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ABSTRACT

Second Language Acquisition in the Era of Technology and Artificial Intelligence: Exploring

New Frontiers

by
Mimoun Akhiat: Master of Second Language Teaching
Utah State University, 2024

Major Professor: Dr. Joshua J. Thoms
Department: World Languages & Cultures

This portfolio is the capstone project of the Master of Second Language Teaching
program. It offers perspectives and insights into major themes of importance to the writer. It
begins with a general introduction pertaining to the writer’s education and teaching
background, his goals for joining the program and an overall reflection of this experience.
Following this is the writer’s teaching philosophy comprised of a description of professional
environment and a teaching philosophy statement centered on the principles of
multimodality, authenticity, and collaboration. The second section of this portfolio is entitled
hands-on teaching experience where the writer presents and reflects on a project he carried
out with his students on the issue of intercultural competence via virtual exchange. The third
section is dedicated to the writer’s position paper about artificial intelligence in second
language acquisition, focusing specifically on Chat-GPT in the context of Arabic as a foreign

language. The portfolio concludes with a statement of future goals and plans.

(86 pages)
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INTRODUCTION TO THE PORTFOLIO

Growing up in the Rif mountains of Morocco, I learned how to navigate across at least
three languages before hitting the age of ten. Whether the navigation was smooth, that would
have depended on the way I was taught these languages and the input/output opportunities that
were available. In fact, I did not have as many resources as I did later on when I started learning
English as my fourth language or Spanish as my fifth. With these latter languages, the ubiquity of
technology, for example, made the process of learning easier. Even when I felt anxious or shy to
practice them in person, I had the chance to do so more comfortably while behind the screen with
many virtual native speakers and learners. Technological and social tools not only provided
words to read, but also photos to see, audio to hear, and video to do all three (read, hear, and see).
It merits mentioning that I am not suggesting technology should take over classrooms and
teachers. In fact, I enjoy face-to-face interactions more. Therefore, technology should only enrich
and expand real-life/classroom interaction opportunities.

My story with languages does not cease with learning them, but it extends to teaching
them and sharing them with others. After graduating with a degree in English Studies in
Morocco, I embarked on teaching English as a foreign language (EFL) in high school for several
years. In 2020, I was fortunate to get a Fulbright foreign language teaching assistantship to teach
Arabic language and culture in the US. As the Covid-19 pandemic was at its peak, my first
semester had to be conducted online, a grim reality I was faced with for the first time. However,
this reality again proved to me how flexible and resilient I can be after my Fall semester online
from Morocco was a success. In the Spring of 2021, I could finally meet my students in person
and it was one of the best moments in my life. Thus, my Fulbright experience ended up offering

me the best of both worlds: an online teaching experience and an in-person one.



Upon returning to Morocco with my American experience, I felt that there was much
more I needed to learn and explore. I did not want to be a mediocre teacher anymore. No sooner
had I started searching for some relevant programs than I found the Master of Second Language
Teaching (MSLT) program. With the opportunity to not only explore the most current issues
related to second language teaching and research, but also put all the acquired knowledge and
skills immediately into practice in my Arabic class that I have been teaching for the last two
years, this program offered me everything I could ask for. Without any exaggeration, I could say
that the program succeeded in helping me meet all my goals in terms of honing my learning,
teaching, and research skills.

I have to admit that the MSLT program altered who I am as a person and as a teacher. I
felt that after every class that [ have taken, my confidence increased. I also became more
responsible and resilient. The perfect class size characteristic of this program meant that I
obtained all the feedback and help I needed and whenever I needed it. My classroom interactions
with the professors and classmates have always been beyond enriching and eye-opening. I would
have never had such a multitude of perspectives in my country or perhaps in any other one for
that matter. With the unique background of each one of my professors and classmates, my
intercultural competence has improved drastically. Additionally, the extracurricular events that I
took part in (e.g., language fairs), the teaching observations that I had to conduct, and the
research opportunities I was granted will all leave their imprints on my personal and professional
identities.

My Arabic class made me love and enjoy teaching more than I ever did before. I felt
prouder and prouder every moment I could see my students learn a new vocabulary item,

grammar point, or use their general Arabic skills—be it in or outside of the classroom and whether



in writing, or via producing it orally. Likewise, I cherished every cultural discussion/exchange
we had. Indeed, their motivation and interest in learning the language further inspired me to learn
a new word or expression in other languages such as German, Japanese, or Chinese every time I
met one of my colleagues who taught these languages. This, again, taught me that when teachers
try to learn a new language themselves, they can understand and relate to their students better.
Briefly, the MSLT program has proven to be the best choice in my life. I wish I joined it
earlier, but as the saying goes “better late than never.” Over the course of this program, I have
been privileged to forge countless friendships and connections. To say the least, the MSLT
program has been a life-changing and transformative experience, be it at the personal, academic,

or professional level.



TEACHING PHILOSOPHY

This section consists of two parts. I first provide an overview of my prospective
professional environment that describes where I will most likely teach after my graduation. The
second part provides an overview of my key principles of second language teaching based on
what I have learned over the course of my studies in the MSLT program and experienced as a
graduate instructor of Arabic in the Department of World Languages and Cultures at Utah State
University.
1. Professional Environment

As mentioned in the introduction to this portfolio, I have been fortunate to have a myriad
of experiences with various languages both as a teacher and as a learner. Therefore, I believe it
would be wise to expand my potential professional environments as a language teacher instead of
confining myself to a single one. In fact, doing so will allow me to grow even further. To start
with, I want to continue teaching Arabic as foreign language in an American university setting.
My experiences of teaching Arabic in such an environment for a year in Texas as a Fulbright
foreign language teaching assistant and at USU as a graduate assistant for two years have made
me realize that a higher education context is where I feel the most confident. In addition,
teaching in this environment is unique in the sense that even when the curriculum focuses on
Standard Arabic (SA) only, most students are still curious to learn how to communicate in
colloquial/spoken Arabic. In these cases, the excitement of teaching is double as I feel like I am
teaching them two languages at the same time. Another reason I enjoy teaching Arabic learners at
the university level is that most of them are motivated and responsible. They are not taking the
class merely because they need it to graduate. A lot of the students who belong to majors like

International Studies, Political Science, History, and Religious Studies are aware that Arabic is a



strategic and instrumental language. I have even met professors who are specialized in
philosophy, history, and religion and they told me that they regretted not having studied Arabic.

Additionally, I believe that teaching Arabic at American universities will allow me to
grow not only as a teacher but also as a researcher. This is because unlike commonly taught
languages (e.g., Spanish and Chinese), there is scant research on Arabic. When it comes to
textbooks, the only widely used one has now become outdated, to say the least. Most of the texts,
media material, and examples used may not purely reflect Arab cultures as they are now, nor do
they stimulate students’ interest. In fact, I have had to find alternative texts on many occasions to
present something relevant to my students’ needs. For example, my colleagues and I were told
many times by our students that the content of the multimedia material is always gloomy.
Students were wondering if it is something cultural and shared across all the Arab word. In fact,
we usually see the same people in these videos, at least for the first- and second-year textbooks
which I used before.

Therefore, I feel it is the responsibility of students like myself graduating from programs
like the MSLT program to bridge the gap in terms of research and teaching materials that would
help all those who are interested in teaching and/or learning Arabic. I think it is important that
these videos be updated and they should include different people from different backgrounds. In
terms of settings, the videos would be more engaging if they revolved around real people in real
situations, instead of the same characters who are usually indoors. Listening to and/or watching
the same people does not even give students some exposure as to know about Arabic names for
example. Likewise, there should be more joyful times so that students do not think that people in

the Arab world are always sad and complaining.



Another sub-area in which I trust my background and expertise would be an added value
is Moroccan Arabic. Based on the search I did regarding Arabic programs in the United States
(US), it seems that there are many programs with a capstone project in Morocco. I believe this
will give me an advantage as a Moroccan, because I would be able to share a lot about the
Moroccan culture and dialect. In fact, I was reflecting on this point, and I felt nostalgic since my
very first step into the world of teaching was when I applied for an internship at the Arab
American Language Institute in Morocco (AALIM) in 2012. Even back then, it was my dream to
teach American university students coming to Morocco for their study abroad programs. Less
than ten years later, the dream started to materialize and I even came to the US to teach American
students learning Arabic.

Another context [ may also want to teach in is that of EFL If [ happen to move
somewhere else where English is not the dominant language, I think I can still apply what I
learned in the MSLT program to teach English. In Morocco, for instance, there are a lot of
business professionals who are studying English so they can have more opportunities abroad.
There is some anecdotal evidence on social media showing that taxi drivers in Morocco are
starting to learn English in preparation for the 2030 World Cup which will be organized jointly
by Morocco along with Spain and Portugal. Prior to starting my MSLT program, I had the chance
to teach English in high school in Morocco for a few years. However, now with the skills I have
accumulated, my aim is to teach English at the university level as an alternative to teaching
Arabic in the US.

2. Teaching Philosophy Statement
I want to start this statement with Van Doren’s famous quote, because it reflects the gist

of my teaching philosophy as “the art of teaching is the art of assisting discovery to take place”



(1943, p.173). While this is true for education in general, in the field of language teaching, it is
even more important to take into account the fact that we cannot teach our students all the bits
and pieces of a given language and culture. Instead, what we should strive for is to help our
learners become autonomous and equip them with the necessary tools to continue discovering
the workings and nuances of the target language/culture (L2/C2). For me, this can be achieved
through the following principles: multimodality, authenticity and collaboration. I label these
principles together MAC.

The first principle that needs to be present to optimize the learning/teaching process is
multimodality. In simple terms, the latter refers to the use of multiple modes and channels in the
processing and creation of meaning. In Kessler’s terms, these modes “can consist of those that
are linguistic, visual, aural, gestural, or spatial in nature” (2022, p. 551). The principle of
multimodality is grounded in Paivio’s (1986) Dual Coding Theory and Mayer’s (2001) Cognitive
Theory of Multimedia Learning. These theories postulate that learners make connections
between verbal and non-verbal information and they learn better when words are aided with
visuals than they do from words alone. While gestures and body language are semiotic resources
teachers and students can use to communicate better and clearer, current technological tools
allow for more effective visual aids such as video, pictures, graphs, captions/subtitles along with
audio. In fact, multimodality can be very useful even when it comes to giving feedback as well.

For example, giving my students feedback on the learning management tool Canvas
allows me to record it when I wish to focus on pronunciation. I can also include links to things I
want to draw their attention to without having to explain it again myself. In addition to
optimizing learning, using multimodal input and, for that matter, output as well, can make tasks

and classroom environments more authentic since multimodal information is characteristic of



everyday life. People watch TV, use social media, and see billboards every day and everywhere.
Thus, the main rationale for multimodal input is its pervasiveness and accessibility. Furthermore,
the Douglas Fir Group (2016) assert that language learning is semiotic learning and that there are
various semiotic resources that people can draw upon for meaning making. This implies that we
need to teach our students, both implicitly and explicitly, how to use all of these resources and
modes (written, spoken, visual, auditory, graphic, etc.). From a student-centered perspective,
multimodal input has the potential of catering to different learners’ preferences and needs. For
example, there may be a learner who can understand a text only if it is accompanied with visuals.
Another argument for multimodality is that it can boost learner autonomy. When input is
enhanced through different modes, learners will need less assistance from “experts” or teachers,
because multimodality is scaffolding in a sense. The benefits of multimodal input and output are
not limited to a certain level of proficiency. All learners, regardless of their age or skill level, can
find it more authentic and useful when multimodality is integrated in L2 classrooms. For
instance, Pellicer—Sanchez et al. (2020) found that using images and other modes can support
young learners’ comprehension. In fact, I have been told many times that even native speakers
resort to some sort of multimodality to make input more comprehensible as in activating captions
when watching movies. Sometimes, learners are able to understand the language, but the pace
and manner in which a given person is speaking may make it hard for learners to process.
Finally, when it comes to output itself, learners and even professionals rely on different modes to
convey their messages. Today, it is hard to imagine a presentation or speech that relies solely on
words. Instead, various digital tools and software (i.e., Google Slides, Prezi, and PowerPoint

Presentations) have become second nature.



In addition to multimodality, I deem authenticity to be helpful for language acquisition to
take place effectively. I am specifically concerned here with authenticity of teaching materials
and tasks. As Jones (2022) indicates, unfortunately textbooks do not always reflect real language
use. He goes on to define authentic teaching material as that which is “produced for a real
purpose, by a real speaker/writer with a real receiver, and not made specifically for language
learning purposes” (p. 67). It should be noted that this definition does not refer to texts only, but
it can be extended to any other materials/artifacts such as commercials, movie clips, songs,
paintings, recipes, magazines, and menus to mention but a few. I feel fortunate because I had the
opportunity in my teaching methods class to try out some of these materials. For example, I used
an authentic story and song to teach grammar following the PACE model (Adair-Hauck &
Donato, 2016), which I had learned about in my SLA methods class. According to this model, the
teacher presents the target structure through a story (presentation stage), then invites students to
attend to meaning and form (attention stage) which is usually facilitated by the use of visuals. In
the third stage, the teacher and the students work together to explain the grammar structure and
its use (co-construction). Finally, the students use the target structure to complete a task that is
related to the theme of the lesson in a communicative manner (extension stage).

When I followed this approach, I could instantly see the various benefits of these authentic
materials as opposed to dry/explicit teaching of grammar rules and discrete vocabulary items.
One reason why authentic materials are beneficial is that they represent real-world language use
and real content that stimulate learners’ interests. Authentic materials such as the aforementioned
often revolve around updated topics and they are culturally rich.

It is also worth noting here that language learning/teaching cannot be effective without

knowledge of the target culture which authentic materials often provide. In addition, authentic



10

materials have the potential to cater to all student levels. With beginners, we do not necessarily
need to use a lengthy story. It can be just a menu or a commercial. Unlike educational materials,
authentic texts are produced to be consumed by everyone and, therefore, help students acquire
grammar and vocabulary in meaningful ways along with gaining cultural understanding
(Albiladi, 2019; Mestari, 2017). I have learned also in my MSLT coursework that there are some
issues to consider when selecting authentic materials to use in the classroom. For instance, as a
teacher, I should know if the material is appropriate for the students’ level, age, culture, etc. |
should also know the kinds of topics and themes that my students are interested in. The latter
point implies an important fact and responsibility of the teacher which is to know their students
and build a good rapport with them. Without being attentive listeners and showing our genuine
care, students may not feel secure to share their interests with us. Most importantly, [ need to
determine what language aspect (e.g., grammar or vocabulary) or skill I want to teach through
the use of a certain material and how I want students to use the language to practice that
language aspect. By the same token, as teachers we need to render our tasks as authentic as
possible. When tasks are authentic, learners can transform what they are learning into the
workplace and wider community. Thus, students should feel they are using the language to get
something done (e.g., to contribute to a real project, to voice their opinions on current issues, and
connect with other people); not just to repeat some language chunks they have learned. Thanks to
technology, teachers can easily access authentic materials from all around the world. For
example, by using applications such as Radio Garden

(https://radio.garden/listen/ktokradio/55E7G1g0), they are able to teach L2 listening and/or

speaking based on the latest news and current trends from around the world. Teachers can now

even take their students on all kinds of virtual field trips in a matter of seconds; whether the aim
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is to learn about geography, arts or anything else

(https://artsandculture.google.com/project/expeditions). Similarly, learners can capitalize on their

digital skills to create interactive and authentic output. Storymap platforms (e.g.,

http://orangeline.knightlab.com/templates/pages/storymap.html) can be a great alternative to

traditional pen and paper to tell almost all kinds of stories. Storymaps are digital tools used to
create interactive and engaging stories. Their power lies in the fact that they combine text and
geographical information with multimedia such as photos, audio, and video.

The final principle that makes up my teaching philosophy, which is collaboration,
instantiates our human condition as homo socius (social humans). As such, this principle is also
related to the theoretical second language acquisition concepts of interaction and negotiation of
meaning. In fact, now even those introverted learners who tend to shun human interactions can
still have their conversational partners such as ChatGPT. Collaboration is also one of the six
values of ACTFL as adopted in early 2023 (Annual Report, 2022). Collaborative learning
involves people working in pairs or groups to jointly solve a problem or complete a task. By
definition, this process will increase interaction and negotiation. When learners work
collaboratively in L2 classrooms, they function as socializing agents to each other. Thus, their
presence in such settings becomes more authentic and justifiable.

Collaboration can make language learning centered on the learner rather than the teacher.
Seen from a Vygotskian sociocultural (SCT) theoretical perspective, students will be able to
expand their Zone of Proximal Development (ZPD) when they have opportunities to interact and
collaborate with both equal and more knowledgeable peers. They will be able to achieve greater
together when compared to what they can ever do individually. In Vygotskian terms, ZPD is “the

distance between the actual development level as determined by independent problem solving
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and the level of potential development as determined through problem solving under guidance or
collaboration with more capable peers” (Vygotsky, 1978, p. 86). This reminds me of the
Moroccan version of the proverb “It takes two to tango.”; similarly, in Morocco, we say “One
hand does not clap.” The implication here is that I need to use as much pair and group work as
possible in my classroom.

From my experience, I have noticed that students produce more language when they
work with partners. Thus, instances of form and meaning negotiation are higher. Learners may
not be prompted to pay as much attention to certain language features that they produce
themselves. However, they are more likely to notice what structures are correct or incorrect as
they interact with others; this applies to meaning as well. For example, one cannot say something
for instance and then start debating it (agreeing or disagreeing) with oneself. They can only do so
if they are interacting and collaborating with others. It should be noted that collaboration does
not require a large group of learners. Rather, it can be between two learners or a learner and a
teacher. It is an effective way for developing and practicing language skills, constructing new
linguistic/cultural knowledge, and building new relationships and good rapport with others.
Today, no doubt technology allows for collaboration beyond classroom walls. Learners can use

digital annotation tools to read a text together via the use of tools like eComma

(https://ecomma.coerll.utexas.edu/social-reading-tools/) or tools like Google Docs to write an
essay.

Needless to say, learners can be more motivated and creative when they see that everyone
is participating and expressing their opinions. They will be forced, in a way, to make their utmost
effort (i.e., forced output). Coupled with immediate language learning gains, learning to work

collaboratively is a skill in itself that every learner will need in their prospective workplace.
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There is not a single industry that does not value teamwork. Having said all the above, I see
collaboration not only as an enhancer for learning but also as the end goal. When working
collaboratively, students can develop important values such as a sense of responsibility, openness
to differences, and respecting others’ opinions and perspectives, etc.

In summary, MAC can be understood as a call to capitalize on the affordances of
technology to: a) “multimodalize” both input and output, b) render authentic teaching materials,
tasks, and environments, and c) collaborate beyond classroom walls; whether between learners
and other learners or learners and native speakers. Eventually, this may help lead to learner
autonomy. While not necessary, technology can help teachers add other modes to texts, find
different authentic material, and also allow for more collaboration opportunities outside

classroom.
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HANDS-ON TEACHING EXPERIENCE
Innovative Language Teaching Practice:
Using Video-conferencing Tools to Bring Target Culture to the L2 Classroom: Zooming
across Four Arab Countries
Introduction
In our globalized and hyper-digitalized world, there is a necessity for students to develop

not only their bi/multilingual competence, but also bi/multicultural understanding to navigate the
prospective workplace healthily. Scally et al. (2022) note that after their graduation, students
embark on different careers in places that are culturally, racially, and linguistically diverse. The
Common European Framework of Reference (CEFR) concerned with the teaching and
assessment of foreign languages, underlines the need for helping learners to develop “an
enriched, more complex personality and an enhanced capacity for further language learning and
greater openness to new cultural experiences” (Council of Europe 2001, p. 43). In relation to
CEREF, Guth and Helm (2019) note that culture is placed at the heart of second language (L2)
teaching and learning and revolves around learners’ knowledge of the second culture (C2) and
the associated sociocultural norms of its people that help them become interculturally well-
informed. Therefore, I believe that efforts should be made to help our learners become
interculturally competent and be able to function as global citizens and diplomats. Language
learning classrooms should be the foundational grounds for fostering students’ understanding of
different cultures and the world around them. Perhaps the best route for L2 learners to get there
is by means of immersion in the target culture(s) as in study abroad programs. However, what if

not all students can afford that traditional immersive experience?
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According to Open Doors 2023 report on international exchange, only 170,000 of the
2.87 million of students enrolled in college studied abroad in the 2021/2022 academic year. This

is less than 6% of all American students (https://opendoorsdata.org/data/us-study-abroad/). On

the contrary, statistics indicate that roughly 98% of American college students use social media.
Of these students, 57% use social media for a minimum of 5 hours weekly (GitNux, 2023). The
implication here seems to be as follows: teachers should exploit social tools and technological
applications to facilitate second language acquisition (SLA) in general and intercultural learning
in particular. Students and teachers can be engaged in what is referred to in the literature as
'telecollaboration', 'virtual exchange', or 'online intercultural exchange', which is becoming an
increasingly important and meaningful alternative to increasing interaction among language
learners and 'experts'. Again, since today’s world is increasingly digitalized, language teachers
and learners can still bring intercultural experiences to classrooms through various technological
tools. Video-conferencing tools such as Zoom can a be a great resource
Literature Review

In the last few years, especially as a result of Covid-19, the amount of interest in
computer assisted language learning (CALL) and SLA work has increased drastically. In this
section, I will focus on research pertaining to CALL and culture/intercultural communicative
competence. For instance, Machwate et al. (2021) consider virtual exchange (VE) to be a great
alternative for those who cannot afford to study abroad. In their study, they wanted to evaluate a
telecollaborative course which was part of the Erasmus+ program. It was conducted over a
period of six weeks (January to February in 2019). The course involved six students from the
University of Cadi Ayyad in Morocco and four students from Humboldt University of Berlin.

The aim was to help students develop their knowledge of intercultural communication, interact
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with foreign students using English and foster some telecollaborative digital skills. Participants
had to work both individually and in teams. They had weekly activities that included
synchronous and asynchronous discussions, readings, and writings. These were posted on
Moodle or in Padlet. On the Moodle platform, participants were given instructions prior to the
beginning of their course so as to complete their profiles and resolve any technical issues. Zoom
meetings were scheduled every Tuesday at 8:00 p.m. Students’ work was assessed at the end of
each week and badges were awarded to those who participated effectively. The evaluation was
based on three key characteristics of VE which are: the development of foreign language
competence, intercultural skills and digital literacy skills. Concerning the linguistic aspect, it was
found that some students had difficulties expressing themselves in English. However, they all
admitted towards the end that the course helped them to ameliorate their language skills. As for
digital competencies, the course allowed participants to use a number of information and
communication tools (e.g., Moodle, Padlet, Email, and Zoom) which they can continue using in
future collaborations and trainings. By the end of the course, all student were able to use these
tools to create, interact, and share content with each other. Finally, students reported that they
learned a lot about others’ cultures as well as about their own and they became more open-
minded and were able to discard certain stereotypes.

In another study by Freiermuth and Huang (2021), students’ collaborative discourse was
examined to demonstrate how intercultural competence can be developed through VE using
Zoom. Six university female students from Japan and five Taiwanese students participated in the
study. One Taiwanese student was paired up with two Japanese students. After contacting each
other by email and setting up their Zoom meetings, students were asked to bring three images

that represent some cultural norm(s) and be ready to discuss them. Each pair had to complete at
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least one Zoom meeting. They were then given a Likert-scale questionnaire to fill out. In
addition, recorded videos were analyzed. Among the findings of this project is the sense of
interest and motivation among the participants to interact with each other created by the visual
aspect of Zoom. Another source of motivation was the fact that students chose their pictures
themselves. The researchers also argued that such projects make it possible for learners to meet
other learners, make language learning more real, and give them the opportunity for sharing
something meaningful. Learners are also inspired as they realize that they are able to
communicate and do things with their L2. In brief, the participants enjoyed the exchanges,
increased their intercultural awareness and knowledge, and forged new connections and
relationships.

Alghasab and Alvarez-Ayure (2023) argue that telecollaboration fosters both L2
development and intercultural communicative competence. They also recognize potential
limitations such as misunderstanding, tension, and reticence among some students. Thus, they
emphasize the importance of pedagogical planning and training to equip students with necessary
negotiation and collaboration skills. In their study, 18 undergraduate students from Colombia and
20 Kuwaiti pre-service teachers were mentored prior to starting their eight-week exchange
program spanning February to May in 2019. The authors relied on students’ online discussions as
well as a post-questionnaire to collect data which was analyzed using a content analysis
framework. The tasks used were adapted from the Erasmus Mundus intercultural competence
toolkit. The findings revealed that participants engaged in two main types of interactional
behavior: socio-affective and cognitive. In other words, their interactions were characterized by
openness, interest, and curiosity. Thanks to this, the participants were able to build rapport and

solicit and share cultural knowledge in respectful manners. Finally, the researchers admit that
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there might be some limitations like the gender aspect (i.e., Kuwaiti students were all female)
and the fact that the multimodal analysis was lacking (i.e., its focus was on text-based interaction
only).

Crum and Basoglu (2022) explored the self-perceived effectiveness of participation in
virtual exchange. A total of 31 American and Turkish university students from different majors
participated in the study. The exchanges were carried out synchronously using Zoom during the
2021 and 2022 spring semesters. The exchanges occurred once a month and students were asked
to respond to an open-ended online survey following each meeting to reflect on their interactions
and the overall benefits of their participation in the exchanges. The collected data was analyzed
thematically. The researchers found that their results corroborated those of previous studies on
the basis that VE increases students’ cultural awareness. In addition, students expand their factual
knowledge about various different topics depending on their interests. In terms of linguistic
gains, students reported more self-confidence in speaking, improved pronunciation and
grammatical knowledge, among others. Researchers recommended that future telecollaboration
projects be prolonged.

Lenkaitis et al. (2019) investigated computer-based telecollaboration and its impact on
intercultural competence. In their study, they focused on two students who were part of a
Collaborative Online International Learning (COIL) exchange. One was an intermediate Spanish
L2 learner from an American university and the other was an L2 English learner at a private
university in Mexico. Over a period of 5 weeks, they were instructed to interact with each other
via Zoom for at least 40 minutes per session split equally between the two target languages.
Their weekly topics included: work and labor, the educational system, language and culture, and

gender roles. Researchers recorded and transcribed the conversations which were then analyzed
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qualitatively. They concluded that telecollaboration is indeed a useful tool to achieve different
aspects of IC. However, researchers and instructors need to set specific criteria to properly assess
students’ intercultural competence development. They should also select topics that are of
interest to students.

In the context of non-native speakers, Bailey and Gruber (2020) believe that
telecollaboration is perhaps more important as students get to focus more on intelligibility and
intercultural comprehension rather than language forms. Their mixed-method case study design
involved 31 German and Colombian intermediate English learners with the aim of finding out
how virtual exchanges enhanced students’ perceived plurilingual and pluricultural competence as
well as their overall communicative competence. Participants were given detailed instructions at
the beginning of the project, such as how to work collaboratively. They used Zoom for their
synchronous meetings which were recorded for analysis. In addition, six questionnaires were
completed; three at the beginning and three at the end. When participants were asked about the
impact of collaborating with international partners on their learning, they reported that it was a
better way of learning. The results also demonstrated that online collaboration with international
students rather than native speakers led to a sense of increased confidence. In other words,
students feel less anxious when their partners are also learners of the language and it is not their
L1. Researchers recommend including partners from more than two countries and using
problem-based tasks to solve collaboratively for future studies.

In sum, the common thread among all these studies is that VE is a valuable practice that
can help optimize teaching and learning regardless of students’ age group, proficiency and target
language. Based on this brief review of the literature, I decided to incorporate elements of VE

from the aforementioned studies to experiment with technology to facilitate learners' intercultural
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communicative competence. Below I describe this innovative language teaching practice in more
detail.
My Project

As alluded to in the introduction above, the main focus of my project is culture. By
providing my students with opportunities to construct new cultural knowledge, develop certain
skills such as viewing the world from different perspectives, and adopting positive attitudes to
other people and their cultures, I believe they will eventually be able to successfully navigate
varying physical and online intercultural contexts. Since there are many different cultures
associated with the language that I teach (Arabic), and since my students are interested in
different Arab countries, I opted for online intercultural exchange to meet their needs. In the
classroom, I can usually answer my students’ questions about Moroccan culture, but there are
other Arab cultures that I do not have enough knowledge about. Thus, I decided to use one of the
most common video-conferencing tools—Zoom—to bring target culture to my classroom from four
Arab countries: Egypt, Iraq, Kuwait, and Lebanon.
1. Technological tool of choice: Zoom

I chose to incorporate Zoom in this project because it is used by the USU and it is
integrated in its learning management system, which means there are fewer security and privacy
concerns. A number of studies showed that participants felt as if they were not communicating
with real people when using text-based platforms. In other words, these platforms were seen as
depersonalized (e.g., Baroni et al., 2019). On the other hand, the emergence and proliferation of
tools that allow for visual and auditory communication motivated people to engage more in

online/virtual exchanges. In this regard, Helm (2015) pointed out that Zoom is the most popular
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video-conferencing tool. I personally think that it has become indispensable during and after the

Covid-19 crisis. To quote from its official website, Zoom is:
an all-in-one intelligent collaboration platform that makes connecting easier, more
immersive, and more dynamic for businesses and individuals. Zoom technology puts
people at the center, enabling meaningful connections, facilitating modern collaboration,
and driving human innovation through solutions like team chat, phone, meetings,
omnichannel cloud contact center, smart recordings, whiteboard, and more, in one
offering. Founded in 2011, Zoom is publicly traded (NASDAQ:ZM) and headquartered

in San Jose, California (https://www.zoom.com/en/about/).

Interestingly, this description highlights some aspects that I deem crucial in the context of
language teaching and learning like collaboration and immersion. One could argue that Zoom
renders online interactions closer to face-to-face ones in terms of quality. Quantitatively
speaking, Zoom makes it possible to connect with infinite numbers of people (although not all at
the same time), which cannot be done in physical interactions. Suffice it to say that post-
pandemic, most—if not all-university students have had some experience with Zoom.

2. Culture and Intercultural Competence

The term intercultural competence (IC) is broadly related to culture, which cannot be
separated from language. Culture can be understood as a way of life (of a particular group of
people) and it can include an infinite number of things such as beliefs, customs, values, attitudes,
and different kinds of practices and products, etc. It is also worth mentioning that culture is one
of the 5 Cs in the standards of Foreign Language Learning (FLL) as developed by ACTFL
(World-Readiness Standards for Learning Languages, 2023). The benefits of exposing language

learners to the target culture are twofold: they learn about others’ cultures and they also start
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reflecting on their own instead of taking it for granted. The ultimate aim of this exposure to the
target culture is to help learners develop their IC. Deardorff (2006) defines IC as “the ability to
develop targeted knowledge, skills and attitudes that lead to visible behavior and communication
that are both effective and appropriate in intercultural interactions” (pp. 247-248). This definition
is interesting in the sense that it highlights the need to move beyond being merely knowledgeable
about others’ cultures to actually being able to communicate and behave accordingly in relation
to culturally different people. This implies that IC is practice-oriented.
Class Details
= Language Class: Arabic
= Level Taught: Intermediate I (third semester)
= Class Size: This is a small class of four female students.
= Class Time: Monday and Friday (10:30-11:20); Wednesday (10:30-12:30)
= Virtual Exchange Date/Time: This was done in October 2023 at students' and their
partners’ convenience given the different time zones.
= Majors: Each one of my students belongs to a different major (international studies,
political science, religious studies, and animal studies). However, they all share interest in
Arabic language and culture. For instance, one of them has travelled to Morocco. Others
plan to visit different Arab countries in the future. Some of them aspire for careers where
they could use their Arabic skills as specialists in Middle Eastern studies and politics, for
example.
Project/ Lesson Objectives

This project was carried out to help students meet the following objectives:
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Know about the target culture(s) from native speakers instead of being confined to the
outdated pictures and videos provided in the textbook

Practice some Arabic language skills and be aware of the linguistic differences between
the dialects of different countries

Compare and contrast the native and target cultures

Help connect and network with native speakers

Practice reporting and sharing data both in written and spoken forms.

Procedure

Since my project was in the form of virtual exchange, it was divided into four phases. It was also

a combination of classroom time and students’ independent arrangements. In fact, by doing it this

way, students could understand that learning can take place anywhere and anytime. They do not

need to be confined to classroom time only.

Phase One: This phase was dedicated to preparing my students for the project. Thus,
prior to having my students meet with their language/culture partners, we discussed a
number of things as a class. First, it was emphasized that Arabic is to be used as much as
possible during the virtual interactions. However, | knew that it would be hard for my
students to use even 50% of Arabic, especially during those moments that require
thinking on the spot. I did insist on them to introduce themselves in Arabic and think
about how to ask some questions about the cultural aspects we agreed on in the L2.
Second, we agreed on four cultural aspects (expressions of greetings, how weddings are
celebrated, popular dishes/food, and traditional clothes). | wanted my students to choose
what they are interested in instead of assigning them topics myself. Third, | emailed a

number of teachers | knew during my Fulbright foreign language teaching assistant
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program. | explained to them the project and what they would need to prepare. After
enough participants confirmed, | asked if I could share their emails with my students and
then agree on the schedule for Zoom meetings. In class, | let the students choose what
partner they were interested in connecting with. | wanted my students to choose
themselves based on their country of interest. Each one of my students had to then send
the first email to their partners and include me in the email.

Phase Two: This phase constitutes the first Zoom meeting between my students and their
partners. | encouraged my students to just connect with their partners. | explained to them
that this was the most suitable time to use as much Arabic as possible by introducing
themselves in the target language, which is something they had done on multiple
occasions. Likewise, | did ask my colleagues to introduce themselves in Arabic as that
would provide some authentic input for my students. As Godwin-Jones (2019) notes, it is
crucial that participants in virtual exchanges get to know some basic information about
each other to establish some needed degree of trust before starting to discuss culturally
sensitive topics.

Phase Three: During this phase, students had the chance to meet with their partners for
the second time via Zoom and learn about the four cultural aspects/topics chosen. This
meeting had to be at least one hour. One of my students said it lasted more than two and a
half hours, because it was interesting to talk about a myriad of other things that were not
originally planned, such as music and films. Others talked about the four topics only. My
colleagues kindly prepared slides and they also showed some real cultural artifacts; they
prepared dishes and wore traditional clothes for the sake of demonstration. Although |

assume that English was dominant during this phase, my students still learned a lot of
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vocabulary items that after all are not translated into English (e.g., names of dishes and
clothes, forms of greetings).
= Phase Four: This is the final phase of the project. Once all of the students finished their
VE, they were asked to share what they learned in the class. First, | asked them to make a
PowerPoint presentation including some background information about their partners and
share what they learned about each of the four cultural aspects. After the presentations,
we discussed as a class the similarities and differences between all of the four countries’
cultures and the students’ culture. Second, students had to submit a report (see a sample
in Appendix 1 in Arabic and Appendix 2 for the English translation). In this report, they
were asked again to write about what they learned about each aspect, what they learned
from the project in general, and their recommendations for future implementation of this
project. For me to evaluate students’ learning from this project, I relied on their
presentations in class and their written reports. Both of these had to be done in the target
language (Arabic).
Conclusion
In conclusion, this project was an example of how we as teachers can harness the power of
different technological tools, especially those which are more familiar to our students and those
which provide room for collaboration, multimodal input/output, and interaction between learners
and/or learners and native speakers. Zoom has indeed proved to be of great value given its
audiovisual nature, along with other engaging features. As a teacher, I believe that for students to
potentially develop their language and intercultural communicative skills, they need to go
beyond classroom walls and curricula. While not all students can afford to study abroad, teachers

and schools are responsible for providing that intercultural experience virtually. This is
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particularly important if we want our students to become interculturally competent and function
as global citizens. I do realize though that this is not an easy task. It takes a great deal of planning
and perhaps training as well in some cases. In addition, intercultural competence, like linguistic
competence for that matter, is a lifelong process. Therefore, the implication is to integrate culture
into foreign language teaching as often as possible.

My students reported that they enjoyed talking with their partners and they plan to
continue communicating with them. This indeed should be our major aim: to help learners
become autonomous and curious to forge new relationships with people from different cultures.
Finally, my students stated that not only did they learn a lot about the cultures of their respective
partners, but there were also significant linguistic gains in terms of vocabulary and grammar.
Seeing my students do presentations in the L2 in my classroom at the end of the project was
definitely rewarding. Having said this, I must also admit that there may be certain aspects of this
project that could be done differently. If I am to do this same project again in the future, I would
want to have a clearer idea as to what my students talk about exactly and how. Thus, I may plan
to join their meetings and take notes instead of relying on student-reported data, especially when
it comes to the percentage of TL use. Ideally, I would want the percentage to increase after each
meeting. [ also think it would be more effective to cover only one cultural topic per meeting.
Finally, brainstorming an exhaustive list of questions to be asked about that topic prior to each
Zoom meeting would maximize L1 use, especially for those students with lower linguistic

proficiency.
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MAIN PAPER
Position Paper
Second Language Acquisition and Artificial Intelligence:

How Can Chat-GPT Ald Arabic Teachers and Learners?

Introduction

Will Artificial Intelligence (henceforth Al) take over the field of second language
teaching (SLT) soon? Will it replace teachers? Will it end up completing all students’
assignments and render the students indolent in the process? Such are examples of concerns that
may be raised among one camp of language educators and related parties. For others, the
questions are somehow reversed: How can Al advance the field of SLA? How can teachers and
learners best use Al as a useful tool? Finally, will Al enhance students’ critical thinking skills and
intercultural competence, among other things? It merits noting that questions like these may have
been around for several years. However, it seems that it is the launch of Chat-GPT recently that
is making these questions more relevant and urgent than ever before. For example, some (Kartal
& Yesilyurt, 2024) have found that one of the most noticeable trends in L2 learning and teaching
contexts with respect to Al is the increase of chatbots, conversational agents, and new
approaches to dynamic assessment, particularly during the period spanning from 2020 to 2022.

Given the current focus on Al across a myriad of fields and by L2 researchers and
practitioners alike, the present position paper explores how Chat-GPT can be used as a catalyst
agent in the context of L2 teaching and learning. Specifically, it seeks to illustrate how Chat-GPT
can be leveraged to facilitate L2 teaching and learning, notwithstanding some challenges and

shortcomings associated with the tool. After some brief definitions of Al and Chat-GPT, I will
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provide an overview of key theoretical perspectives/ frameworks that underpin my position on
the use of Chat-GPT in L2 Arabic classrooms. Following that is a literature review of the most
pertinent studies. In the penultimate section, I will put forward a set of illustrations of how Chat-
GPT can be used by Arabic teachers and learners. Then, I conclude with some major
takeaways/recommendations.
About AI and ChatGPT

The concept of Al is not as nascent as some may think. For example, Haenlein and
Kaplan (2019) in their article entitled “A Brief History of Artificial Intelligence: On the Past,
Present, and Future of Artificial Intelligence” trace its roots to the 1940s when the American
science fiction writer Isaac Asimov published his short story Runaround which revolved around
a robot. In 1950, another cornerstone of Al was laid by the publication of “Computing
Machinery and Intelligence” by the English mathematician Alan Turing. In fact, Turing’s Test is
still used as a benchmark to identify/ assess the intelligence of a system. The basic rule of
intelligence here is encapsulated by the following formula: when a person is interacting with a
machine and a human and they cannot distinguish between the two, then the machine is
considered to be intelligent (Haenlein & Kaplan, 2019). Thus, we can infer that Al as a discipline
dates back to the era immediately following the second world war, with the advent of the first
digital computers. Ever since then, the progress has been overall slow. However, in the 21*
Century things started to change, especially with the advent of machine learning around 2005
(Wooldridge, 2021). Now we have arrived at a point where we take a great portion of Al for
granted (e.g., the omnipresence of GPS in various devices, Amazon’s Alexa, self-driving car
technologies, among other areas). UNESCO (2021) defines Al approaches as “systems which

have the capacity to process data and information in a way that resembles intelligent behavior,
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and typically includes aspects of reasoning, learning, perception, prediction, planning or control”
(p- 3).

One notable technological innovation nowadays is Al-powered chatbots and Large
Language Models (LLMs) such as Chat-GPT, which has recently taken the world by storm.
Chat-GPT is a Large Language Model authored and launched by OpenAl on November 30,
2022. It has developed from its predecessor models GPT-1, GPT-2 and GPT-3; as of this writing,
the current model is GPT-4. GPT stands for Generative Pre-trained Transformer. It is trained in
such a way as to “interact in a conversational way. The dialogue format makes it possible for
ChatGPT to answer follow-up questions, admit mistakes, challenge incorrect premises, and reject

inappropriate requests” (https://openai.com/blog/chatgpt). Precisely because of its versatile

abilities, everyone is tempted to experiment with it whether they are beginning language learners
or professional writers. Indeed, there is a wide array of language-based applications of Chat-GPT
ranging from summarization (Zhang et al., 2023) and business writing and composition
(AlAfnan et al., 2023) to machine translation (Gu, 2023; Hendy et al., 2023; Lee, 2023) and
humor (Gorenz & Schwarz, 2024). The list of applications/uses of Chat-GPT can only be said to
continue growing. This is because these chatbots seem to be promising when it comes to
brainstorming, providing individualized feedback, generating dialogues that are based on the
user’s language proficiency, problem-solving, and affording learners with language skills
practice, among other benefits.
Theoretical Perspectives

My position in this paper rests on a set of perspectives and theories that have
revolutionized the way we think about education and learning. Chief among these is

constructivism, both in its cognitive dimension as theorized by Piaget (1964) and its social
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aspect(s) as laid out by Vygotsky (1978). Seen from these perspectives, learners are not merely
regurgitators of knowledge. Rather, they actively contribute to its construction through
interactions with their environment. Given that technology continues to constantly evolve,
learners do not have to be confined to acquire knowledge strictly via a physical environment.
The simulations of different realities and virtual environments mean that experiences and
opportunities whereby learners can construct new knowledge are optimized. In fact, since
technology is part and parcel of learners’ lives, it would be counter-productive to separate them
from technology-based learning. Building further on two key concepts of Vygostkian theory,
technology may be the best scaffolder to lead learners through their Zone of Proximal
Development (ZPD). Scaffolding can be defined as “support provided by a teacher/parent, peer,
or a computer- or a paper-based tool that allows students to meaningfully participate in and gain
skill at a task that they would be unable to complete unaided” (Belland, 2014). In other words, by
capitalizing on the affordances of technology, learners will have more aid to develop their skills
and complete their tasks even when the teacher is not available; that is, outside of classroom
time/walls. In fact, technology-based scaffolding may be more effective and beneficial
considering that it is often multimodal in nature (i.e., it comes in the form of audio, video,
pictures, graphs, etc.). ZPD, which is somehow related to the idea of scaffolding, may be
understood as the gap existing between the learner’s “actual developmental level as determined
by independent problem solving” and their other stage of development “as determined through
problem solving under adult guidance or in collaboration with more capable peers” (Vygotsky,
1978, p. 86).

Another equally significant perspective that can help us understand why technology in

general and Al in particular should be welcomed in language instruction is multiliteracies.
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Developed originally by the New London Group (1996), multiliteracies pedagogy was a call to
redefine what it means to be literate in a world that relies on a myriad of ways in which people
communicate and make use of technologies in various facets of their lives to make meaning.
Thus, literacy as solely language-based (reading and writing) became obsolete. People needed
more complicated and multifaced skills to navigate the linguistically and culturally diverse world
by developing their analytical and critical thinking skills. Likewise, making and sharing meaning
is no longer restricted to printed/written texts. Instead, there are a wide array of semiotic
resources for meaning-making and various channels/modes for its dissemination. In this sense,
literacy has become multimodal and situated/contextualized. Out of all the available resources,
learners need to select what ideally suits a particular situation. Furthermore, Warner and Dupuy
(2018) support the view of integrating more academic genres with vernacular language use as in
the contexts of digital gaming and digital social media. They argue that these spaces tend to bring
participants from different language communities. Thus, foreign language educators need to take
into account this multilingual reality. According to Paesani, Allen, and Dupuy (2016), literacy
has now become a social practice rather than an individual skill. For them, literacy practices
cannot be understood outside of the historical, political, economic and cultural contexts. This
suggests that we need to consider the Al developments taking place today as we attempt to come
to terms with what it means for our learners to be literate. In other words, literacy now includes
developing Al-skills as well.

In addition, since literacy also has a social purpose, learners need to redesign and
transform what they learn in accordance with the purposes they wish to achieve. To my mind,
this has major implications when it comes to using Al in language instruction. In lieu of banning

its use, teachers need to think about how learners can actually transform the gained knowledge to
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a new context and use it to solve real-life problems. For example, after doing some research on a
given topic, say the challenges of immigration which is the topic of one of the readings in our
textbook, learners may be asked to interview immigrants in their community to learn about their
own challenges. Then, they could compare what they learned from Chat-GPT about this topic
and how it actually manifests itself in the real world. By the same token, they could try out some
suggested solutions and see if they would work out to help immigrants in their community. In
this way, learners can more easily exercise their agency and autonomy; they do not have to be
mere passive consumers of information/knowledge. Having said this, we should be aware as
teachers that overt/explicit instruction is needed to help learners develop their multiliteracies.
Even when it comes to technology use, it would be naive at best, and counter-productive from a
pedagogical perspective at worst, to assume that learners have all the skills needed to use a given
technological tool just because they are learners in the Al-saturated era. In fact, this is another
justification that teachers should integrate such technologies in the classroom environment and
model how they should be used: responsibly and effectively. Put briefly, learners will achieve
multiliteracies goals only when teachers themselves are adhering to the principles of this
pedagogy.

In summary, I deem the relationship between constructivism and multiliteracies
approaches to be symbiotic. Learners construct new knowledge as they are encouraged to
capitalize on the affordances of all the available resources and modes of meaning making and
meaning sharing. Simultaneously, students have the potential to boost their multiliteracies (e.g.,
critical thinking, information literacy, and technology literacy) as a result of the newly

constructed/learned knowledge. It's now necessary to turn to the research literature to better
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understand what has been investigated to date with respect to the use and impact of a specific Al
tool (i.e., ChatGPT) in L2 education.
Literature Review

While there are numerous Al-based tools that have been developed and continue to be
developing (e.g., Dall-E2, Sora, and Midjourney), all of the studies reviewed in this paper are
specifically related to Chat-GPT. Specifically, I only focus on research carried out in L2 contexts,
although there is a growing body of research on the use of Chat-GPT in different disciplines.
However, it is important to draw the reader’s attention that the majority of these studies may
have some shortcoming in the sense that they do not delineate how teachers and students have
used Chat-GPT. I will try to fill this gap in the practical part devoted to using Chat-GPT in the
Arabic language classroom context, although I do not claim to be comprehensive myself.
ChatGPT is a tool that continues to be developing in terms of functions and features. Therefore,
it is difficult to list every possible use within the scope of this portfolio. Having said this, the
following review is divided into two parts: studies conducted from teachers’ perspectives and
studies conducted from students’ perspectives.

1. Teachers’ Perspectives

Teachers’ roles are indispensable to the process of instruction. Therefore, their perspectives
should be sought and explored whenever there is an attempt to understand any teaching practice,
material, or tool. For example, Ulla et al. (2023) interviewed 17 teachers at a University in
Thailand to explore the pedagogical benefits and drawbacks of using Chat-GPT in English
language teaching. Participants were purposefully selected and among the criteria used for
selection was teachers’ experience with Chat-GPT, whether for research or lesson design, for

three to four months. These participants had teaching experiences ranging from 6 to 20 years and
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their ages ranged from 29 to 44. Following the analysis of data, researchers found that, in
general, teachers had a positive perception regarding the use of Chat-GPT in teaching. Although
this tool cannot give teachers everything they need, it still helps significantly, for instance, with
producing initial ideas for lesson templates and activities. Chat-GPT also helps teachers with
teaching the intricacies of English grammar and sentence construction. Participants were also
aware of some concerning issues like inaccuracy and unreliability of information generated.
They mentioned that Chat-GPT could be harmful for students if they do not have human
guidance and monitoring to use it responsibly. They still needed to rely on other online resources
and books to verify and gauge the credibility of information.

Mohamed (2023) sought to explore the potential of Chat-GPT in enhancing the teaching of
English as a foreign language in Saudi Arabia. The authors conducted in-depth interviews with
ten faculty members (6 female and 4 male) at Northern Border University. As to the first research
question relating to the advantages, the results indicated that Chat-GPT is useful in certain
aspects like the provision of immediate feedback, customized teaching activities, and
individualized instruction to students to cater to their different needs. With respect to feedback,
the author believes that with Chat-GPT, teachers can offer more tailored feedback and guidance
to each student, which can address individual learning needs and promote better language
acquisition. In addition, it gives access to a massive amount of knowledge, generates answers to
all types of question and increases students’ motivation and engagement. However, it was noted
that teachers need training in order to take full advantage of these affordances. Effective use of
ChatGPT also implies teachers should not over rely on this tool and they should recognize that
their role in the classroom should not be made less important. Limitations identified included

depersonalization of the teaching/learning process along with accuracy and privacy concerns. As
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for its future, it was perceived that Chat-GPT would eventually become a more incorporated and
sophisticated tool for language instruction and assessment.

Allehyani and Algamdi (2023) conducted an in-depth investigation aimed at understanding
EFL teachers’ beliefs and perceptions of using Chat-GPT to teach English as a second language
in Saudi Arabia to first, second, and third graders whose age ranged between seven and nine.
Questionnaires were distributed to 543 teachers, the majority of which had between 5-10 years of
teaching experience. The questionnaire contained different sections to solicit teachers’
technological proficiency, pedagogical compatibility (e.g., whether they use Chat-GPT to
improve and transform language teaching), social awareness (included things like guiding
learners on how to use the tool and informing them about its ethical issues and drawbacks), and
finally teachers’ perceptions towards Chat-GPT as a teaching pedagogy in teaching ESL. With
regard to the last section, I find that the authors may have misconstrued Chat-GPT. This is not a
pedagogy. It is just a tool. Participants mainly had positive attitudes towards the implementation
of ChatGPT. However, they insisted that young learners need more training and supervision to
ensure they can use it safely. By the same token, they reported that they as teachers also need to
improve their digital competencies so they can use it in a principled and appropriate manner that
is suitable to the learners’ age.

Nguyen (2023) investigated EFL teachers’ perspectives as to the implementation of Chat-
GPT in their teaching at Van Lang University in Vietnam. Using a mixed-methods approach, the
researchers collected data from twenty instructors through an online questionnaire. Structured
interviews were also conducted with ten of these participants. Results showed that seven teachers
used the tool to teach writing, five teachers used it to teach methodology classes, and another

five used it in translation courses. Not only that, but it was also found that fifteen of these
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teachers used it frequently as it helped them greatly with creating their learning resources,
designing tests, and planning lessons. The majority of participants (80%) also reported that Chat-
GPT helped them tailor lessons to their students’ needs and levels. Based on their experience, the
participants displayed positive attitudes towards the use of Chat-GPT in their classes. However,
they still did not hide their concerns about students’ overreliance on Chat-GPT. The issue of
academic integrity was also raised in the sense that turning in sections of writing that are Al-
generated will lead to unfair evaluation. In the end, teachers recommended that teachers should
have rigorous professional training to be able to integrate Al efficiently and be aware of its
limitations as well.

Govindarajan and Christuraj (2023) probed into the opportunities and challenges of Chat-
GPT in the Omani context. In addition for data to be obtained from the literature, the researcher
also conducted semi-structured interviews with 8 male and 2 female EFL teachers at the
University of Technology and Applied Sciences in Nizwa, Oman. All of the participants had
some experience using Chat-GPT for personal or professional purposes. The researchers found
that the role of Chat-GPT to support English teaching and learning is promising. Among other
things, the tool provides customized and contextualized feedback for learners. Red flags,
however, were also raised concerning the possibilities of misuse and overuse of the tool. The
participants expressed concern over the loss of creativity and lack of learners’ engagement in
actual learning. The latter is often used in contrast to feeling of learning (usually self-reported).
That is to say, sometimes there is a gap between what teachers and learners think was learned
and what was actually learned/acquired as can be proven through some kind of assessment (e.g.,

tests and exams). In the end, the researchers admitted the limitation of not including the
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perspectives of other important stakeholders such as policy makers, curriculum designers, test
developers, and students.

Looking at the potential of Chat-GPT from an assessment perspective, Nguyen and Tran
(2023) randomly selected 10 essays written by advanced English for Specific Purposes (ESP)
students at a university in Vietnam to be evaluated by Chat-GPT based on a set of criteria
(fulfillment of the number of words, organization, grammar, and vocabulary). Afterwards, a
university lecturer with more than 10 years of language teaching and assessment experience was
interviewed to offer her perspective as to the assessment potential of Chat-GPT for writing skills.
The essays were argumentative in nature. That is, students had to express their opinion about the
topics. Chat-GPT was prompted to score the participants' essays and then generate improved
versions of these compositions. Upon checking the assessment and editing carried out by Chat-
GPT, the interviewee was reported to be in full agreement and she was even impressed by all the
meticulous comments and explanations provided by Chat-GPT. In addition, the edited versions
were found to be effectively done given the range and accuracy of vocabulary and grammar
structures, which students would learn from. The participants also found this to be very helpful
for teachers as providing detailed feedback would demand significant time and effort.

Based on a study conducted with 34 teachers at the University of Technology and Applied
Sciences in Oman, Al-Mughairi and Bhaskar (2024) identified four factors that motivate teachers
to adopt Chat-GPT in their classrooms and five inhibiting factors. After analyzing the data
collected though semi-structured interviews, the authors classified the motivating factors as
follows: 1) teachers considered the exploration and adoption of new digital tools such as Chat-
GPT to be important for innovative teaching; 2) Chat-GPT allows for customized teaching

practices and assessment and renders these processes more effective and engaging; 3) thanks to
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Chat-GPT, teachers can save time with certain mundane tasks and use it instead to support
student learning; and 4) Chat-GPT helps teachers develop professionally as they get to acquire
new technical skills. On the other hand, Chat-GPT can be concerning when it comes to issues of
reliability and accuracy and thus teachers need to verify any information generated by this tool
prior to incorporating it for educational purposes. In addition, it was reported that Chat-GPT can
potentially minimize social/ human interaction (i.e., teachers could resort less to peer
support/recommendations). Then, just like any type of user, teachers also worry about their
privacy and data security. Another inhibiting factor was associated with lack of institutional
support as some teachers may not have access to such tools or simply find it challenging when
there are not effective guidelines or policies of use. Finally, some teachers may overuse Chat-
GPT when, in fact, it should only be used as a support when necessary.

Nguyen (2024) also investigated the perceived usefulness and challenges of Chat-GPT in
teaching and assessment among university English teachers in Vietnam. The researcher used an
online survey questionnaire containing both close- and open-ended questions to collect data from
43 English teachers belonging to different universities. What was particularly unique in this
study was the fact that some teachers believed that Chat-GPT remains up-to-date and some also
saw it as a search engine. In addition, only half of the participants expressed their willingness for
self-training to be able to integrate this tool into their teaching and assessment practices. This has
a key implication which is that we should not take it for granted that teachers know the tool and
are ready to use it. Regardless of the possibilities and challenges, teachers need rigorous and
sound training on new and emerging tools. Having said that, about half of the participants
acknowledged that there are some merits when it comes to assessment, especially for such

aspects like the creation of multiple-choice questions, cloze texts, open-ended questions, and
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checking students’ mistakes. Overall, participants were reported to be more concerned about
Chat-GPT’s challenges, like possible misuse by the students.

Gao et al. (2024) investigated 95 EFL university teachers’ beliefs in Chinese universities with
regard to the integration of Chat-GPT into English language teaching. The researchers also
aimed to identify the relationship between their beliefs and a number of factors. Using an online
survey, both quantitative and qualitative data was collected and then analyzed using SPSS and
NVivo. The majority of respondents reported that LLMs such as Chat-GPT can be powerful
teaching/learning tools. For example, they can boost students’ academic achievement, motivate
them, and help them gain better understanding of critical and key concepts, and change teachers’
role from providers of information to facilitators of learning. However, teachers should not
dispense with other traditional learning resources altogether. As to the factor of previous
experience, it was found that the years of teaching had no significant influence on teachers’
beliefs, while previous experience with other LLMs and technology integration in teaching
played a pivotal role in mediating teachers’ beliefs. Regarding the last factor, no significant
correlation between teachers’ beliefs and the availability of IT support at the universities was
found. In other words, the integration of LLMs such as Chat-GPT does not necessarily require IT
personnel, but it rather depends on teachers’ motivation and initiative to try any
innovative/emerging tools.

Moorhouse (2024) focused on beginning and first-year English language teachers’ readiness
and perceptions of using generative Al such as Chat-GPT. Data for this exploratory study was
collected using interviews with twenty-seven teachers (seven males and twenty females) in Hong
Kong. During the analysis stage, data was categorized into two sets: beginning and first-year

teachers. It should be noted here that the author did not explain the difference between these two
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groups. So, we are not sure if first-year refers to those with one year teaching experience as
opposed to those who are just beginning their teaching. The researcher found a greater sense of
readiness among the latter group who had some experience using Chat-GPT, which was actually
integrated into the eClass learning management system used in Hong Kong. This is because
access to Chat-GPT needed a third-party platform in the country and was not available directly
through OpenAl. First-year teachers used generative artificial intelligence (GAI) tools for
creating teaching and assessment material especially when it was hard to find that online. It was
also stated that students who use Chat-GPT tend to improve the quality of their work. On the
other hand, beginning teachers generally revealed a lack of familiarity and readiness to use GAIL
It was concluded that although a lot of teachers show readiness to use tools such as Chat-GPT,
this may not be enough to use them professionally and competently. Thus, professional
development is always needed.

While some studies focused on the role of Chat-GPT in writing in general, Shakil and Siddiq
(2024) focused on specific aspects by studying how ESL teachers perceive the use of Chat-GPT
by learners for writing, their beliefs about the influence of the tool on students’ analytical writing
abilities, originality, and creativity. They distributed a questionnaire to 30 participants from
different public universities in Pakistan. It was surprising that the overall majority of participants
strongly agreed that Chat-GPT is contributing to the demise of students’ argumentative
capabilities and creativity. Worse still, most of these teachers reported that they had witnessed
instances where students misused Chat-GPT to just copy and paste the content as it was
generated. The teachers were still convinced that this tool can be helpful and should be integrated
in language teaching and learning. However, they did indicate that there is a dire need to guide

students on how to use it positively; it should not be used as a shortcut or as a tool to copy and
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paste. It was also recommended that teachers incorporate assessment practices that tap into
students’ critical thinking skills and originality.

Nernere and Kastuhandani (2024) studied the lived experiences of eight in-service
Indonesian teachers of English as they used Chat-GPT for preparing their lessons. Open-ended
questions were used to gain deeper insights as to the teachers’ feelings, attitudes, beliefs,
intentions, and actions. The participants perceived Chat-GPT as a useful tool providing teachers
with a wider collection of educational resources and engaging educational materials. As such, it
was found that Chat-GPT is a time-saving tool. On the other hand, they acknowledged that there
can be some limitations as Chat-GPT’s output may lack human emotions at times. Things that
human teachers are good at while Chat-GPT could not do according to participants include
empathy, relating to others, and giving emotional support. Therefore, the authors conclude that
human teachers cannot and should not be fully replaced no matter how useful Al tools are. As it
was predicted that Chat-GPT would still be used more and more in the future, it was also
recommended that teachers personalize and modify all content generated by Chat-GPT, because
only teachers know precisely their students’ needs.

Mabuan (2024) used a mixed methods approach to explore teachers’ perspectives on the
integration of Chat-GPT in English language teaching in Manila, Philippines. Unlike most other
studies that focused on teachers teaching at a specific level, the researcher collected data from
115 participants from diverse educational settings including elementary schools, high schools,
and colleges from both the public and private sectors. An online survey questionnaire and focus
group discussions were employed. Data analysis yielded two major themes with respect to the
affordances of Chat-GPT in ELT: a) allowing for vocabulary expansion and writing practice, and

b) enhancing language proficiency and communication. As for the potential benefits for learners
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with diverse cultural and linguistic backgrounds, it was found that Chat-GPT could address
language comprehension difficulties, offer conversational practice, and provide access to a great
amount of information. In fact, the overwhelming majority of participants believed that Chat-
GPT has the potential to erode some geographical and socioeconomic barriers that tend to put
some learners at a disadvantage. Notwithstanding its overall usefulness, it was also reported that
Chat-GPT can hinder critical thinking when/if it is not used in a balanced way. That is to say, its
use should be coupled with other activities and resources if learners are to develop their skills
comprehensively and effectively.

To conclude this section, the common thread among all the studies is that Chat-GPT can and
should be viewed as a valuable tool that can complement teaching. Despite risks and concerns
such as privacy and hallucinations, Chat-GPT can help teachers reboot their teaching practices
and reduce their workload. The tool is not perfect and does not offer everything that teachers
need and exactly how they need it. Fortunately, this is what makes it only a support and not a
replacement tool. Now let’s explore the other side of the coin: students’ perspectives.

2. Students’ Perspectives

In addition to teachers’ perspectives, examining students’ perspectives is a requisite for
gaining a better understanding of how Al-based tools can transform second language instruction.
In this regard, Xiao and Zhi (2023) explored EFL learners’ use of ChatGPT-3.5 in an
international university context in China. The researchers specifically wanted to find out how
students perceive the role of Chat-GPT in English language learning. It merits noting that the
university prohibited the use of Chat-GPT for completing assignments that count towards the
final grade. However, it was observed that most students had experience with the tool regardless.

This proves that prohibiting such tools is not an effective solution. Using semi-structured
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interviews for collecting data from five undergraduate students from different majors, the
researchers reported that students identified three key benefits of using Chat-GPT: 1) It could be
a personal tutor and learning partner who provides feedback and personalized content; 2) it helps
to generate and brainstorm ideas; and 3) it can develop students’ critical skills when they are
selective about the tool’s output or when they seek to continually modify their prompts and train
the model. Although this study has some limitations (i.e., small N of participants and the reliance
on students’ self-reported data), it still suggests that teachers and policy makers should work
together to devise effective guidelines of how students should use the tool instead of attempting
to ban it altogether.

Although the majority of studies until now have focused on writing, Lestari and Wicaksono
(2023) explored how first-year English major students in Indonesia use Chat-GPT for carrying
out their grammar tasks which included multiple-choice, gap-filling, and a picture series story.
The researchers collected data from twenty-eight participants using interviews and students’
reflections. Three methods emerged upon following data analysis. They identified the first one as
Copy-paste. Students acknowledged there were moments they did not need to change anything,
but just copied and pasted the questions and the answers generated. Two participants used an L /-
L2 Translation method for the picture series story task. They first wrote the sentences in Bahasa
and then asked Chat-GPT for an English translation. The last method was Detail Directed
Instruction and it seemed students had some mixed perspectives using this method for the picture
series story task. Half of the participants thought it was complicated, time-consuming, and the
results were unfavorable. Therefore, they preferred to complete the task without resorting to
Chat-GPT. The other half provided detailed instructions so that Chat-GPT could help with the

task effectively. Overall, students were excited about the help they could get from this tool.
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Researchers concluded that the use of Al in today’s world is inevitable and that tools such as
Chat-GPT have promising potentials, especially when learners are trained in Al literacy skills.

Bok and Cho (2023) examined Korean college students’ experiences and perceptions
regarding the use of Chat-GPT for a specific writing subskill which is revision. Seventy-one
students from different majors participated in this study. They all had to take a general English
course. Data was collected through a survey questionnaire and was then analyzed thematically.
High levels of satisfaction emerged concerning the usefulness of Chat-GPT for editing and
revising students’ paragraphs. Students also found the feedback to be reliable and accurate, and
appreciated the convenience of use (i.e., there were no time or space restrictions). Main areas
where students received corrections included grammar, vocabulary, and paragraph flow.
Therefore, they wanted to continue using it in the future. Among the challenges students faced
was the fact that Chat-GPT did not provide explanations for error corrections unless it was
explicitly asked about that. Additionally, Chat-GPT sometimes would suggest too advanced and
difficult vocabulary. Some students found that their original text was totally altered and that
made them not have a sense of authorship anymore. When asked about the role of instructors,
students emphasized that they still valued human feedback more and wanted their teachers to
verify any information or feedback provided by Chat-GPT. Finally, connections with teachers for
emotional support such as motivation and encouragement were highlighted.

Ahmed (2023) interviewed 64 EFL freshman students from two classes at two colleges in the
Eastern region of Saudi Arabia about their perceptions with regards to teacher-facilitated versus
Chat-GPT-assisted writing opportunities. The interview aimed to measure students’ satisfaction
in four areas: learning content; learning progress; ease of use; and interactive opportunities.

Participants were not satisfied with the learning content provided by Chat-GPT and preferred the
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immediate feedback they would get from teachers. Likewise, they reported that Chat-GPT does
not support students’ progress. As for the third factor, participants agreed that Chat-GPT is
characterized by ease of use. However, the implication is such that easiness does not equate
positiveness. Concerning the last factor, participants found teacher instruction to be more
interactive and satisfactory. The major takeaway from this study seems to be that Chat-GPT will
not be able to substitute human teachers. It can and should only be used as a supplement/tool as
learners need and value human interactions with peers and teachers.

Since generating texts is one of the mostly common capabilities of Chat-GPT, Kim and Park
(2023) investigate students’ perceptions of English role-playing scripts generated by GPT-3.5
versus those found in textbooks. A total of 27 elementary students enrolled in an EFL classroom
in the Gyeonggi province of South Korea participated in the study. During six sessions via a total
of twelve scripts, participants performed role-playing scripts from both sources. Then they were
interviewed to elicit their reflection on their practice experience. The researchers wanted to know
students’ perceptions regarding various aspects including the natural flow of storyline, level of
interest, and the appropriateness of language. Findings suggested that there was no significant
difference in the text flow and the attractiveness of the stories. In terms of language, Chat-GPT
scripts were perceived to be more difficult. Building on the latter finding, important education
implications for the integration of Al in English classrooms were put forward. Mainly, human
teachers’ expertise is always needed to fine-tune any type of texts generated by Al tools like
Chat-GPT to make sure the language is appropriate and not far beyond students’ level. Related to
this was also the implication that teachers who plan on using Chat-GPT should continuously

improve their prompts to get results that perfectly match their expectations.
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Adopting descriptive correlational design, Aljabr (2023) gauged Saudi EFL learners’
awareness towards using Chat-GPT, the correlation between their awareness level and attitudes,
and finally their perceived advantages and disadvantages of the tool. The researcher surveyed 30
students from Ha’il University. The results concerning learners’ awareness suggested that they
recognize the value of this tool in language learning. Some areas like vocabulary received the
highest rating. It was also indicated that the learners’ awareness positively correlated with their
attitudes towards using Chat-GPT. That is, the higher their awareness was, the more positive
their attitudes were. Finally, while students reported that Chat-GPT is a powerful language
learning tool, they were equally aware of its drawbacks. They were critical of over-relying on it
and did not want it to replace human interaction. The researcher concluded that educators and
curriculum designers should incorporate the tool in areas in which it proved to be more capable,
such as vocabulary building. It was also recommended that future studies investigate the gap
between the significantly high level of awareness and actual utilization.

In a quasi-experimental study, Yildiz (2023) studied the impact of Chat-GPT on language
learners’ motivation in Turkey. A total of 35 male and 25 female second year university students
participated in the study. The students belonged to different departments and their English level
was identified as intermediate. The experimental group used Chat-GPT as support for language
input, practice, and feedback for 15 minutes after each class session for a total of 10 sessions. A
Likert-scale questionnaire was used to measure students’ motivation. Pre- and post-tests were
also used to gauge the relationship between motivation level and academic achievement. Key
findings included that the experimental group displayed a higher level of motivation, self-

efficacy, and academic achievement after the integration of Chat-GPT in post-lesson activities as
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opposed to the control group which was restricted to the assignments provided by the
curriculum. The researcher concluded that Chat-GPT is effective for vocabulary learning.

A useful and common method to measure users’ attitudes and incorporation of certain
technological tools is drawing on the technology acceptance model (TAM) as developed by
Davis (1989). In a study by Liu and Ma (2023), 405 EFL learners in China were administered a
revised TAM questionnaire which included the elements of Perceived Ease of Use, Perceived
Usefulness, Attitude, Behavioral Intention, and Actual Use. The study particularly aimed to
examine participants’ perceptions and acceptance of Chat-GPT in informal and digital English
language learning contexts. Upon analyzing the data, the researchers confirmed that Chat-GPT
has the potential to assist English learners to improve their reading and writing abilities as well
as provide them with culture-related knowledge outside of classroom. Related to that, it was also
found that Perceived Ease of Use may not directly lead to positive attitudes towards Chat-GPT.
However, finding the tool to be useful will gradually foster positive attitudes. Likewise, it was
reported that those students who held positive attitudes towards Chat-GPT are most likely to end
up actually using it for their informal English learning. Finally, researchers recommended that
teachers encourage learners to use the tool for personalized learning outside the classroom.

Related to individualized learning and autonomy, Agustini (2023) studied the case of
Kurikulum Merdeka Beljar (KMB) program in Indonesia. This program was launched by the
ministry of education and culture in 2020 and aimed to improve education and prepare learners
for the globalized competitive job market. Autonomous learning and optimization of learning
content were key aspects of this program. Six high school English language learners participated
in the study. It was found that learners felt more motivated using ChatGPT to learn

independently as they felt they were not going to be judged. Chat-GPT supports students self-



48

directed learning in different ways. For instance, it offers learners language learning
opportunities and practice that are relevant to their needs and levels. In turn, this increases their
motivation.

Liu (2023) believes that it is critical to understand students’ attitudes in order for any
technological tool to be integrated into a language classroom successfully. Therefore, the
researcher looked at the attitudes of 109 undergraduate Chinese students towards using Chat-
GPT for learning English. Since the participants were at different locations/regions (e.g.,
Mainland China, Hong Kong, and others studying overseas), it was found that there is some
correlation between their current location and their acceptance of using Chat-GPT. For instance,
Chinese students studying abroad had more positive attitudes and were more likely to use it for
improving their English reading and writing skills as well as learning about English cultures than
those who are based in Mainland China. Moreover, most students felt that Chat-GPT increased
their motivation to continue learning English independently outside the classroom. Therefore,
they were willing to invest time and energy to learn how to use this tool more effectively.

Monika and Suganthan (2024) analyzed the role of Chat-GPT among engineering students
who are learning English in Vellore district, India. The researchers used an online questionnaire
to collect data from a total of 526 participants. The sample was varied in terms of gender, age,
skill level, and prior experience with technology-assisted language learning. The authors, based
on the participants’ perceptions and use of Chat-GPT, aimed to assess the impact of this tool on
students’ overall English language proficiency and its impact on vocabulary acquisition in
particular. Among the main findings in this study is that half of the participants considered Chat-
GPT to be a time-efficient way for practicing their different skills. About a quarter of the

participants felt they could express themselves better thanks to the tool’s support. They even
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considered the input they got to be authentic. A substantial number of participants affirmed that
their vocabulary improved. As such, Chat-GPT helped a lot of students overcome some
challenges they face in the classroom and recommend that other English learners use it.

Chat-GPT is often associated with writing assistance. Bibi and Atta (2024) studied Pakistani
students’ perceptions, experiences, and levels of satisfaction with regard to Chat-GPT as a
writing assistant for their English writing assignments. A total of 150 undergraduate students
were surveyed using a questionnaire. Not only did the participants display positive attitudes, but
they also considered Chat-GPT to be a credible and trustworthy tool which could help them write
quickly, effectively, and even artistically. Confidence was also another thing students could gain
from using the tool. However, most of the participants were aware that there were certain
drawbacks as well. For instance, the content sometimes may not make much sense. At other
times, it may need cross-checking. It was emphasized that if Chat-GPT is not used responsibly
and effectively, it would rather end up being counter-productive and negatively affect students’
writing abilities.

Muniandy and Selanathan (2024) investigated the potential of Chat-GPT as a partnering tool
in developing speaking skills among ESL university students in Malaysia. Forty students
completed an online survey questionnaire and 20 of them were also randomly selected to
participate in focus group interviews. Both quantitative and qualitative data revealed that
ChatGPT played a crucial role in boosting students’ confidence to speak. The participants
reported that the responses they often get were clear, straightforward, and comprehensive, and
hence allowed them to enhance their speaking skills. It should be noted that the current versions
of Chat-GPT do not support voice conversations. However, students can indirectly develop their

speaking skills even by interacting with Chat-GPT using text only, which is what the authors



50

mean here by Chat-GPT’s potential to help learners develop speaking skills. When learners have
chunks of language generated by Chat-GPT, they could transfer them into real life situations.
Concerning the drawbacks, students cited the issues of validity and reliability of input. It was
concluded that the benefits outweigh the negative impact of Chat-GPT.

Omar et al. (2024) studied the impact of using Chat-GPT as an English learning facilitator
among Jordanian university students. 150 students aged between 19 and 22 participated in this
quasi-experimental study in which the intervention of using Chat-GPT for one hour a day lasted
for four weeks. Pre- and post-test results indicated that Chat-GPT had a notable and positive
impact on learners’ language competence in the experimental group. This was attributed to
characteristics like Chat-GPT’s real-time feedback and customized learning exercises. More
importantly, it was noted that learners who used Chat-GPT became more enthusiastic to learn
and developed positive attitudes towards English language learning. Given the importance of
English internationally, it was recommended that Al tools such as Chat-GPT be integrated into
English courses in Jordan.

To summarize the aforementioned section, Chat-GPT has the potential to help learners
develop all the different language skills such as writing, reading, and speaking. It can be
especially useful for vocabulary learning. In addition to linguistic affordances, Chat-GPT can
contribute to learners’ cultural competence. However, critical thinking and verification of content
and language accuracy must always be present. Interestingly, increasing learners’ confidence and
preparing them to express themselves in the target language (English) were highlighted in most
of the studies. It should be noted that all the findings in both the teachers’ and students’
perspectives sections are based strictly on research carried out in English as a second or foreign

language contexts. Research on other languages such as Spanish, Chinese and Arabic is lacking
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or non-existent. Therefore, the focus on Arabic in the practical part of this paper is intended to
steer future research into filling this gap and contributing to research on Al and SLA.
Chat-GPT: Arabic L2 Applications
This section is by no means intended to be an exhaustive and comprehensive explanation

of how Chat-GPT can be used to support L2 teaching and learning. It only aims to demonstrate
that there are indeed promising potentials and affordances we should not deny ourselves of as
teachers and students just because this tool comes with certain challenges and pitfalls. I believe
that the principle of eclecticism has always served teachers well even when it comes to
approaches and methods of teaching. We know, for example, that the audiolingual method could
not help prepare students who are communicatively competent. However, we may still find some
of its aspects useful even nowadays (e.g., repetition is still key for learners to recall and retain
new vocabulary). I argue that Al tools such as Chat-GPT be viewed and treated in the same way.
In other words, we as teachers should be eclectics and not rejectionists. Having said that, one
should not be blind to the challenges that these tools come with. This section will be divided into
two parts: applications from teachers’ perspectives and applications from students’ perspectives.
Figures are used in Arabic on purpose, as I believe learners should be taught to interact with the
tool in the target language. However, full English translation, by Chat-GPT except where I
indicate otherwise, of these figures is provided. Again, this is done for the purpose of
demonstrating Chat-GPT’s abilities in the area of translation.
1. Teachers’ Applications

A. Lesson Planning and Creating Teaching Material Based on ChatGPT-4

Recently, I was tasked with teaching a lesson about prepositions in Arabic. I spent some time

thinking about the best way to present the most common prepositions such as to, in, with, on and



52

from. Given that the textbook does not start with any text or examples that model the use of these
prepositions before students could do a gap-filling activity, I decided to seek Chat-GPT’s help.
As a teacher, I could definitely compose a text that employs these prepositions, yet I wanted to
see if Chat-GPT was able to save me some preparation time. In fact, I even decided to upgrade
the experiment to have Chat-GPT include not only a text for the presentation stage, but the whole
lesson plan and activities I would need. The lesson plan was designed based on Chat-GPT’s
suggested activities. Only minor modifications were carried out to demonstrate how Chat-GPT
can save teachers a lot of time and effort in their planning. For instance, although I rewrote the
learning objectives in my own words, I still kept the meaning as suggested by Chat-GPT. I also
added the visuals in the beginning to activate students’ prior knowledge as to the theme of the
story and at the end where students were asked to work in pairs and compose a story using the
learned prepositions. Visualized below is the Arabic version of my lesson plan. For the English

version of the lesson plan, please visit Appendix 3.
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Lesson Plan guall 4ad
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(mistakes are highlighted in red and corrections in red)
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My first prompt in the process was “I am an Arabic teacher. I will be teaching prepositions to
intermediate students. I want some help with my lesson planning and I want you to identify two
lesson objectives”. In response, Chat-GPT suggested that students would be able to: 1) know
prepositions in Arabic, and 2) use these prepositions correctly. In addition, Chat-GPT suggested a
lesson plan that generally aligns with the conventional PPP model. First, the presentation stage is
where the teacher presents the target prepositions through examples. Second, the practice stage is
where students are given some gap-filling activities. Finally, the production stage allows for
more free practice. Since no activities were given, I had to give Chat-GPT prompts to suggest
activities for each part of my lesson instead of just listing the stages of the lesson plan.

Being aware that Chat-GPT or any other Al tool cannot be a pedagogy, it is important for me
to make sure that it is pedagogy that drives this tool and not the opposite. Thus, I thought of
planning my lesson in consonance with the PACE model (Adair-Hauck & Donato, 2016) which I
had learned about in my SLA methods class. According to this model, the teacher presents the
target structure through a story (presentation stage), then invites students to attend to meaning
and form (attention stage) which is usually facilitated by the use of visuals. In the third stage, the
teacher and the students work together to explain the grammar structure and its use (co-
construction). Finally, the students use the target structure to complete a task that is related to the
theme of the lesson in a communicative manner (extension stage).

With the model above in mind, the second prompt in my attempt to get some relevant story
was “I need a short story that uses the following prepositions: in, fo, on, with, from, for and by”.
Overall, the text generated was appropriate in terms of language. My students could easily get
the gist of it and, as a result, that allowed them to pay attention more to the target structure

instead of being confused and distracted by a myriad of unknown words. It is worth mentioning
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here that the PACE model shifts attention to form only after meaning is constructed. Likewise, it
should also be noted that there were very few mistakes and I corrected them prior to handing out
the text to my students. As shown in the lesson plan above, the mistakes are highlighted in red
and the corrections in blue. For example, the dual forms of the verbs started and read
respectively are )2 and ) 2 instead of '~ and 13 . The other ones are more syntactic in nature
as in Yahya said and Mohamed replied where the verbs should precede the subjects: Thus, they
should be written: > J8 and 2ess sl instead of J& as and laf 2ass,

After the story, I asked Chat-GPT to provide me with three practice activities as follows: “I
need three practice activities”. The first one was a gap-filling activity with four sentences (the
first activity is the one under the co-construction phase as indicated in the lesson plan above.
Since I was not specific enough in terms of the number of sentences and the prepositions, |
decided to just add three more on my own (sentences 5, 6 and 7 as highlighted in green).

The second activity had incorrect uses of some prepositions and students were asked to
correct them. I did not make any modifications to this one (activity two under the co-construction
phase in the lesson plan above). In the third activity suggested by Chat-GPT (activity one under
the extension phase in the lesson plan above), students were asked to come up with their own
sentences using the prepositions given. This was supposed to be a free practice/production
activity. However, since it is too conventional an activity, I prompted Chat-GPT for another
production activity. My prompt for this one was “I need an activity that allows for free
production of prepositions”. Then I liked the idea of cuing students to produce a short story using
the learned prepositions based on pictures. This created some variety in my lesson and helped

students to talk more.
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When students are not given any cues and are just asked to produce sentences or a short
story, they may end up spending a substantial amount of time in silence trying to figure out what
to talk about. When they have pictures, they just need to put those pictures into words and try to
use as many prepositions as possible. So, I used Google images to find some pictures that
revolved around previously seen themes (e.g., going on a trip to the beach and going shopping as
shown in the end of the lesson plan). In brief, I felt the lesson went well and I saved a good
amount of time thanks to my new teaching assistant, Chat-GPT.

B. Other Teacher Applications

There are various other ways that Arabic teachers can use ChatGPT-4 as an assistant. It is often
the case that the reading passages in our textbook are too long and/or too difficult for students to
understand. Sometimes, they simply may not be as relevant to the students’ real life. While it may
be easy again to find a better text on the Internet, teachers would be still faced with the time-
consuming task of creating comprehension questions. That’s where Chat-GPT comes in. In the
forthcoming figures 1, 3 and 4, I demonstrate how teachers can simply copy and paste their text
and prompt Chat-GPT to generate any type or number of comprehension questions depending on
the objectives of the lesson.

Figure 1. Sample reading comprehension text.

@ You

Sau sl @bl doas Jlmo (b Greslaill Caillssll 1aagi grelibuoVl S Sy Ja
AainyT ) dzlo LiS) . axleill Jlrs (b orelibio VUl S350 Jleall jgall Jalaii of lilSel as) al dasazll
wrclibh A 1S3 gy ole 8,080 agall ¢ Llusdl clley Ja liss Jl5aully .ase Jolnill &1415s allasiwl

Say sl dalll dess Jlre (b draslnill caillsglly oyuili sae Log SUmally lide g7 ail 5i aguzgis

)27 @uiaT Tlz ey lgallagg lags @2l wicgiuwi goly clivil 1 tda2ll drwgzy (aelibusl Sl (uisy
a2l go Jolzil e o Luidl 6,45,

Wiz g bVl G jasdu 3 (rigyiSIVl g2l @G5aell wayms &L ") 99" goliy Jlasiwl wiy=> oo JSo
aslly &SIl quznd o lags 6500 bl relibusMl 53l jalse 32l sis (ani lgzaizail sl
Ligeo lg=l,3ls anll & )58l daz)illy cpadyl ammall 23 Gl canl.du,=ll




58

In fact, not only can ChatGPT design comprehension questions for teachers, but it can also
translate it into English if teachers or students need that. When I asked “can you translate this text
into English?”, the result was:

Figure 2. English version of the sample comprehension text as translated by Chat-GPT.

ChatGPT
Certainly, here's the translation of the text into English:

Artificial intelligence has become an integral part of education today. However, we need to use it
wisely and effectively. The question is: Do we have the ability to guide and control artificial
intelligence efficiently, or has it already surpassed us? And what is its impact on educational jobs

in the field of Arabic language service?

Artificial intelligence deals with language computing; that is, creating programs that understand

language comprehensively and produce technical outputs that rival human ability to deal with

language.

Anyone who has used the "Word" program for writing knows about the electronic grammar
checker that identifies errors and alerts the writer to correct them. Yes, this is one of the simplest
forms of artificial intelligence in terms of correcting writing in Arabic, in addition to the digital

dictionary, and the immediate translation of '~nguage and its output in audio.

As evidenced in the figure above, Chat-GPT’s translation abilities, at least for non-literary
texts, can be surprising. One major implication here is that future research focusing particularly on
translation is needed (e.g., Chat-GPT use among professional translators or students majoring in
translation).

As far as my prompt for comprehension questions based on the text above are concerned,
I asked Chat-GPT to “give me three questions: one true/false question, one multiple-choice
question, and one open-ended question”. I asked for one question only for the sake of
demonstrations, but teachers can ask for as many as they need. Likewise, if the questions are not
satisfactory and they do not seem to tap into what teachers want to measure, these questions can
either be adapted by the teacher or the teachers can prompt Chat-GPT again in accordance with

the exact types of questions needed.
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Figure 3. Prompt for designing comprehension questions.

Syl sasie Jlgwg Uas gl mazuay dylzl Jussy Jlgaw sods oS agall @il as ol 2 4585 ol elie ol
zoiso ‘_J|_§_u13_

ChatGPT
aills gll e ayuilig (relibusl <83l Jg= atoss il Loill §leil ags dliwl arawad GSa zabll
aliwll Go goi JSI Ulie ) dyyy=ll @2l doss Jlxo (b dral=ill:

Uns ol muzaay L2 Judy Jlgan
JI3aull:
This (sg2ll zimaill e dyy=ll d2ll Jlaes (p6 pelibholl 851 g5 paiay Ja

L=y

The figure above contains my prompt in Arabic and the first question (T/F). As can be seen,
Chat-GPT gives the answer key as well after each question. The figure below shows the other two
questions along with the right answers.

Figure 4. Suggested comprehension questions along with their answers.

Shb=)l dasnie Jlgau:

JNgannll:

Saalll Jloo ad reliba Ml IS5l ay iz 3l Lo

o gaill el,d bhas malaioad mely clai] (0.

3iai le ytay lgallnig lags dalll wac giuad aolyy clasi] (.
app=dl dalll aasiug duigyistl walall 4 odad (=

dpsy=ll dallly duigyasll gélge maoaad (.

l=zyi:

& Lz ey lgallnsg logs dslll wac giw golys elanil (.

Zoifo Jlguu:

IN3mnallz
TR o o e DR e T ] 6 T 1 TS | S | I e I T e el e e i
Sagails sl Tauags JSuiu i o9 aia

andgiall aul=MI:
droal=ill dila=ll ,b Jle=s JSudu a=es JiM= o relibo)l IS5 plasil sadni Grelsoll Sos
SaBaig iy o=l cUa=Nl ;u=mi dplelad G led eudii b delisiwl HSe elmall e JpoaS Lurlg Bacluus
b relibaoil clS 3l o Balaiwl] Grelmoll SSoy oS elgiuel lasg wlls JSI) douono dpoplmi «iyles
Seimall porasis @il 8397 Gaumd b e luay Loo 1y 96 dnzly dudaT eyaiie oAl elal Jal=s
aaihlge ja3mi Gaeluall nle camy oS ] @byl o lls JS lhasg Tl
Bolaiullg diarlaill dilanll (b Jlas JSidiy Clgalll 63t mes wrole 1 5505 IgigSul draalnillg dizglgisill
sasill juSaillg dpgalll cdliall lhlge uekail | L

The sample of reading comprehension text [ used was taken from Aljazeera (

https://www.aljazeera.net/culture/2023/9/11/ scluall-sSNI-4y »11-421l1) The suggestions were

relevant and appropriate. Even when they are not, teachers are always encouraged to make
changes as they see fit. Furthermore, if the original text is deemed to be difficult for students,

Chat-GPT can help scaffold it. I was generally satisfied with the result when I prompted Chat-


https://www.aljazeera.net/culture/2023/9/11/%D8%A7%D9%84%D9%84%D8%BA%D8%A9-%D8%A7%D9%84%D8%B9%D8%B1%D8%A8%D9%8A%D8%A9-%D8%A7%D9%84%D8%B0%D9%83%D8%A7%D8%A1-%D8%A7%D9%84%D8%B5%D9%86%D8%A7%D8%B9%D9%8A
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GPT to do so as the key ideas were not taken out and the text was made simpler and easier as in
figure 5 below. My prompt was “can you help me paraphrase this text in simpler words that
Arabic beginning learners can understand?”.

Figure 5. Sample comprehension text paraphrased by Chat-GPT.

dags guisiiall dnyull @2l palsis e Jgan bl glul paill itls ycke asTil:

o st Jlgull Bagiog @S5 diy yby dolaiwl (] zlizi pgall aplsill (b lage 252 zuol (elibuoll (Sl
wle 135 aSg Tlio g5l aral dil pl iz Sy dolaxiulg pelibusll (Bl (1 aS2ill (e g)0l8 =i
Sau =l dalll G galey Gudll Lolaalll

Sall "3y g9" zalip Jio uiSi Loaic elasill Lyisy o abiug g <ilell ags (b acbuy relibuoll IS4l
Lis Yoy alSiy g 5351 Slad (I Jazlly SlalSll daz i (pb Lifackue Gayl aiSay .dy =l dallly &S0l zouay.

This paraphrased text, if compared to figure 2 above, is made simpler and more precise. It

can be translated as:

Artificial intelligence has become an important part in education today. We need to use it wisely and usefully.
The question is: are we able to control artificial intelligence and use it effectively or has it become more
powerful than us? And how does it affect people who are learning Arabic?

Artificial intelligence helps with learning languages and it can pinpoint mistakes when we write. The example
of Word that corrects our writing. Artificial intelligence can also help us in translating words and sentences.

Another fascinating method through which ChatGPT-4 can help teachers make texts more
accessible and comprehensible is by creating related visuals. While I did not ask Chat-GPT for a
picture related to artificial intelligence, I did say that “I want a picture of a group of people
wearing different clothes with different colors.” Although ChatGPT-4’s abilities in this area need
even more improvement, sometimes teachers can get useful pictures. This can also be done for
teaching vocabulary, not just to add visuals to a reading passage. The picture below, for instance,
can be used to teach vocabulary related to clothing and colors (a lesson that intermediate Arabic

students have, for instance).
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Figure 6. Image generated by ChatGPT-4 following my prompt.

@® You

dalixe olellg daline Luile Geuuls Sulill o dcgans yglai )90 )l

xﬁ» ChatGPT

Here's an image showing a diverse group of people wearing a variety of clothing styles and colors.

They're standing together in a friendly pose, reflecting diversity and inclusion

As can be seen in figure 6 above, the picture’s effectiveness does not only lie in the fact
that it meets the criteria specified in the prompt (i.e., variety of clothing items and their colors),
but also in the recognition of the importance of diversity and inclusion as highlighted in the
caption under the picture.

2. Possible Student Uses

As there are different ways that teachers can use Chat-GPT for brainstorming lesson
plans and activities, students can also benefit from this tool in various ways. When I asked Chat-
GPT whether it thought (although it has not yet developed that skill yet), that Arabic learners can
benefit from it and how, the answer was as visualized below:

Figure 7. Chat-GPT's response as to how Arabic learners can benefit from it.
1 FeayS Tulio lgagaiuny of oSey dpy=mll dalll golsio ol sdinty Jo
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>, Llgiwylowo Swos dalolsi waslgog Guyled calls gl 83ame dliwl 2 3b Guclmiall So; i Garkills sy looll
195l agil)lge Cram=il.
5. @giliS =il Seliy uls=Mo aadis lgistiss il hiadlls Jdazll aumad (riiSas w5 Us=llalls semuaill
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Loe «iualllg &t cdusyall dslaill e Tloglae aidi geiiSay dalll alad J] dslsa)l :du,nll dslatll ags
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wlaldsUl rilmoy §laid CUlS clgaw ddnlll o= Esame dliwl 2 4o Grelaiall Sey :@liwill e dleVl
el jae gl damAlins Ml Sl bs)l Ldies M elasiwl.
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ChatGPT
Certainly, Arabic language learners can benefit from me in several ways. Here are some examples:

. Learning Grammar and Vocabulary: | can provide explanations and examples of Arabic grammar
rules, in addition to expanding vocabulary in a targeted manner according to their levels.

. Practice and Application: Learners can ask specific questions or request exercises and
communicative situations for practice to improve their language skills.

. Correction and Feedback: | can correct sentences and paragraphs they write and provide
constructive feedback to improwve their writing and speaking.

. Understanding Arabic Culture: In addition to language learning, | can provide information about
Arabic culture, traditions, and literature, which helps to deepen the understanding of the
language within its cultural context.

5. Translation and Linguistic Comparisons: | can help them translate texts from and into Arabic and
explain the differences between Arabic and other languages, enhancing their understanding of
comparative linguistics.

. Answering Questions: L earners can pose specific questions about the language, whether it

relates to the meanings of words, the use of tenses, idiomatic expressions, or anything else.

All these methods are very effective in aiding the learning of the Arabic language and improving

the level of understanding and usage of the language in an enjoyable and interactive way.

Just as many studies in the literature reviewed in this paper indicate, Arabic language
learners can also practice different language skills with the use of Chat-GPT. As one of my
students reported, Chat-GPT can correct their writing assignments by providing better word
choice and structures. However, it should be noted that while correcting most of the mistakes,
Chat-GPT is likely to create some new ones in the process (something my students and I noticed
in class). This supports the view that human teachers will still be needed. Chat-GPT can also
help learners translate texts and new vocabulary. While it says it cannot engage in audio
conversations, Chat-GPT can still function as a conversational partner through writing. In
addition, students can practice their reading comprehension as they are provided with different
texts and summaries and analyses of literary works. However, it must be noted that students need
to be more responsible and critical than before with regard to the reliability and validity of
information obtained. Since culture is part and parcel of learning a language, students can get
insights about different aspects of the Arab culture such as art and customs.

What is more is that Chat-GPT is a flexible tool that can be adapted to cater to different
levels and needs of learners. When I asked what category of Arabic learners would benefit more

from using Chat-GPT, the answer was as follows:



Figure 8. Chat-GPT's response as to what category of learners can benefit from it the most.
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ChatGPT
All learning categories can benefit from interacting with me, but the way and the level they can

benefit vary based on their linguistic experience:

- Beginners: They can benefit significantly by learning basic vocabulary, simple grammar, and
short sentences that help build a solid foundation for the language. | can also offer interactive
exercises and pronunciation basics, making it easier for them to start their language learning
journey.

. Intermediate Learners: Those at an intermediate level can greatly benefit from targeted practice
and deepening their understanding of more complex grammar and specialized vocabulary. | can
offer exercises focused on improving reading and writing skills and enhancing the ability to
communicate clearly in the language.

. Advanced Learners: Advanced learners can enhance their skills and broaden their knowledge by|
delving into literature, complex articles, and discussions that require a deep understanding of
cultural and linguistic aspects. | can also help them refine their writing and speaking skills to

reach an academic or professional level.

Additionally, | can provide customized assistance based on their individual needs, whether
focusing on improving a specific skill or understanding a particular aspect of the language or
culture. Therefore, | believe the benefit one can get from interacting with me largely depends on

the learner's goals and how they use the available rescurces.
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Beginners can use it to learn the basics such as the alphabet, common expressions, and/or

vocabulary. Intermediate learners can interact with it to practice reading and writing, understand

texts that are a little difficult, and improve their grammar. As for advanced-level learners, they

can discuss topics related to literature, poetry, cultural history, and scholarly articles.

In fact, even by having students share what they learned with the help of Al tools such as

Chat-GPT, learning will be reinforced. As Seneca says, "he who teaches learns" (qui docet
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discit). When learners know that they will need to teach others, they will make more effort and
their noticing level of both meaning and form will likely increase. Therefore, I would venture to
say that sometimes it does not matter if students complete their entire assignment using Chat-
GPT given that they will still likely have some linguistic gains. For example, they can pick up
expressions generated by Chat-GPT and they may be able to pay attention to grammatical
structures (form). In addition, as they explain what they learned to others in the classroom, there
will be more discussions and questions raised on their classmates’ part. In other words, Chat-
GPT’s product can function as a springboard for students’ actual output in the classroom.

My intermediate Arabic students find Chat-GPT particularly useful with regard to
thematic vocabulary. Our textbook does not provide a list of vocabulary related to the themes of
the units. Instead, the lists include miscellaneous vocabulary. Now with Chat-GPT, they can
easily have access to lists as preferred. The figure below is an illustration of 20 words related to
shopping.

Figure 9. 4 list of vocabulary items related to shopping as suggested by Chat-GPT.

ChatGPT

duyall @82l Fewill g gubgas dSle lg dalS 20 o dniV ely]:

Bgiill (Shopping)

Bl 335, (Shopping Mall)
Ggaull (Market)

Bl & )c (Shopping Cart)
- =il (Seller)

N0 0 AN R

s3]l (Customer)
Lxiiall (Products)

4 gy=ll (Offers)

. Olayazill (Discounts)

0. )lzwlll (Prices)

. clpid| (Purchase)

2. gyl (Sale)

3. gullall (Clothes)

4. @3=Vl (Shoes)

5. OligyisIy (Electronics)
5. gsll (Payment)

7. bysilall (Bill)

. Juogill (Delivery)

9. glziwVl (Return)

20. ,lewll &j)lio (Price Comparison)
v
Slaiially Slilasll GJ] polailly (Sl s «Gguill oo dalise ciilgz (asi SlalS) sin.
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As a teacher, I feel that indeed learners would miss on a lot of related vocabulary without
such lists. Despite the frequency and importance of some of these vocabulary items, they may
not appear in the reading and listening passages which often focus on something else not even
related to the theme of the unit. Chat-GPT’s lists can fill this gap. I felt that Chat-GPT often
generates a good selection of vocabulary in terms of frequency.

With regard to writing, I would encourage students to use Chat-GPT for models,
especially when they will be required to talk about their experience/perspective. In this case, the
models will provide them with the basic structures and vocabulary needed, but they will still be
obliged to transform and personalize the content. And as they do, a lot of learning will inevitably
take place. In the following illustration, Chat-GPT provides a writing sample about an American
student’s experience in Iraq.

Figure 10. A writing sample about an American student in Iraq as suggested by Chat-GPT.

ChatGPT
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This story can be translated as follows:
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A twenty-two years old American student called Emma had a unique and inspiring experience in
Iraq. Majoring in Middle Eastern Studies, Emma chose Iraq for her carrying out her field research
about “The Influence of Music on Iraqi Society After the War”. Emma was fascinated by Iraqi
culture and excited to dive deeply in it. She aimed to understand how music can function as a tool
for healing and communication among people.

Among the things that she admired in Iraq were the locals’ immeasurable generosity and hospitality.
They were always ready to help her, whether to guide her to where she needs to be or by inviting
her for eating dates and drinking tea. She was mesmerized by with the popular Souqgs and their
colors, smell, and hustle. In these Souqs she could find everything, from handcraft souvenirs to
flavorsome local dishes.

Given her major, Emma spent a lot of time attending local music festivals and talking with
musicians. This helped her gather rich data for her research. She was fascinated by the in which
Iraqi music reflect the emotions and experiences of the Iraqi people.

Despite these positive things, Emma also faced various challenges. Chief among these was
language. Although she had studied Arabic at the university, Emma found it difficult to adapt to the
local Iraqi dialect. Other challenges were related to transportation and safety, especially in areas
which are still recovering from the aftermath of conflicts. However, Emma’s determination and
flexibility along with the support of locals and her sponsoring organization helped her overcome
these challenges.

Emma’s journey was not only about research, but it was also a profound personal journey. She
learned a lot about human strength, flexibility and how art can be used to overcome life’s challenges
(my translation).

Of course, none of my students will have the exact same information (name, major, age,
origin, what they learned, and what challenges they faced, etc.) All of this will need to be
adapted to the students’ real information and experience. However, there are cases when it is
hard, if not impossible, for the teacher to determine if the product is completely Al-generated.
Here again, teachers should simply find different ways to have students actually reflect on the
content and use their critical thinking skills. They may be asked to make presentations using
different modes to reinforce learning instead of having them merely submit their writing
assignments.

As far as cultural content is concerned, I was marveled at the response generated when
one of my students wanted to know about famous dishes in Morocco. In the figure below, Chat-
GPT identifies 6 main dishes. However, users can specify any top number of dishes they would

like to know about as well as any other specific details. For instance, they may want to know
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only those dishes related to a certain region within Morocco, or only those which are common on
a given occasion (e.g., weddings).
Figure 11. A4 list of famous Moroccan dishes as suggested by Chat-GPT.
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ChatGPT
Moroccan cuisine is rich in flavors and diverse dishes that reflect various cultural influences,
including Amazigh, Arab, Andalusian, and Mediterranean. Here are some famous Moroccan

dishes:

Tagine: One of the most famous dishes in Morocco, it comes in many forms. Tagine is slowly
cooked in a distinctive clay pot of the same name and may include meat (such as chicken, beef,
or lamb), vegetables, olives, and spices.

Couscous: Considered a staple in Morocco and traditionally served on Fridays. It consists of small
semolina grains steamed and served with vegetables and meat

Harira: A nutritious soup that contains tomatoes, lentils, chickpeas, and meat. It is usually served
as part of the meal to break the fast during Ramadan

Pastilla (Bastilla): A unique Moroccan pie that combines sweet and savory flavors, filled with
chicken or fish, almonds, and topped with powdered sugar and cinnamon.

Msemen (Baghrir): Known as the thousand-hole pancake, it's a type of light, spongy bread

usually served with honey and butter.

5. Zaalouk: A Moroccan salad made from grilled eggplant and tomatoes, seasoned with herbs and

pices.

As we can see in this example, not only did Chat-GPT correctly identify famous
Moroccan dishes, but it also provided a succinct description of each one of these dishes. In the

case of couscous (2), and Moroccan soup (3) Chat-GPT interestingly highlighted the temporal
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context of these dishes: the former being associated particularly with Fridays and the latter with
Ramadan (the month of fasting). Other dishes mentioned are tajine, pastilla, and zaalouk (see
figure 11 in Appendix 2 for English translation).
3. Chat-GPT Across Languages

So far, the overwhelming majority of studies conducted on Al and language instruction is
done in the context of English. Thus, even if the tool proved to have more advantages than
challenges, we cannot assume that it is equally useful for all other language teachers/learners.
Even Chat-GPT knows this very well as we can see in its response to my question in this regard:

Figure 12. Chat-GPT's response as to whether its abilities in Arabic are the same as in English.
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ChatGPT
My capabilities in processing languages and generating texts largely depend on the data available
for me to learn from. Given that the training invelved vast amounts of texts in English, my ability to

understand and generate texts in this language might be stronger compared to Arabic.

However, | also have the capability to effectively handle Arabic and other languages. The main
difference lies in the extent of diversity and depth in the data available in Arabic compared to
English. English may contain more resources and diversity in topics and styles, leading to a

deeper understanding and greater ability to generate proficient and varied texts.

For Arabic, | can provide good and effective assistance, but there might be challenges related to
linguistic complexities such as syntax, verb conjugation, and nuances in meanings that may
require a deep understanding of context and culture. Despite these challenges, | can offer
significant support in language learning, answering questions, and providing useful information

related to the language and Arabic culture.

In summary, while my capabilities in English might be stronger due to the rich and varied data

available, | also possess the ability to efficiently handle Arabic and can offer valuable assistance to

learners and users interested in it.
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To summarize the above, I asked if we could consider Chat-GPT'’s abilities in Arabic to
be tantamount to its abilities in English. The answer was that its abilities differ significantly
depending on the quality and the quantity of the training data available. Arabic, according to the
tool, is also characterized by its complex structure and great dialectal variation. Based on this,
my next natural question was how to improve its performance and abilities.

Figure 13. Chat-GPT's response as to how its abilities in Arabic can be improved.
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ChatGPT
Improving my capabilities and performance in Arabic can be achieved through several methods,
most of which relate to how the language modeils | use are updated and trained. Here are some

possible approaches:

Expanding the Training Data Base: Adding more diverse and high-quality Arabic texts to the
database I'm trained on can improve my understanding of the language and increase my ability
to generate natural and accurate texts.
Learning from Interactions: Interacting with Arabic-speaking users and learning from the
questions posed and responses provided helps improve my ability to comprehend inquiries and
offer useful answers.
Continuous improvement through Feedback: Receiving feedback from users regarding the
accuracy and quality of responses can help identify areas that need improvement and adjust the
training accordingly.
Using Advanced Deep Learning Techniques: Applying the latest techniques in machine learning
and deep learning can contribute to improving my ability to handle the linguistic and cultural
complexities of Arabic.
Focusing on Dialects and Regional Uses: Expanding the training to include different Arabic
dialects and regional uses can increase my effectiveness in communicating with Arabic speakers
from various regions.
Collaboration with Linguistic Experts: Working with linguists and specialists in Arabic can
provide valuable insights for improving training and enhancing the accuracy of language
handling.

Through these strategies and continuous improvements, my capabilities in Arabic can be

enhanced in line with developments in artificial intelligence and user needs.
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Again, according to Chat-GPT it is important to increase the amount of training data in
Arabic and diversify the sources/genres of texts. In addition, algorithms need to be improved so
that better understanding can take place based on context. What I liked the most is the fact that it
also says that linguistics experts are needed to evaluate its performance and provide feedback for
improvement. This all boils down to the fact that Chat-GPT should be used as a supplement or
tool and not as a replacement for a human teacher.
Concluding Remarks and Takeaways

It is worthwhile reiterating a key point that was stated in Gao et al. (2024) in the literature
review which was that the integration of LLMs such as Chat-GPT does not necessarily require IT
personnel, but it rather depends on teachers’ motivation and initiative to try any
innovative/emerging tools. In other words, teachers should not deny themselves and their
students the affordances of a given tool on the grounds that there is no technology staff to help
train them. It is true that such training, if existent, will be helpful and optimize the gains.
However, teachers can still take small steps and experiment with new tools. Perhaps when they
do, they will find out that they are not as complicated and that they do serve as a support in many
different ways. Even when it comes to pedagogies and teaching approaches, teachers are not
taught everything. They continue to learn and understand the merits and drawbacks of each
approach as they apply it. Then they keep what works well for them and adapt or change what
does not. Again, not knowing everything about Al tools may be a positive thing in the sense that
it will maintain the idea of collaboration among teachers. We should not let Al make us think that
we do not need collaboration with other human teachers anymore. It should rather lead to more

collaboration.
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From learners’ perspectives, I believe that compared to learners of some languages like
English and Spanish, learners of Arabic as a foreign language oftentimes do not have access to as
many resources to practice the language and learn more about Arab cultures. Additionally, since
nobody speaks standard Arabic as a native language, it is even harder for students to practice it
outside the classroom. Therefore, Al can contribute to bridging this gap despite its challenges. By
calling for the use of Al tools such as Chat-GPT, I do not advocate for a 'blind' kind of
implementation. The fact that these tools are not perfect and have pitfalls is actually a positive
thing in two ways. First, it means Al is not going to relegate human teachers to an inferior
position or get rid of them altogether. Second, it means that students will still have to be critical
when and if they use Al. In my demonstrations throughout this paper, I purposefully posed my
questions in Arabic as [ wanted to suggest that just by the sheer fact of having students use
ChatGPT in such a way, they will already be practicing their language. In other words, the
process of writing different prompts in the target language is conducive to learning. Therefore, I
believe students should be encouraged to interact with the tool using the target language.

Today, Al tools are increasingly penetrating every aspect of our lives. Therefore, the
implications of Al extend beyond classroom walls. When they graduate, our learners will most
likely join industries and workplaces that are Al-centric. Therefore, if foreign language
instruction does not take that into account, it may well be the case that we are not adequately
preparing learners for life. I hope to have shown that integrating new Al tools is a must if we are
to keep preparing our students for real life where Al literacy skills are pivotal. However, we have
to do so appropriately. That is, we need to make it clear that these tools are here to be used
critically, responsibly, and in such ways that do not take the human aspect out of the

teaching/learning process. After all, we do not want everyone to become machines. As
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emphasized in all the studies reviewed in this paper, Chat-GPT should be merely used as a
supplement for L2 teachers and learners.

In closing, Al tools may also reinforce the notion of flipped learning. That is, students
will practice less demanding/lower-order skills (e.g., remembering and comprehending
information) on their own using Al tools. On the other hand, classroom time will be reserved for
more demanding/higher-order skills (e.g., discussion, application, and evaluation of information).
However, this may not be achieved intuitively. It will require more principled and informed use
of Al tool involving all education parties and stakeholders. In turn, this may result in a new
understanding of the notion of learning as a whole. Thus, questions like what learning is/means

in the age of Al may be timely for future research.
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STATEMENT OF FUTURE GOALS AND PLANS

Now that I have had the great privilege and honor of officially being an “Aggie” (a term
used to designate a student or alumnus of USU) with a master’s degree in second language
teaching, it is my responsibility to make my future shine brighter. First and foremost, it is my
priority to keep in contact with all the professors I knew by virtue of being a student in the MSLT
program, especially those who have been helping me and guiding me throughout every step in
the program and making sure I succeed. I will never forget their encouragements.

Second, I will seek different professional development opportunities to ensure my growth
as a teacher. I will attend conferences related to the field, for instance. I will also take part in
every possible language and culture fair/event to both learn about other languages and cultures
and also share mine. These opportunities are also a great venue to network and expand my
community of practice and exchange teaching practices.

Third, I want to continue practicing and improving all my “second” languages (e.g.,
French, English, and Spanish). In addition, it is my goal to learn at least one more new language.
Having friends and colleagues who speak those languages will definitely help me achieve this
goal. Therefore, I plan to maintain my contact with all the graduate instructors and adjuncts I got
to know in my program.

Fourth, it is among my major goals to boost my academic and professional skills. Thus, I
look forward to joining some doctoral program in the future and teach both language- and
content-oriented courses at university level. By the same token, I aim to contribute to research in
the field of SLA focusing particularly on technology and Al. Given that most of the Arabic
textbooks in use now are susceptible to becoming obsolete, I aspire to be part of designing a new

one that is more geared to todays’ needs.
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Finally, it is my dream to contribute to making our world a peaceful place for everyone.
As a language teacher, I believe I have the potential to make some great change in this regard
merely by inspiring students to learn other languages and the cultures associated with them. This
will lead to a better understanding of those who are different, yet equal. May Al also help us in

achieving this great endeavor!
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Appendix 1: A student’s sample written report about the virtual exchange project.
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Appendix 2: Translated version of a student’s sample written report.

For this project, | spoke with a woman from Egypt about Egyptian culture. Her name is Alaa EI-Gohary,
and she was very kind and extremely helpful. However, | was busy to meet with her often. We met on
Zoom on November seventh and talked together for two hours and a half! | really enjoyed our|
conversation.

First, we talked about learning Arabic language and my experience with it. She encouraged me to watch
Arabic films. According to her, some of the best films were released between 2010 and 2020. She likes
the films "Congratulations™ and "You're a Fly." She suggested | watch them during the Christmas holiday,
|if possible. She said many films are released during the occasion of Ramadan, and families gather to
watch them together to celebrate Ramadan. Ramadan is the biggest occasion in Egypt. The streets are
filled with lanterns, and everyone eats "fava beans" and "tamatem" (tomatoes). They have a big meal with
their families and friends at night for the iftar (breaking fast). Their lanterns feature famous TV
characters. The biggest night in Ramadan is the night when Gabriel visited Muhammad, and Muslims in
Egypt pray all night on this occasion.

After talking about Ramadan, we discussed food and spent an hour on it! In the morning, Egyptians
always eat "baladi bread" (local bread). Another breakfast food is "ful medames" or "taamiya" (known as
falafel in some other Arab countries). Breakfast is not as sweet as in America. They drink black tea with
mint and sugar, and coffee with milk. For them, breakfast must be light. For dinner, Egyptians eat "fatta"
and also "koshari." Fatta is a dish cooked on Eid al-Adha, but some people eat it all year round. Koshari is
a more famous dinner in Egypt. We talked about food a lot, but | don't have time to talk about it all here!

\We also talked about the weather and nature in Egypt. The weather is very hot, and cities are even hotter,
because they lack trees, but in newer cities, there are also many trees. Due to the heat, many people in
Egypt stay in their homes, buildings, or malls, where they have air conditioning (AC). When the weather
lis not hot, some people hike in the mountains of Sinai. Egyptian greetings are warm and easy, like "Salam
alaikum" (peace be upon you) and "Sabah al-khayr" (good morning). She talked also mentioned “fava”
but | don't know what this greeting means exactly.

Egyptian weddings are beautiful and usually increase in winter and spring. In fact, many friends of her,
friends are getting married now! | saw pictures of her friends' weddings. In Egypt, a man and his family
go to the woman's family to ask for her hand in marriage. This event is called "al-fatihah." When the man
and the woman are engaged, he gives her money or jewelry called "mahar." The groom must give the
bride a lot of money because he loves her. Then they have the "fatihah™ celebration. It can be in a cafe or
at home. After they are married, they buy a house and things for the house. Then they have the wedding
celebration. The groom wears a black suit, and the bride wears a white dress like in America. Usually, it's
lin a garden or a mosque. There's dancing and a lot of food. Caterers always help with weddings. Fridays
and Saturdays are the days for many weddings. Traditional Egyptian weddings are very festive, and the
men and women wear traditional clothes.

Unfortunately, although her and | talked in Arabic, | do not like to speak in Arabic because | am not good
at it. | know if | speak more in Arabic | will learn more, but | don't have the courage. But I learned a lot
from this project and | wanted to talk in Arabic. | wrote the article in Arabic. | learned a lot.

It was a very difficult and long journey, but it helped with vocabulary and grammar. | think the project
will be good for students in the future.
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Appendix 3: English version of the lesson plan.

Lesson Plan

Level: Intermediate
Time: 10:30 — 11:20
Grammar: Prepositions

Objectives:
1). Students will get to know prepositions and their importance in Arabic sentences
2). Students will learn how to use these prepositions correctly

Presentation: 5 mnts
1. The teacher shows a picture related to the theme of the text and asks students to describe
it and guess what the book is about.

2. The teacher then hands out the text blow. The text was produced by ChatGPT and
corrected by the teacher. This English version is translated by ChatGPT.

) ChatGPT
Yahya was sitting in the garden, reading a book about ancient history. His friend,

Mohammad, came from the library and sat beside him. Mohammad looked at the
book and said, "I'm also interested in this subject." Yahya shared the book with his

friend, and they began to discuss the fascinating information in it.

After a while, they talked about a possible trip to the Islamic Art Museum, where they
could see some of the artifacts they had read about. Yahya said, "l will plan this trip
online." Excitedly, Mohammad replied, "We should take our own camera to

document this visit."

The next day, they prepared for the trip. Yahya carried the map, and Mohammad

carried the camera. They were both excited for this journey, which would increase

their knowledge and provide them with a new experience. Before they left, Yahya
took the car key from the table and looked at Mohammad, saying, "This day will be

an adventure we won't forget."

(The story is translated from Arabic by ChatGPT)

Attention: 10 mnts
1. Students read the text and answer these comprehension questions:
e What was Yahya doing?
e Where did Yahya and Mohamed want to go?
2. Students extract all the prepositions from the text.
3.
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Co-construction: 15 mnts
1. The teacher asks students to look at the words/letters that follow these prepositions and
form a hypothesis.
2. Students do the following practice exercises:
e Choose the correct preposition to fill in the gap: from, in, to, on, by, for, and with.
He walked .....school.
The book is.....the table.
I talked ....the teacher about my grades.
The kids are playing....the park.
I was....my friend.
She draws beautiful drawings ....pen.
I will give this gift ....my mother.
orrect the prepositions in the following sentences
The picture is hung by the wall.
We are walking to the street.
The book is from the schoolbag.
They are talking about the movie in interest.

fpo TP AR Mo a0 o

Extension: 15
1. Students use the following prepositions to form their own sentences: with, about, for, and
by.
2. Students work in pairs and compose a story based on the following pictures:
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