
cayaTTbUIBIK TOXIpUOECiH MaijananybiHa Kanai ocep ereTiHiH 3epTrey ChatGPT xone
TCHEPATUBTI JKacaH/Ibl MHTEIJUIEKT TEXHOJOTHIIApbIH Maiiianany Ke3iHae Toxipuoe MeH
KOKETTUTIKTEPJIET] Ke3 KeIreH e3repicTep/i TYCIHyTe )KoHe OUIIIpyre KOMEKTEeCe/Ii.
Ocpunaidia, 3epTTeyre KaTblCy Ci3/IiH JAaybICBIHBI3IbI YHUBEPCUTETTEpAE chatgpt Kongany

TypaJibl Ka3ipri FeIIBIMU MiKipTallacTapFa KOCyFa MYMKIHJIIK Oepei.
KATBICYHWIBUUIAPABIH K¥KBIKTAPBI:

Erep ci3 ocbl popMaHbI OKBII, OCHI )K00aFa KaThICyFa MIeNIiM KaObuigaran 00JICaHbI3, OHJIA
Ci3/IiH KaThICYBIHBI3 €PIKTI €KCHIH TYCIHIHI3 jkoHE ci3 63 KeJiciMiHi3ai KaliTapbin anyFa
HeMece Ke3-KeJIreH YaKbITTa alibINnyJichI3 HeMece 0acKa :kaFaaiiia ajayra
KYKBIFBIHBI3 0ap :KeHUIAIKTepAi :KOFAJITHAN KATHICYAbl TOKTATYFA KYKBIFBIHBI3 0ap.
Banama-karbicynan 6ac Tapry. Ci3 6enrini 6ip cypakrapra xayan OepyneH 0ac TapTyra
KYKBIFBIHBI3 Oap. ByJt 3epTTeyiH HOTHKeNepi FRIIBIMU HEMece KociOu Ke3aecynepe

YCBIHBUTYBI HEMECE FHUIBIMHU Ky pHAIIap/a sKapusjaHybl MYMKIH.
BAWJIAHBIC JEPEKTEPI:

3eptreyui: beitza Aiinaii, "kenrinai 6iim Oepy"MaMaHIbIFbl OOMBIHIIIA

MarucTpaTypaHbIH 2-Kypc CTYJCHTI.
Korape! 6inim 6epy mekTedi, HazapbaeB YHuBepcureri, Acrana, Kasakcran.

DNEeKTPOHABIK MOoIITa: beyza.aypay@nu.edu.kz
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Cypaxmap: Erep ci3ze ocbl 3epTTey, OHBIH NPOLEAYpaIaphl, TOyEKeNaepi MEH
apTHIKIIBLIIBIKTAPbI TYpaJlbl CYpaKTapbIHbI3, allaH1ayIIbUIBIKTAPbIHBI3 HEMece
IIaFBIMAAPBIHBI3 00JICA, OCHI CTYJEHTTIK dKYMBIC OOMBIHIIIA MAarUCTPIIIK TUCCePTALIUS

xerekurici, qoueHT Mumens benekepre xabapnaceiipiz michelle.bedeker@nu.edu.kz.

Tayenciz éaiinansic: Erep ci3 ocbl 3epTTEYAiH Kalail )Kypri3ijeTiHiHe KaHaFaTTaHOACaHbI3
HEMece 3epTTeyre HeMece KaThICYIIbl PeTiHeT1 KYKbIKTapbIHbI3Fa KaThICThI KaHaai 1a Oip
aJlaHIayIIBLIBIK, IIAFBIMAAP HEMECE KaJbl CYpaKTapbIHbI3 00Jica, nugse 3epTTey

KOMHTETIHe XabapiachiHbI3 gse_researchcommittee(@nu.edu.kz.

Erep ci3 ochl 3epTTEyTre KaThiCyFa KelicceHi3, ochl KemiciM ¢opMackiHa KO KOWBIHBIZ.

e MeH OepuireH aknaparneH MyKUsT TaHBICTBIM;

e MeH 3epTTeyliH MaKcaTTapbl MEH MpOLEAypajaphl Typaibl TOJBIK aKIapaT ajibIM;

e MeH XHHAJIFaH JePEeKTEPIiH Kalail maijaraHbUIaTIHBIH XKOHE Ke3 KeJreH KYIus
aKImapar TeK 3epTTeylIIepre KOPIHEeTiHIH )KoHe 0acKa eNIKIMIe allbUTMARTBIHBIH
TYCIHEMiH;

e MeH Ke3 KelreH yakbITTa ce0e0iH TYCIHAIPMECTEH 3epTTeyre KaThicyiaH 0ac TapTa
aJIATBIHBIMIBI TYCIHEMIH;

e Xorapeina alThUTFaHAAPABIH O9pIH TOJNBIK Oiie OTHIPHIN, MEH 63 €pKIMMEH OCHI
3epTTeyre KaThICyFa KeIiCeMiH.

Komnsr: Kyni:

Cizre cakray yIiH Ko/ KOMBLUIFAH K9He KYHI KOpceTiireH KeJiciM 0/1aHKiCiHIiH
KOCBIMIIIA KelIipMeci Oeplieni.
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OPOPMA NTHOOPMHUPOBAHHOI'O COTJVIACHUA

IIpuriamaeM Bac PUHATH y4aCTHE B UCCIIEN0BaHUM HA TeMy: «3yyeHue poJin
ChatGPT B npakTuke si3pika U rpaMOTHOCTH: ['0/10ca Ka3aXCTAHCKUX CTYJACHTOB

EFL

OIIMCAHME: [IpurnamaemM Bac IpUHATh y4aCTHE B UCCIEA0BAHNH, IOCBAILIEHHOM POJIU
ChatGPT B Bameii akagemuueckoii padore, koropoe npoBoaut beiza Aiinaii, cryneHTka
BTOPOTO Kypca MarucTparypsl nporpammsl «IlonusseraHoe o6pazoBanue» Hazapbaes
YHuBepcurera. B 3aBHCHMOCTH OT BallluX NpeANOYTeHUH 1 y100CcTBa BaM OyeT
IIPEJIOKEHO MIPUHATh Y4acTHE B AaHKETUPOBAHUH, apT-UCCIEA0BAHNN, COCTOSIILEM U3
KOJIOZIBI KapT ¢ U300paKEHUSIMU U MO/ICKa3KaMH, 3HAYUMOM Kpyre U (POKYyC-TPYIIIIOBOM
HWHTEPBbBIO, KOTOpOE OyAET MPOXOIUTh B HEPOPMAIbHON 00CTAHOBKE HA aHTIUICKOM,

PYCCKOM HJIM Ka3aXCKOM A3bIKaX B 3aBUCUMOCTHU OT BalllUX HpGI[HO‘-ITGHI/If/’I.

HEJIb: B uccnenoBanuu usydaercs Bnusaue ChatGPT Ha rcnionb30BaHHE S3bIKOBBIX
CTpAaTeruii U MPaKkTUKy 'PAMOTHOCTH U3Yy4alOLUMU aHIVIMMUCKUH S3BIK C TOYKU 3PEHHUS

CTYACHTOB YHUBCPCUTCTA.

IMPOLEAYPBI:

B aHKeTe BBl OTBETUTE HAa BOIIPOCHI O CBOUX JIMYHBIX JAHHBIX U O TOM, KaK BbI
ucnonb3yere ChatGPT B mpakTuke nzydeHus si3pika. J{ist paboThl ¢ XyA0KEeCTBEHHBIM
MHCTPYMEHTOM BaM OYyJeT MPEeI0KEHO HECKOIBKO KapTodek ¢ n300pakeHusIMU. Bam
OyZeT NMpeasIoxKEeHO BBIOPaTh HECKOJIBKO KapTOUeK, MPEACTABISIONINX Ballle
UCTIOJIb30BAHUE SI3BIKOBBIX CTPATErUi, MPAKTUKY 00yUEHHs IPaMOTe U OMBIT
ucnonb3oBanus ChatGPT. 3areM Bac monpocsaT NOpa3sMbIILIATh O TOM, TOYEMY BB
BBIOpaI UMEHHO 3TH KapTouku. HakoHer, B Xoe MHTEPBBIO ¢ PoKyc-rpymmnoit 3-4

y4YacCTHHKA OyZyT ONpOILEHbI BMECTE KaK rpymmna. Bac momnpocsTt onucath ¥ OCMBICIUTh
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poiab ChatGPT B ncnosnbp30BaHUU CTpaTEeruil U3yUeHHs A3bIKa M MIPAKTHKH IPaMOTHOCTH Ha
ocHoBe Bariero omnbiTa. C Balero paspemeHust OTBEThI Oy IyT 3alIMCaHbl HA TUKTO(OH, TaK
KaK OHM OYZIyT MCIIOJIb30BaThCs B AajbHEWIIeM aHanu3e. Eciu BbI He X0TUTE, YTOOBI Bac

3alMUCBbIBAJIN, 1 MOTY ACJIaTh 3aMCTKH, ITOKA BbI OTBEYACTC HAa BOIIPOCHI.

Barre ums u ums Bamero npernogasarens OyIyT aHOHUMHBIMU Ha BCEX dTarax
MCCIIeIOBAaHMsI, BKIIOYAst JOKYMEHTBI, 2JIEKTpOHHBIE (aiiibl U camy auccepranuio. Bee
JaHHBIE, 3a1ICH U POPMBI coriacus OyayT coxpaHeHsl Ha TuuHoM USB-Hakonutene
uccieoBaTens 1 Oy IyT XpaHUTHCS B 3alIUIIIEHHOM TapojieM sAuuke. Bamie yuactue B
JAHHOM HCCJICZIOBAaHUH ABISETCS JOOPOBOIBHBIM. XOTSI BOIPOCHI HE MPEAINOIATraloT
JEIMKAaTHOCTH, €CJIA B KAKOM-TO MOMEHT BbI HE 3aXOTUTE OTBEUYATh HA BOIIPOC, BBl MOXKETE
OTKa3aTbCs OT OTBETa. ECIIM BBl 3aXOTUTE BBIMTHU U3 IIPOEKTA, BbI MOXKETE CIEIATh ITO B

mo60e BpeMs, U Bcsl HH(opMarus (3arucH, 3aMeTKn) OyIeT ynaieHa.

BPEMS YUYACTMUSA: Bame yuyactue 3aiiMer okoso 100 MUHYT.

PUCKH U ITPEUMYHIECTBA: Pucku, cBsi3aHHbBIE C 3THUM HCCIIEIOBAHUEM,
MUHHUMAJIbHBI. UTOOBI 3aLIUTUTH BaC OT BO3MOXKHBIX PHCKOB, Mbl HAMEPEHBI IPHHATH BCE
HE00XO0IMMBIE MepHI Il o0ecTiedeHrs Baliell KoH(puIeHInanbHOCTU. Baa Tn4HoCTh 1
JMYHOCTH BAIllETO YUPEKACHHUS OYIYT CKPBITHI, TO3TOMY B JOKYMEHTAX Ballll UMEHA
OyayT 3aMEHEHBI TICEBIOHUMAaMH, a JJaHHbIE OyIyT XpaHUTHCA B HAJIC)KHOM MECTE.
Huxkakas nadopmarus, noiryuyeHHas B Xoe cOopa JaHHBIX, He OyIeT nepenaHa JUPEeKTopy
WIN TIpenoaBaTessiM Baiero (akynbrera. Bpems u Mecto nmpoBefeHUs HHTEPBBIO OyIyT
COTJIACOBaHBI C BaMU JIMYHO U He OyAyT MelaTh BalieMy yueOHoOMy pacnucanuio. Jlrooas
uAeHTUGHUIMpYIoas nHpOopMaIHs U Bee (pailiibl, 3alUIIEHHBIE TapoieM, OyayT y1aleHbl
C KOMITBIOTEpA TOCIIE 3aBEPLICHUS UCCIICAOBAHMS, YTOObI Ballla IMYHOCTh HE ObLIa

packpsiTa. [1o OKOHUYaHUH UCCIIE0BATENIBCKOTO MPOEKTa BCE TOJI0COBHIE (paiiiibl OymyT
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ylaneHsl. Bare pereHre yq4acTBoBaTh B ’TOM MCCIIEIOBAHNU HE OBIUSET HA BAIly
paboty uim npodeccuoHaNbHbIN cTatyc. JIF000i 0TUeT O JAHHOM UCCIICIOBAHHH,
KOTOPBIH OyJIeT JOCTyIEeH O0IECTBEHHOCTH, He OYyAET CoJepKaTh BaIIlero MMEHU MU
0001 Ipyroit MHAMBHLy aTbHON HH(OPMAITUH, IO KOTOPOI Bac MOKHO OBLIO OBI

UACHTU(PHUIIUPOBATE.

Ot 3TO0rO0 HCCnea0BaHUs HENb3s OKUAATh MPSAMOM BbIroAbl. OHAKO N3yYEHHE TOr0, KaK
TEXHOJIOTUH UCKYCCTBEHHOT'0 MHTeIUIeKTa, Takue Kak ChatGPT, Bnustor Ha
ucrnonb3oBanue cryaeHramu EFL cTpareruii uzy4eHus s3blka U IPaKTUKHA IPAMOTHOCTH,
MO’KET IOMOYb BaM OCMBICIUTh U BBIPA3UTh JIOOBIE N3MEHEHHUS B IIPAKTUKE U
notpebHocTsX npu ucnonb3oBannu ChatGPT u reHepaTUBHBIX TEXHOJIOTHI
MCKYCCTBEHHOT'O MHTEJIEKTa. TakuM 00pa3oM, yyacTue B HCCICIOBAHUU J1aeT
BO3MOKHOCTh BKJIIOUUTH CBO I'0JI0C B TEKYIIHE Hay4HbIE 1e0aThl 00 HCIOIb30BaHUN

ChatGPT B ynuBepcuterax.

ITPABA YYACTHHUKOB:

Ecnu BBl ipounTany 3Ty GopMy U peIIniiy MPUHATH Y4acTUE B TAHHOM NPOEKTE,
NoKaylyicra, moiMuTe, YTo Ballle y4acTue SIBJISIETCS TOOPOBOJIBHBIM, U Bbl HMeeTe MPaBo
0TO3BaTh CBOE COIJIACHE HJIM NPEKPATUTh y4yacTHe B JII000e BpeMs 0e3 mrpadga niu
NOTEPH JIbI0T, Ha KOTOpPbIe BbI HMeeTe NPaB0 B IPOTHBHOM ciy4Yae. AJTbTepHATHBOM
SIBJISIETCH 0TKa3 OT y4yacTHs. Bbl uMeeTe npaBo 0TKa3aThCs OTBEYATh Ha OIPEIEIICHHbBIE
BOIMPOCHI. Pe3ylbTaThl 3TOr0 NCCIIEAOBAHUS MOTYT OBITh NPE/ICTaBICHBI HA HAYYHBIX UIIH

npodeCCHOHATBHBIX BCTPEYaX MM OMyOIMKOBAaHbI B HAYYHBIX JKypHaJax.

KOHTAKTHBIE JAHHBIE:

Hccnenosarens: beliza Aiinaid, CTyJeHTKa 2-T0 Kypca MarucTparypsl 110 CIIEUAIBHOCTH

«[Tonusi3praHOE 0OpA3OBAHUEY.
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Bricmas mkona oopazoBanust, Hazap6aes Yuusepcuter, Acrana, Kasaxcras.

DnexTpoHHas nmoyTa: beyza.aypay@nu.edu.kz

Bonpocwi: Ecnu y Bac ecTh BOIIPOCHI, ONIACEHUS HITH JKAJI00bI 110 MOBOIY JaHHOTO
HCCIIEA0BaHUs, €T0 IPOLELYP, PUCKOB U IIPEUMYILECTB, CBSIKUTECH C PYKOBOJUTEIIEM
MarucTepcKOM JuccepTaluy 1o 3ToH CTyAeHYecKoi paboTe, foreHToM Mumens benekep,

no aapecy michelle.bedeker@nu.edu.kz.

Hesagucumotit konmaxkm: Eciy Bbl HE yZOBIETBOPEHBI TEM, KaK IIPOBOJUTCS JaHHOE
HCCIIeIOBaHKE, WIH Y BaC €CTh KaKUe-TMOO OMaceHus, )Kaao0bl U 00IIKe BOIPOCHI
OTHOCHUTEILHO MCCIICIOBAHUS WM BallINX MPaB KaK yUYaCTHUKA, TIOKAITYHCTA, CBSKUTECH C

uccnenoBatensckuM komuteroM NUGSE no anpecy gse researchcommittee@nu.edu.kz.

[Toxanyiicta, moAnuImuTe 3Ty (POPMY COTIIACHUS, €CIIH BbI COTIACHBI IPUHATH YYaCTHE B

JaHHOM HMCCJIICOOBAaHHNU.

e S BHUMATENHHO 03HAKOMUJICS C MPEIOCTABICHHON HHOpMAIIHEii;

e S momy4us monHyo MHGOPMAIHMIO O EJSAX U MPOLEAYPaX UCCIECJOBAHUS;

¢ Sl noHumaro, kak OyJIyT UCTIOJIB30BATHCS COOPAHHBIE JAHHBIEC U UTO JI00ast
KOH(pHIEHIIaTbHast nHpopManus OyAeT BUAHA TOJIBKO UCCIIEA0BATENSAM U HE
OyZeT pacKpbITa HUKOMY JIpYTOMY;

e ] noHMMaro, YTO MOTY OTKa3aThCs OT YUaCTHs B HUCCIIEOBAaHUM B JTI000€ Bpems 0e3
OOBSICHEHUSI IPUYUH;

e [lomHOCTBIO OCO3HABas BCE BBIIIECKA3aHHOE, 5 10 COOCTBEHHOM BOJIE COTIAIIAIOCH
NPUHATH YYaCTHE B JAHHOM HCCIIEJOBAHUH.

IToanuce: Jara:

Bam 6y}:[eT BblIaHA JOMOJHUTEJIbHAA KONMUA NOANMUCAHHOIO U TaTHPOBAHHOI0
0J1aHKa corJiacus AJIsA XpaHCHUs.


mailto:beyza.aypay@nu.edu.kz
mailto:michelle.bedeker@nu.edu.kz
mailto:gse_researchcommittee@nu.edu.kz
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Appendix E

Coding Sample

Excerpts Inductive codes  Deductive Themes
codes
In my writing process, ChatGPT plays  -Value:
roles at various stages: I begin by -Attitude: -Lateracy
o -Language
inputting assignment details for initial ~ Verifying rubric practice: sHag
enhancement
guidance. Drafting suggestions based and ChatGPT Coherence,
on ChatGPT's input helps structure my  suggestions Language
ideas. ChatGPT aids in enhancing -Belief: enhancement
vocabulary for refined language use. -Process:
As I come closer to completion, I check Drafting -Language
for a logical coherence review. For the learning:
final touch, I cross-verify compliance
with guidelines using ChatGPT's initial
suggestions (Participant 2).
-Literacy
I just write my own ideas to ChatGPT.  -Value: ) ..
practice: -Cognitive
Ask it to write a sample by using m -Attitude:
pledy & my Study skills  language
ideas. I can see text organization and Using own ideas
strategy use
grammar. It generates a good sample of  Writing his
-Language
how it can be written so I can write version after )
learning:
myself (Participant 7). analyzing .
Cognitive
ChatGPT'’s
language
sample
Strategy use
-Belief:
-Process:
Drafting,
Generating

sample
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Appendix F
Interview Protocol
Focus group interview protocol for “Exploring the Role of ChatGPT in Language and

Literacy Practices: Voices of Kazakhstani EFL Students”

Interviewer: Beyza Aypay, Master of Arts in Multilingual Education second-year student at

Nazarbayev University Graduate School of Education

Interviewees: Participant (...), Participant (...), Participant (...), Participant (...),

The purpose of this qualitative research is to explore student perspectives and experiences

with using ChatGPT in language and literacy practices.

Focus Group Interview Questions

7. Why did you start using ChatGPT for academic language and literacy support?

8. In what kinds of academic tasks have you employed ChatGPT as a support?

9. How has ChatGPT influenced your approach to writing, reading, or assignments?

10. Can you describe the advantages and disadvantages of using ChatGPT for language
and literacy support?

11. Have you noticed any impact of ChatGPT on the quality of your writing, reading,
or overall language skills? Can you give examples of the impact?

12. Are there any concerns or precautions you think students should know when using

ChatGPT?



