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Abstract. The integration of Atrtificial Intelligence (Al) into English as a Foreign
Language (EFL) instruction presents new opportunities and challenges. While research often
focuses on student outcomes, teacher self-efficacy with these tools, particularly across
different educational levels, remains underexplored. Addressing this gap, this study
investigated the perceived Al self-efficacy of Indonesian EFL teachers at the primary,
secondary, and tertiary levels using a sequential explanatory mixed-methods design. Initially,
a quantitative survey (N = 150) using the Al Tool Teacher Self-Efficacy Scale (AIT-SES) was
administered. Analysis revealed a distinct hierarchy, with tertiary-level teachers reporting the
highest self-efficacy, followed by secondary and then primary teachers. Subsequent semi-
structured interviews with a purposively selected sub-sample explored the reasons behind
these differences, which are linked to factors like professional autonomy and divergent role
demands. Qualitative findings suggest that teachers perceive self-efficacy as both a catalyst
for pedagogical innovation and a tool for administrative efficiency. A mature form of efficacy
also emerged, striking a balance between confidence and a critical awareness of Al’s risks.
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Key influencing factors identified were direct mastery experiences, the quality of professional
development, and Indonesia’s national "Merdeka Belajar" policy, which serves as a significant
top-down driver for technology adoption. The study concludes that fostering teacher Al self-
efficacy requires more than just providing technology; it demands differentiated, practical
training and professional environments that support teacher autonomy and innovation.

Keywords: Atrtificial Intelligence, Educational Technology, EFL Teachers, Mixed-Methods
Research, Self-Efficacy

1. INTRODUCTION

Artificial Intelligence (Al) technologies have enabled the creation of systems that
perform tasks typically requiring human intellect. The rapid advancement and widespread
availability of these technologies have spurred significant growth, impacting numerous
sectors, including healthcare, manufacturing, and customer service. In the field of education,
the potential influence of Al has been met with both anticipation and apprehension (Grassini,
2023; Schiff, 2022). Early educational Al, such as intelligent tutoring and automated grading
systems, offered a clear benefit by reducing administrative workloads for teachers, allowing
more time for direct student interaction (Hopfenbeck, 2023; Zhang, 2024). These systems,
however, are considered 'narrow' because they have limited functionality and do not allow
for significant user customization.

The educational technology landscape has been further transformed by the
emergence of generative models, specifically Generative Pre-trained Transformers (GPT)
(Kamnis, 2023). Unlike the narrow systems, these models can produce sophisticated,
human-like text in response to user queries, with diverse applications ranging from drafting
essays to generating computer code (Liu & Li, 2024; Nurchurifiani et al., 2025). These
Generative Al (GenAl) chatbots differ fundamentally from earlier educational software, as
they operate in open systems, allowing for personalised, interactive experiences that
present novel opportunities to enhance both administrative and pedagogical processes
(Fltterer et al., 2023; Rudolph et al., 2023). Given their potential and accessibility, educators
are now urged to develop skills to leverage these tools for personalized support and active
learning (Zulianti et al., 2024). However, the successful adoption of any new technology is
heavily dependent on the human element. Research indicates that successful classroom
integration of Al is closely tied to teacher readiness and their beliefs in their capabilities. This
is underscored by findings that teachers remain concerned about the challenges Al poses
to assessment and its impact on student learning (Cope et al., 2021).

Central to understanding teacher readiness is the concept of self-efficacy, which
refers to an individual's belief in their capability to perform the actions needed to manage
future situations (Bandura, 1977). In an educational context, teacher self-efficacy refers to
a teacher’s conviction in their ability to execute a specific teaching task successfully within
a given context. This motivational construct is consistently linked to positive outcomes in
student achievement, instructional practices, and teacher job satisfaction (Friedman & Kass,
2002; Vieluf et al., 2013). Crucially, these beliefs influence a teacher's decision-making,
willingness to embrace innovation, and persistence in the face of difficulties (Narayanan et
al., 2023; Shu, 2022), and they directly correlate with improved student motivation and
success (Calkins et al., 2024; Pedota, 2015).
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The concept of self-efficacy is particularly relevant to the integration of new
educational technologies, such as Al. While research acknowledges the benefits of Al tools
like ChatGPT (Waziana et al., 2024), a teacher’s self-efficacy concerning Al will ultimately
determine how, and if, these tools are integrated to support learning. Studies have found a
significant association between teachers’ Al self-efficacy and their attitudes toward Al (Wang
& Chuang, 2024). Interestingly, the relationship appears to be reciprocal. Not only does self-
efficacy predict Al use, but Al use can also enhance self-efficacy. For example, Wang et al.
(2024) found that Al tools increased teachers' self-efficacy by providing personalised
support and improving efficiency, making them feel more competent. This is supported by
another study from Teng (2025), which found that sustained engagement with ChatGPT-
based writing significantly enhanced teachers' self-efficacy.

In the Indonesian context, the integration of Al into English education is shaped by
evolving national policy and uneven teacher readiness, where the Merdeka curriculum has
begun to promote the use of Al in order to support more adaptive and personalised learning
(Halomoan et al., 2024), while the 2013 curriculum reform removed English as a compulsory
subject in primary schools and thereby generated diverse local practices that depend on
school resources and parental demand (Setyarini et al., 2020). Within this policy
environment, many EFL teachers still report limited preparation for the pedagogically and
ethically sound use of Al and express a need for more straightforward guidelines, targeted
professional development, and reliable technological infrastructure (Andewi et al., 2025;
llIma & Rohmah, 2025). At the same time, Al tools such as conversational agents, language
learning applications, and automated feedback systems are gradually entering classrooms,
offering opportunities for more differentiated instruction but also raising concerns about
overreliance on automated output, risks to academic integrity, and persistent inequities in
access (Hastomo et al., 2025).

While the connection between technology use and teacher self-efficacy is becoming
clearer, much of the recent literature on language learning has focused on students'
perspectives. Studies consistently demonstrate that Al tools can positively influence
learners' self-efficacy by providing personalized feedback and adaptive challenges, which
enhances a user's sense of competence (Guo, 2024; Yilmaz & Yilmaz, 2023). This increase
in student self-efficacy is linked to enhanced motivation and critical thinking skills (Yildiz-
Feyzioglu & Kiran, 2022). A specific construct, "Al chatbot self-efficacy," has even been
examined among EFL students, linking confident engagement with Al to a greater sense of
command over their learning (Apriani et al., 2024). Although these studies focus on learners,
their findings underscore the critical importance of understanding the parallel construct in
the educators who facilitate this Al-driven learning.

Despite the growing body of research on the psychological impacts of Al in language
education, a significant research gap exists. The focus has remained overwhelmingly on the
student experience (Apriani et al., 2024; Fan & Cui, 2024; Mahande et al., 2025; Nguyen &
Tran, 2023; Wang et al., 2024; Yilmaz & Yilmaz, 2023), with few investigations into EFL
teachers’ perceived self-efficacy in using Al tools. Specifically, there is a lack of research
that compares these perceptions across different educational levels. Existing studies tend
to focus on a single context, such as higher education (Wang & Chuang, 2024), but do not
provide a comparative analysis of teachers' confidence across the primary, secondary, and
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tertiary stages within a specific national context, like Indonesia. Understanding these
potential differences is crucial for developing targeted professional development and
practical implementation strategies tailored to the unique challenges and needs of each level
of education. Therefore, a study examining EFL teachers' perceived self-efficacy in using Al
tools across different educational levels is necessary to fill this critical void in the literature.
Accordingly, this study is guided by the following research questions:
1. What is the overall level of self-efficacy perceived by EFL teachers in using Al tools
at the primary, secondary, and tertiary levels in Indonesia?
2. How do EFL teachers at primary, secondary, and tertiary levels perceive and define
their Al-related self-efficacy in classroom practice?
3. What contextual and individual factors do EFL teachers perceive as influencing their
self-efficacy in integrating Al tools into their teaching practice?

2. METHODS

Research Design

This study employed an explanatory sequential mixed-methods design. The first
research question was addressed through a quantitative analysis of data from the Al Tool
Teacher Self-Efficacy Scale (AIT-SES), focusing on overall levels of Al-related self-efficacy
and differences across primary, secondary, and tertiary education. In contrast, the second
and third research questions were investigated qualitatively through semi-structured
interviews, which explored how teachers at different educational levels perceived and
defined Al-related self-efficacy and what individual and contextual factors shaped it. They
sought to explore in depth the perceptions and influencing factors that provided context for
the quantitative data. A single-method design was inadequate; a quantitative study alone
could not explain the numbers, while a qualitative study would lack the statistical breadth for
generalizable comparison. Thus, combining both approaches provided a more complete and
synergistic understanding of the research problem (Creswell & Creswell, 2018).

Therefore, this study employed a sequential explanatory research design (QUAN —
qual), a model commonly used in educational and social science research (Creswell & Clark,
2017). The design proceeded in two phases. The initial phase was quantitative, aiming to
establish the overall landscape of teachers' Al-related self-efficacy across the different
educational tiers. The second phase was qualitative and was explicitly designed to explain
and elaborate upon the statistical findings from the first phase. The results of the quantitative
analysis directly informed the qualitative component, guiding both the selection of interview
participants and the formulation of questions (Tashakkori & Teddlie, 2010). This two-step
approach is particularly well-suited for investigating a complex psychological construct like
self-efficacy, which is defined not as a simple belief but as a dynamic, motivational force that
shapes professional actions and persistence (Narayanan et al., 2023).

Research Setting and Participants

This research was situated within the Indonesian educational system, a relevant
context due to its large EFL population and the increasing integration of technology in
schools. The study's participants were certified EFL teachers with at least one year of
professional experience who were actively teaching in recognized primary, secondary, or
tertiary institutions across the nation. A two-stage sampling strategy was implemented to
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align with the research's sequential explanatory design. For the initial quantitative phase, a
stratified sampling technique was used. The population was divided into three strata based
on educational level (primary, secondary, and tertiary), and 150 teachers were recruited,
with 50 from each level. This allocation followed standard power analysis recommendations
for a one-way analysis of variance with three groups, which indicates that approximately 40
participants per group is generally sufficient to detect effects of moderate magnitude with
acceptable power at the conventional alpha level (Cohen, 1992). This sample size was
deemed sufficient to provide the necessary statistical power for a one-way Analysis of
Variance (ANOVA). Recruitment was conducted through established professional
organizations and institutional networks.

The second phase of the study employed a qualitative approach and utilized a
purposive sampling strategy. From the pool of survey respondents, a sub-sample of 15
teachers was selected using maximum variation sampling. From the pool of survey
respondents, 15 teachers (five from each educational level) were purposively selected using
maximum variation sampling to represent high, average, and low levels of Al-related self-
efficacy. This approach was crucial to the research's explanatory power, as it enabled a
detailed examination of the perceptions and influencing factors that differentiate teachers
across the self-efficacy spectrum. A summary of the participants' demographic and
professional details is provided in Table 1 below to offer context and demonstrate the
comparability of the groups.

Table 1. Participant demographic and professional characteristics

Primary Secondary Tertiary Total
Characteristic (n=50) (n=50) (n=50) (N=150)
Gender
Male 8 15 22 45
Female 42 35 28 105
Age Range
20-29 20 15 5 40
30-39 18 20 15 53
40-49 10 12 20 42
50+ 2 3 10 15
Teaching Experience
1-5 years 22 16 6 44
6-10 years 15 15 10 40
11-20 years 11 14 19 44
21+ years 2 5 15 22
Formal Al Training
Received
Yes 5 12 20 37
No 45 38 30 113
Frequency of Al Tool Use
Daily 2 6 14 22
Weekly 8 15 20 43
Monthly 15 18 10 43
Rarely/Never 25 11 6 42
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Research Instrument

Two primary instruments were developed for this study to correspond with each
phase of the research design. For the quantitative phase, a structured online survey was
created and administered. This instrument consisted of two sections: one that collected
demographic and professional background information, and a second that consisted of the
newly developed AIT-SES. A key feature of the survey's design was the inclusion of a clear
operational definition at the beginning. To ensure that all participants were evaluating the
same class of technology, the survey provided a frame of reference that specified modern
GenAl tools, such as ChatGPT and Google Gemini. The AIT-SES itself was adapted from
established instruments, including the Teacher Self-Efficacy Scale (Brouwers & Tomic,
2003) and more recent technology efficacy scales (Wang & Chuang, 2024). Items were
rephrased for the EFL context and used a 5-point Likert scale. Prior to its main deployment,
the entire instrument was pilot-tested with a small group of teachers, and a subsequent
reliability analysis confirmed the scale's internal consistency with a Cronbach's Alpha value
above 0.70. In addition, evidence of validity was gathered in two ways. First, content validity
was established through expert review by specialists in language education and educational
technology, who evaluated each item for clarity, relevance, and construct coverage. Second,
a preliminary exploratory factor analysis conducted on the main study data supported the
intended unidimensional structure of the AIT-SES, thereby providing initial evidence of
construct validity.

For the second, qualitative phase, data were collected using a semi-structured
interview protocol. This format was chosen because it provided a consistent framework of
core questions while also allowing the flexibility to probe for deeper, individual insights. The
development of the interview questions was directly informed by the initial quantitative
findings, with the primary goal of exploring the perceptions (RQ2) and influencing factors
(RQ3) behind the self-efficacy scores. The protocol also aimed to investigate the reciprocal
relationship between Al use and confidence, a dynamic noted in recent literature (Teng,
2025; Wang et al., 2023). The questions prompted participants to reflect on their survey
results, identify influential workplace factors such as training or school policies, and discuss
specific challenges, including the impact of Al on academic integrity (Cope et al., 2021).

Data Collection

Following receipt of formal ethical clearance from the institutional review board, data
collection was conducted in two sequential phases. For the quantitative phase, the finalized
AIT-SES survey was deployed on a secure online platform. An invitation, which included an
explanation of the study and a direct link to the survey, was then distributed through various
professional and institutional networks. Informed consent was clearly outlined on the first page
of the online survey, clearly stating the study's purpose, the voluntary nature of participation,
and the data confidentiality measures. Participants were required to affirmatively agree to
these terms before proceeding. To maintain anonymity, the platform was configured not to
collect personally identifiable information. A separate and optional form at the end allowed
respondents to volunteer their contact details for a potential follow-up interview.

The qualitative phase commenced after the preliminary analysis of the survey data
was completed. Using a purposive sampling strategy, selected teachers from the volunteer
list were invited via email to a one-on-one interview. To accommodate participants from
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across Indonesia, all interviews were scheduled at mutually convenient times and conducted
through secure video conferencing platforms, such as Zoom. At the beginning of each
session, the researcher verbally reviewed the consent information and obtained explicit
permission to audio-record the conversation. The interviews, which lasted approximately 20
to 30 minutes each, were guided by a semi-structured protocol. All sessions were audio-
recorded and subsequently transcribed verbatim for analysis and review.

Data Analysis

The data analysis was conducted in three stages: quantitative analysis, qualitative
analysis, and a final integration of the findings. First, quantitative data from the AIT-SES
survey were analyzed using SPSS. The dataset was initially screened for errors, and a
composite self-efficacy score was calculated for each participant. Descriptive statistics were
then computed for the overall sample and each educational level. To answer the first
research question, a one-way Analysis of Variance (ANOVA) was performed to compare the
mean self-efficacy scores of the primary, secondary, and tertiary teacher groups. Post hoc
tests were subsequently used to identify specific group differences for which the ANOVA
was statistically significant. For the second stage, the semi-structured interview data were
analyzed. After the recordings were transcribed and anonymized, a thematic analysis was
conducted using the systematic framework developed by Braun and Clarke (2006).

This inductive process facilitated the identification of key themes relevant to the
second and third research questions. Methodological rigor was enhanced through strategies
such as peer debriefing and maintaining a clear audit trail. The final stage involved a
deliberate integration of the quantitative and qualitative findings, primarily through the
discussion. The purpose of this synthesis was to use the rich qualitative data to explain and
provide context for the statistical results.

Software: All quantitative analyses were carried out using IBM SPSS Statistics,
whereas qualitative data management and coding were conducted in NVivo, which
supported the organisation of transcripts, the systematic development of codes, and the
efficient retrieval of text segments during thematic analysis.

3. RESULTS

EFL Teachers' Self-Efficacy Levels in Using Al Tools (RQ1)

The first research question examined the level of self-efficacy EFL teachers perceive
in using Al tools across primary, secondary, and tertiary educational levels, drawing on a
total sample of 150 teachers (N = 150, 50 at each level). The analysis began with descriptive
statistics to summarise the self-efficacy scores for each group.

Table 2. EFL Teachers’ Self-Efficacy Levels in Using Al Tools by Educational Level

Educational Level Number of Participants (N) Mean SD

Tertiary (Higher Education) 50 4.35 0.68
Secondary School 50 3.62 0.85
Primary School 50 2.91 0.92
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The descriptive statistics presented in Table 2 reveal a distinct pattern in self-efficacy
scores across the three educational levels. Teachers at the tertiary level demonstrated the
highest mean self-efficacy score (M = 4.35), indicating a strong level of confidence in Al
tools. Secondary school teachers followed with a moderate average score (M = 3.62). In
contrast, primary school teachers reported the lowest mean score (M = 2.91), suggesting a
general lack of confidence in this domain. Furthermore, the standard deviations indicate
greater variability in self-efficacy perceptions among primary and secondary teachers than
among their tertiary-level counterparts, who report more consistent scores.

Table 3. ANOVA Summary for Self-Efficacy by Educational Level

Source of Sum of Squares Mean Square Sig. (p-
Variation (SS) df  (MS) F value)
Between Groups 51.84 2 25.92 38.28 <.001
Within Groups 99.53 147 0.68

Total 151.38 149

Assumptions for ANOVA were checked and met, including normality and
homogeneity of variances. A one way ANOVA was conducted to determine whether the
differences in the mean self-efficacy scores among the three groups were statistically
significant, and the results confirmed a substantial effect of educational level, F(2, 147) =
38.28, p < .001, with a large effect size (n? = .34). To complement the significance test, 95
per cent confidence intervals around the group means showed minimal overlap and
consistently supported the observed ordering of tertiary, secondary, and primary teachers.

Table 4. Post-Hoc Test (Tukey HSD) Multiple Comparisons

| Educational J Educational Mean Difference (I-  Std. Sig. (p-
Level Level J) Error value)
Tertiary Secondary 73 0.17 <.001
Primary 1.44* 0.17 <.001
Secondary Primary g1* 0.17 <.001

*The mean difference is significant at the 0.05 level.

Following the significant ANOVA result, post hoc comparisons using the Tukey
procedure indicated that all three groups were statistically distinct from one another. The
analysis showed that tertiary-level teachers reported significantly higher self-efficacy than
both their secondary (mean difference = 0.73, p < .001) and primary (mean difference =
1.44, p <.001) counterparts. In addition, secondary teachers' self-efficacy was significantly
higher than primary teachers' (mean difference = 0.71, p < .001). Large effect sizes
accompanied these pairwise comparisons (Cohen's d = 0.89 for tertiary versus secondary,
1.75 for tertiary versus primary, and 0.86 for secondary versus primary) and confidence
intervals for each contrast that did not include zero, providing strong statistical confirmation
of the hierarchical pattern (Tertiary > Secondary > Primary) that was initially identified in the
descriptive data.
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To deepen the interpretation of these quantitative patterns, the analysis then turned
to qualitative narratives that illuminate how teachers at each level experience and make
sense of their Al-related self-efficacy. These quotes reveal the distinct perceptions and
experiences that characterize each educational level, adding depth to the statistical findings.
At the tertiary level, lecturers demonstrated a high degree of confidence, focusing on
complex pedagogical applications beyond basic tasks. They perceived themselves as
capable of leveraging Al for sophisticated instructional design, as one participant stated, "/
feel very capable of designing adaptive learning pathways using Al for my students,
adjusting materials based on their pace and understanding." This perspective was echoed
by another lecturer who framed the primary challenge not as one of technical skill but of
critical integration: "The main challenge is not 'how to use it,' but 'how to integrate it critically’
to foster higher-order thinking, not just to find instant answers."

In contrast, secondary school teachers reported a moderate level of self-efficacy,
often tied to practical and efficiency-oriented purposes. Their confidence was evident in their
use of Al to streamline their workload. A high school teacher said, "I am quite confident using
ChatGPT to create a lesson plan framework or quiz questions. It saves me a lot of time."
However, this practical confidence was frequently tempered with caution. Another
participant commented that their self-efficacy was more about managing the technology
responsibly: "I can use it, but | always remind students about its limitations and the potential
for plagiarism. So, my confidence is more in my ability to manage its use in the classroom."

The lowest levels of self-efficacy were found among primary school teachers, whose
hesitation centered on a lack of familiarity and concerns about developmental
appropriateness. One teacher revealed this uncertainty, stating, "Frankly, | only know a little
about Al, perhaps just using Google Translate. I'm not sure how to apply it for third-graders."
Beyond technical skill, there was an intense pedagogical fear that Al could interfere with
foundational learning. Another participant added, "We focus more on direct interaction.
There's a fear that technology like this will diminish their basic skills, like handwriting or
independent thinking." These narratives show that perceptions of children's developmental
needs heavily influence self-efficacy at this level.

The observed hierarchy of self-efficacy (Tertiary > Secondary > Primary) reflects the
fundamentally different professional ecosystems at each tier. The higher education
environment, which encourages autonomy and innovation, provides lecturers with more
opportunities for the "mastery experiences" that build self-efficacy. Conversely, primary and
secondary teachers often operate within more defined curricular structures, which may limit
the opportunities for the deep technological exploration necessary to build high levels of
confidence.

Teachers' Perceptions of Self-Efficacy in Using Al Tools (RQ2)

The second research question examined how EFL teachers at primary, secondary,
and tertiary levels perceived and defined their Al-related self-efficacy in classroom practice.
The qualitative analysis revealed that the very meaning of self-efficacy was not uniform;
instead, its definition shifted significantly across educational contexts. For tertiary-level
educators, self-efficacy was found to be linked to critical innovation. At the secondary level,
it was primarily associated with pragmatic efficiency. For primary school teachers, it was
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characterized by cautious exploration. The distinct nature of these perceptions is
summarized in Table 5.

Table 5. Summary of Themes Regarding Teacher Perceptions of Self-Efficacy

Educational  Primary Key Focus Dominant Concerns

Level Perception

Tertiary Efficacy as Transforming pedagogy, Ethical integration,
Critical fostering higher-order academic integrity, and
Innovation thinking, designing evaluating Al bias.

adaptive learning paths.

Secondary Efficacy as Administrative efficiency Plagiarism management,
Pragmatic (saving time), creating task relevance, and
Balance engaging materials, and balancing tech with
managing student use of  curriculum goals.
Al.
Primary Efficacy as Basic tool use (e.g., Developmental
Cautious translation), simple appropriateness, erosion
Exploration material generation. of foundational skills, and

lack of relevant tools.

At the tertiary level, teachers defined self-efficacy primarily as a capacity for critical
pedagogical innovation. Their confidence was not about simply using Al tools, but about
strategically integrating them to transform student learning and foster higher-order thinking
skills. As one university lecturer commented, "My confidence lies in my ability to use Al to
make students question, to analyze the outputs, not just accept them. It's about teaching
them to be critical consumers of this technology." This perspective represents a mature form
of efficacy that incorporates a critical awareness of Al’s limitations, including ethical issues
and algorithmic bias.

In contrast, secondary school teachers viewed self-efficacy through a pragmatic lens,
balancing innovation and efficiency. For this group, confidence was strongly linked to using
Al for managing heavy administrative workloads. One teacher noted, "/ feel effective when
| can cut my prep time in half using Al, which gives me more energy for the actual teaching."
This focus on efficiency was balanced with a desire to create more engaging materials. Their
concerns were equally practical, focusing on managing student use of Al to prevent
plagiarism. Thus, their sense of efficacy was grounded in skillful classroom management
and practical problem-solving.

Finally, primary school teachers perceived self-efficacy as a form of cautious
exploration, heavily influenced by developmental concerns. Their confidence was often
restricted to using basic Al tools for simple support tasks, and their narratives were
dominated by apprehension. One teacher expressed a common sentiment: "/ might be able
to use it, but I'm not confident it's good for them. We are focused on foundational skills like
handwriting and social interaction, and | worry Al gets in the way of that." This viewpoint
means that for primary teachers, self-efficacy is often defined by their ability to protect
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students from the potential harms of technology. Their confidence is therefore tentative and
contingent on finding tools that have been proven safe and developmentally appropriate for
their students.

Factors Influencing EFL Teachers' Self-Efficacy (RQ3)

This finding presents the key factors that teachers identified as shaping their
confidence with artificial intelligence. The qualitative analysis revealed that these
determinants fall into three broad domains: internal (psychological), external
(environmental), and contextual (policy-related). A detailed overview of these categories and
their constituent factors is summarized in Table 6.

Table 6. Summary of Factors Influencing Teacher Self-Efficacy

Factor Category Specific Factor Description & Impact on
Self-Efficacy
Internal Factors Mastery Experiences Direct, successful

experiences using Al
tools. This is the most
potent source, building a
tangible sense of
competence.

Vicarious Experiences Observing peers
successfully using Al.
This provides a relatable
model and fosters a "if
they can, | can" belief.

Attitudes & Beliefs Belief in the usefulness
and ease of use of Al. A
positive attitude drives
persistence and effort.

Al Literacy & Growth Understanding of Al

Mindset concepts and a belief that
tech skills can be
developed. This reduces
fear and encourages
experimentation.

External Factors Facilitating Conditions Access to reliable
technology, the internet,
and technical support.
Lack of these resources
is @ major barrier and
source of stress.

Social Influence & Encouragement and
Persuasion support from school
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Factor Category Specific Factor Description & Impact on
Self-Efficacy

leaders and colleagues.
Positive persuasion
boosts confidence and

motivation.
Professional Access to practical,
Development hands-on training.

Effective training provides
guided mastery
experiences and builds
practical skills.

Contextual Factor "Merdeka Belajar" A top-down government
National Policy initiative promoting

teacher autonomy and
innovation. It acts as a
macro-level social
influence and provides a
centralized facilitating
condition (PMM platform),
creating a unique policy-
driven ecosystem for Al
adoption.

The analysis revealed that internal factors, stemming from teachers' personal
experiences and psychological attributes, were fundamental in shaping their self-efficacy.
The most powerful and frequently cited factor was mastery experiences. Direct, successful
use of an Al tool, even on a small scale, provided a significant confidence boost. As one
teacher shared, "I was scared at first, but after successfully creating one interactive quiz
using Al and seeing the students enjoy it, | felt much more confident to try other things." A
second important factor was vicarious experiences. Observing colleagues successfully
integrate Al served as a strong motivator, particularly when the observed peer was
perceived as having a similar skill set. One participant explained, "/ saw my colleague, who
is not a tech expert, successfully use Al for classroom differentiation. It made me think, ‘If
she can do it, | definitely can too'." This reflects the power of social modeling as described
in social cognitive theory and technology acceptance models.

Beyond direct and observed experiences, teachers' pre-existing attitudes and beliefs
toward technology were also crucial. Specifically, a teacher's perception of Al's usefulness
was a key determinant of their decision. Those who strongly believed in the pedagogical
benefits of Al were more likely to persevere through initial difficulties, which ultimately
strengthened their confidence. As one teacher expressed, "Even though it was difficult at
first, | kept trying because | was convinced it would really help my struggling students.
Believing in its benefits made me not give up." Finally, Al literacy and a growth mindset were
identified as key drivers of success. Teachers with a stronger understanding of Al's

114



Advanced Education
ISSN 2410-8286 (Online)

principles and ethical implications reported higher self-efficacy. Furthermore, those who
viewed their technological skills as malleable and open to development, rather than fixed,
were more willing to experiment, learn from setbacks, and enhance their competence.

External factors related to the teachers' work environment were found to be equally
important in shaping their self-efficacy. The most dominant of these were facilitating
conditions. The availability of reliable infrastructure, including adequate hardware, stable
internet access, and subscriptions to Al software, was consistently cited as a prerequisite
for confidence. As one teacher stated, "It's hard to feel confident if the school's laptop is slow
and the internet often disconnects. Good facilities are an absolute requirement."
Additionally, social influence and persuasion from the immediate work environment played
a significant role. Verbal encouragement from school leadership was mighty. A participant
revealed, "When my principal said, 'l believe you can do this, and we will support you with
the necessary training,' it really boosted my morale and confidence." This highlights the
combined impact of social influence and verbal persuasion, which are key concepts in both
technology acceptance models and social cognitive theory.

Finally, the availability and quality of professional development were critical
determinants of self-efficacy. Teachers felt most empowered after participating in practical,
hands-on workshops that provided concrete examples and opportunities to experiment
directly with various Al tools. In contrast, purely theoretical training sessions were reported
to be less effective. One teacher highlighted the value of active learning in training, saying,
"The best training was when we were immediately asked to try creating something with Al,
not just listening to a lecture about what Al is." This highlights the importance of experiential
learning in developing the mastery and confidence necessary for successful technology
integration.

A third and powerful category of influence was a contextual factor unique to this
study's setting: the national Education policy known as "Merdeka Belajar" (Freedom to
Learn). Teachers across all levels consistently cited this policy from the Ministry of
Education, Culture, Research, and Technology (Kemendikbudristek) as a major driver for
technology integration. It was perceived dually as both a source of professional expectation
and a form of institutional support. One participant explained this new norm: "With the
Merdeka Curriculum, we are encouraged to be more innovative and student-centered. Using
technology like Al feels aligned with the spirit of that policy. It's no longer a personal choice,
but part of professional expectations." Furthermore, the government's "Platform Merdeka
Mengajar' (PMM) was identified as a tangible form of this support. As another teacher noted,
"PMM provides many examples of good practices and training modules... the platform
creates an ecosystem where sharing and learning about new technologies becomes
normal."”

The influence of the "Merdeka Belajar" policy is significant because it functions as a
macro-level variable that reshapes traditional factors influencing technology adoption. For
example, "Social Influence" in this context extends beyond immediate colleagues to the
ministerial level. "Facilitating Conditions" includes not just local school resources but also
the availability of a national digital platform like PMM. This creates a unique "policy-driven
ecosystem" for Al adoption in Indonesia, resulting in a strong, top-down push for innovation.
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However, this can also create pressure on teachers when their personal self-efficacy or
local-level support does not align with the policy's ambitious national goals.

4. DISCUSSION

The finding that Al self-efficacy is highest among tertiary-level educators, followed by
secondary and then primary school teachers, extends previous research on general
technology self-efficacy. While earlier studies have identified variations in ICT confidence
linked to age or career stage (Li et al., 2025), our research connects this hierarchy directly
to the distinct professional ecosystems of each educational level. We propose that this
disparity stems from the greater professional autonomy, different role expectations, and
superior resource access characteristic of the tertiary sector. This interpretation is consistent
with established theoretical frameworks. For instance, university lecturers are often
expected to be active researchers, a role that provides natural opportunities for innovation
(Lundberg & Oberg, 2021). These opportunities serve as powerful "mastery experiences,"
which Bandura’s Social Cognitive Theory identifies as the primary source of self-efficacy
(Menon et al., 2017). This supports the well-documented link between high teacher self-
efficacy and the use of innovative pedagogical strategies (Liu et al., 2025). Conversely, the
more structured and regulated K-12 environment may afford fewer chances for such
professional experimentation. This reality presents a critical consideration for educational
policy. The simple provision of technology is insufficient. To truly foster confident and
effective integration of Al, the professional environment must also support the autonomy
teachers need to build competence through practice (Hastomo et al., 2024).

Our qualitative analysis indicates that teachers conceptualize their Al self-efficacy
through two distinct yet complementary frameworks: its application for pedagogical
advancement and its utility for administrative tasks. This dual perspective aligns closely with
recent scholarship. The view of Al as a catalyst for pedagogical innovation, such as
facilitating personalized learning pathways (Chou et al., 2024), is widely discussed (Delello
et al., 2025). Our finding that educators with high self-efficacy believe they can leverage Al
to cultivate higher-order thinking skills aligns with research linking strong self-efficacy to the
adoption of innovative teaching practices (Liu et al., 2025). Concurrently, the perception of
Al as a means to improve administrative efficiency resonates with another prominent theme
in the literature, which highlights Al's capacity to automate routine tasks, thereby reducing
teacher workload (Delello et al., 2025). The emphasis our participants, especially those in
K-12 settings, placed on this practical advantage underscores the importance of
demonstrating tangible value to encourage technology adoption (Dindar et al., 2021).
Furthermore, a more complex theme emerged: a "duality of perception," in which teacher
confidence is balanced by a critical awareness of Al's limitations, including concerns about
academic integrity and algorithmic bias. This suggests the development of a sophisticated
form of self-efficacy that encompasses critical Al literacy. Such concerns are echoed in
studies addressing the ethical challenges of Al (Ayeni et al., 2024). The recent development
of validated instruments, such as the Teacher Al Competence Self-Efficacy (TAICS) scale,
which includes an ethics dimension (Chiu et al., 2025), further corroborates our finding. It
affirms that a mature sense of efficacy in this domain involves not only the ability to use Al
but also the wisdom to use it ethically and responsibly.
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This study's analysis of influencing factors corroborates the value of integrated
theoretical models for understanding technology adoption. Our findings suggest that a
synergistic application of Bandura's Social Cognitive Theory (SCT), the Technology
Acceptance Model (TAM), and the Unified Theory of Acceptance and Use of Technology
(UTAUT) offers a more comprehensive explanatory framework than any of these models in
isolation. The pronounced influence of internal factors, such as mastery and vicarious
experiences, confirms the foundational role of SCT in cultivating self-efficacy (Menon et al.,
2017). Simultaneously, the significance of external factors, such as Performance
Expectancy, Effort Expectancy, Social Influence, and Facilitating Conditions, aligns with the
core constructs of TAM and UTAUT, as evidenced in recent literature (Gupta, 2024). Our
research contributes to this field by demonstrating how external factors and perceptual
beliefs serve as mechanisms for building self-efficacy. For example, positive vicarious
experiences (SCT) appear to strengthen social influence (UTAUT), while successful mastery
experiences (SCT) directly improve perceived ease of use (TAM). The primary contribution
of this study, however, is the identification of the "Merdeka Belajar' national policy as a
dominant contextual moderator. While UTAUT accounts for social and facilitating conditions
at the institutional level (Cabero-Almenara et al., 2024), our findings indicate that in the
Indonesian context, these forces operate nationally, creating a potent top-down "policy-
driven ecosystem” (Sumarni et al., 2025). This finding highlights a critical tension, or "policy-
practice gap," where a strong national impetus for innovation is constrained by local
challenges, such as inadequate training and resource disparities (Prayitno & Mahmudi,
2025). This disparity between high-level policy demands and insufficient local support
creates conditions that may increase the risk of teacher burnout if self-efficacy is not
adequately nurtured (Brouwers & Tomic, 2000).

The implications derived from this research resonate strongly with established
recommendations in the existing literature. The calls for providing differentiated, practical
professional development and ensuring equitable access to technological infrastructure are
consistently highlighted as vital for successful Al integration (Ding et al., 2024; Gomez et al.,
2022; Nazaretsky et al., 2022). Our findings corroborate the view that these elements are
not merely best practices but essential prerequisites for cultivating the teacher self-efficacy
required to achieve ambitious national policy objectives. Nevertheless, this study is limited
by its cross-sectional design, which provides only a static snapshot of the rapidly advancing
field of Al in Education. Consequently, future longitudinal research is necessary to track the
evolution of teacher self-efficacy. Furthermore, our findings highlight a critical trajectory for
future inquiry: the research community must shift its focus from studies of perception and
adoption to an empirical investigation of the link between teacher Al self-efficacy and student
learning outcomes. This direction aligns with scholarly calls to measure the tangible impact
of Al tools on educational achievement (Sabi¢ et al., 2021). Ultimately, validating this
connection represents the definitive test of whether fostering teacher Al self-efficacy leads
to meaningful improvements in student outcomes.

5. CONCLUSIONS

This study investigated the self-efficacy of Indonesian EFL teachers using Al across
primary, secondary, and tertiary education. The findings reveal a clear hierarchy of
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confidence, with tertiary educators reporting the highest self-efficacy, followed by secondary
and then primary teachers. This hierarchy appears to reflect differences in professional
autonomy, access to digital infrastructure, and opportunities for pedagogical innovation at
each level. Teachers conceptualized self-efficacy in different ways: many linked it to
designing Al-supported instruction and personalized learning, while others associated it with
using Al to streamline administrative work. A more mature form of self-efficacy also
emerged, in which confidence in using Al was accompanied by awareness of risks, including
threats to academic integrity and the need to verify Al-generated information, and was
reinforced by mastery experiences and institutional support aligned with Indonesia's
Merdeka Belajar policy.

The conclusions of this study have targeted and actionable implications for policy and
practice. Providing access to technology alone is insufficient; therefore, national
policymakers should pair infrastructure investment with curriculum-aligned professional
learning that allows teachers time to experiment with Al in low-stakes settings. School
leaders and teacher trainers should establish collaborative professional communities
focused on Al, embed mentoring and peer demonstration in school routines, and model
responsible Al use through local policies and mechanisms that safeguard academic
integrity. Professional development must be practical, hands-on, and differentiated to
address the varied needs of teachers at each level of education. Moreover, this research
highlights a policy practice gap: the national push for innovation may put pressure on
teachers when it is not matched with local resources and support, increasing the risk of
workload intensification and burnout.

While this study provides a snapshot, its cross-sectional design limits interpretation,
as it captures a single moment in a changing technological landscape. Future longitudinal
research is essential for tracking how teachers' self-efficacy and practices evolve over time
and across different sectors. The research community must move beyond studies of
perception and adoption, with a critical next step being rigorous empirical investigations that
connect teacher Al self-efficacy to measurable student learning outcomes and indicators of
educational quality. Establishing this link represents a key test of whether fostering
confidence in educators translates into tangible gains for students. Although the study is
situated in Indonesia, the dynamics identified here regarding autonomy, institutional support,
and critical engagement with Al are likely to resonate in other EFL systems and to inform
debates on contextually grounded Al integration.

REFERENCES

Andewi, W., Waziana, W., Wibisono, D., Putra, K. A., Hastomo, T., & Oktarin, I. B. (2025). From
prompting to proficiency: A mixed-methods analysis of prompting with ChatGPT versus lecturer
interaction in an EFL classroom. Journal of Studies in the English Language, 20(2), 210-238.
https://so04.tci-thaijo.org/index.phpl/jsel/article/view/282318

Apriani, E., Cardoso, L., Obaid, A. J., Muthmainnah, Wijayanti, E., Esmianti, F., & Supardan, D.
(2024). Impact of Al-Powered ChatBots on EFL Students’ Writing Skills, Self-Efficacy, and Self-
Regulation: A Mixed-Methods Study. Global Educational Research Review, 1(2), 57-72.
https://doi.org/10.71380/GERR-08-2024-8

Ayeni, O. O., Hamad, N. M. Al, Chisom, O. N., Osawaru, B., & Adewusi, O. E. (2024). Al in education:
A review of personalized learning and educational technology. GSC Advanced Research and
Reviews, 18(2), 261-271. https://doi.org/10.30574/gscarr.2024.18.2.0062

118



Advanced Education
ISSN 2410-8286 (Online)

Bandura, A. (1977). Self-efficacy: Toward a unifying theory of behavioral change. Psychological
Review, 84(2), 191-215. https://doi.org/10.1037/0033-295X.84.2.191

Braun, V., & Clarke, V. (2006). Using thematic analysis in psychology. Qualitative Research in
Psychology, 3(2), 77-101. https://doi.org/10.1191/1478088706qp0630a

Brouwers, A., & Tomic, W. (2000). A longitudinal study of teacher burnout and perceived self-efficacy
in classroom management. Teaching and Teacher Education, 16(2), 239-253.
https://doi.org/10.1016/S0742-051X(99)00057-8

Brouwers, A., & Tomic, W. (2003). A Test of the Factorial Validity of the Teacher Efficacy Scale.
Research in Education, 69(1), 67—79. https://doi.org/10.7227/RIE.69.6

Cabero-Almenara, J., Palacios-Rodriguez, A., Loaiza-Aguirre, M. |., & Andrade-Abarca, P. S. (2024).
The impact of pedagogical beliefs on the adoption of generative Al in higher education:
predictive model from UTAUT2. Frontiers in Artificial Intelligence, 7, 1-11.
https://doi.org/10.3389/frai.2024.1497705

Calkins, L., Wiens, P., Parker, J., & Tschinkel, R. (2024). Teacher Motivation and Self-Efficacy: How
do Specific Motivations for Entering Teaching Relate to Teacher Self-Efficacy? Journal of
Education, 204(2), 427-438. https://doi.org/10.1177/00220574221142300

Chiu, T. K. F., Ahmad, Z., & Coban, M. (2025). Development and validation of teacher artificial
intelligence (Al) competence self-efficacy (TAICS) scale. Education and Information
Technologies, 30(5), 6667-6685. https://doi.org/10.1007/s10639-024-13094-z

Chou, C.-M., Shen, T.-C., Shen, T.-C., & Shen, C.-H. (2024). Developing and validating an Al-
supported teaching applications’ self-efficacy scale. Research and Practice in Technology
Enhanced Learning, 19, 1-27. https://doi.org/10.58459/rptel.2024.19035

Cohen, J. (1992). A power primer. Psychological Bulletin, 112(1), 155-159.
https://doi.org/10.1037/0033-2909.112.1.155

Cope, B., Kalantzis, M., & Searsmith, D. (2021). Artificial intelligence for education: Knowledge and
its assessment in Al-enabled learning ecologies. Educational Philosophy and Theory, 53(12),
1229-1245. https://doi.org/10.1080/00131857.2020.1728732

Creswell, J. W., & Clark, V. L. P. (2017). Designing and Conducting Mixed Methods Research. Sage
Publications.

Creswell, J. W., & Creswell, J. D. (2018). Research design: Qualitative, quantitative, and mixed
methods approaches. Sage Publications.

Delello, J. A., Sung, W., Mokhtari, K., Hebert, J., Bronson, A., & De Giuseppe, T. (2025). Al in the
Classroom: Insights from Educators on Usage, Challenges, and Mental Health. Education
Sciences, 15(2), 1-27. https://doi.org/10.3390/educsci15020113

Dindar, M., Suorsa, A., Hermes, J., Karppinen, P., & Naykki, P. (2021). Comparing technology
acceptance of K- 12 teachers with and without prior experience of learning management
systems: A Covid- 19 pandemic study. Journal of Computer Assisted Learning, 37(6), 1553—
1565. https://doi.org/10.1111/jcal. 12552

Ding, A.-C. E., Shi, L., Yang, H., & Choi, I. (2024). Enhancing teacher Al literacy and integration
through different types of cases in teacher professional development. Computers and
Education Open, 6, 1-13. https://doi.org/10.1016/j.cae0.2024.100178

Fan, L., & Cui, F. (2024). Mindfulness, self-efficacy, and self-regulation as predictors of psychological
well-being in EFL learners. Frontiers in Psychology, 15, 1-15.
https://doi.org/10.3389/fpsyg.2024.1332002

Friedman, 1. A, & Kass, E. (2002). Teacher self-efficacy: a classroom-organization
conceptualization. Teaching and Teacher Education, 18(6), 675-686.
https://doi.org/10.1016/S0742-051X(02)00027-6

Fatterer, T., Fischer, C., Alekseeva, A., Chen, X., Tate, T., Warschauer, M., & Gerjets, P. (2023).
ChatGPT in education: global reactions to Al innovations. Scientific Reports, 13(1), 15310.
https://doi.org/10.1038/s41598-023-42227-6

Gomez, F. C., Trespalacios, J., Hsu, Y.-C., & Yang, D. (2022). Exploring teachers’ technology
integration self-efficacy through the 2017 ISTE standards. TechTrends, 66(2), 159-171.
https://doi.org/10.1007/s11528-021-00639-z

Grassini, S. (2023). Shaping the Future of Education: Exploring the Potential and Consequences of
Al and ChatGPT in Educational Settings. Education Sciences, 13(7), 692-705.
https://doi.org/10.3390/educsci13070692

119



Hastomo, T. et al. (2025). EFL teachers’ self-efficacy in using Al tools: A comparative study in Indonesia.
Advanced Education, 27, 103-123. DOI: 10.20535/2410-8286.335502

Guo, X. (2024). Facilitator or thinking inhibitor: understanding the role of ChatGPT-generated written
corrective feedback in language learning. Interactive Learning Environments, 32, 1-19.
https://doi.org/10.1080/10494820.2024.2445177

Gupta, K. P. (2024). Understanding teachers’ intentions and use of Al tools for research. Journal of
E-Learning and Knowledge Society, 20(3), 13-25. https://doi.org/10.20368/1971-
8829/1135969

Halomoan, H., Hakiki, M., Ramadhan, M. A., Hidayah, Y., Fakhri, J., Aljamaliah, S. N. M., & Abi
Hamid, M. (2024). Integrating Principal Leadership and Teacher Roles with Al-Based “Merdeka”
Curriculum Innovation: The Quantitative Research. TEM Journal, 13(4), 3397-3404.
https://doi.org/10.18421/TEM134-73

Hastomo, T., Mandasari, B., & Widiati, U. (2024). Scrutinizing Indonesian pre-service teachers’
technological knowledge in utilizing Al-powered tools. Journal of Education and Learning
(EduLearn), 18(4), 1572—-1581. https://doi.org/10.11591/edulearn.v18i4.21644

Hastomo, T., Widiati, U., Ivone, F. M., Zen, E. L., Hasbi, M., & Khulel, B. (2025). Al-powered
conversational agents and intercultural learning: Insights from Indonesian EFL students.
Intercultural Communication Education, 8(1), 103217.
https://doi.org/10.29140/ice.v8n1.103127

Hopfenbeck, T. N. (2023). The future of educational assessment: Self-assessment, grit, and
ChatGPT? Assessment in Education: Principles, Policy & Practice, 30(2), 99-103.
https://doi.org/10.1080/0969594X.2023.2212192

lima, A., & Rohmah, Z. (2025). Al in EFL education: teachers’ competence and the roadblocks to
teaching material development. Cogent Education, 12(1).
https://doi.org/10.1080/2331186X.2025.2588471

Kamnis, S. (2023). Generative pre-trained transformers (GPT) for surface engineering. Surface and
Coatings Technology, 466, 129680. https://doi.org/10.1016/j.surfcoat.2023.129680

Li, R., Ouyang, S., & Lin, J. (2025). Mediating effect of Al attitudes and Al literacy on the relationship
between career self-efficacy and job-seeking anxiety. BMC Psychology, 13(1), 1-17.
https://doi.org/10.1186/s40359-025-02757-2

Liu, J., & Li, S. (2024). Toward Artificial Intelligence-Human Paired Programming: A Review of the
Educational Applications and Research on Artificial Intelligence Code-Generation Tools.
Journal of Educational Computing Research, 62(5), 1165-1195.
https://doi.org/10.1177/07356331241240460

Liu, Q., Chou, J., & Feng, H. (2025). Effect of teachers’ self-efficacy with generative Al and reflection
on students’ second language achievement. Computer Assisted Language Learning, 38, 1-22.
https://doi.org/10.1080/09588221.2025.2498095

Lundberg, H., & Oberg, C. (2021). Teachers, researchers, but not innovators? Rethinking university-
industry collaboration. Journal of Business & Industrial Marketing, 36(13), 161-173.
https://doi.org/10.1108/JBIM-03-2020-0126

Mahande, R. D., Fakhri, M. M., Suwahyu, I., & Sulaiman, D. R. A. (2025). Unveiling the impact of
ChatGPT: investigating self-efficacy, anxiety and motivation on student performance in blended
learning  environments. Journal of Applied Research in Higher Education.
https://doi.org/10.1108/JARHE-07-2024-0372

Menon, D., Chandrasekhar, M., Kosztin, D., & Steinhoff, D. (2017). Examining preservice elementary
teachers’ technology self-efficacy: Impact of mobile technology-based physics curriculum.
Contemporary Issues in Technology and Teacher Education, 17(3), 336-359.
https://eric.ed.gov/?id=EJ1154206

Narayanan, M., Ordynans, J. G., Wang, A., McCluskey, M. S., Elivert, N., Shields, A. L., & Ferrell,
A. C. (2023). Putting the Self in Self-Efficacy: Personal Factors in the Development of Early
Teacher  Self-Efficacy. Education  and  Urban Society, 55(2), 175-200.
https://doi.org/10.1177/00131245211062528

Nazaretsky, T., Ariely, M., Cukurova, M., & Alexandron, G. (2022). Teachers’ trust in Al- powered
educational technology and a professional development program to improve it. British Journal
of Educational Technology, 53(4), 914-931. https://doi.org/10.1111/bjet. 13232

Nguyen, T. H. B., & Tran, T. D. H. (2023). Exploring the Efficacy of ChatGPT in Language Teaching.
AsiaCALL Online Journal, 14(2), 156—167. https://doi.org/10.54855/acoj.2314210

120



Advanced Education
ISSN 2410-8286 (Online)

Nurchurifiani, E., Maximilian, A., Ajeng, G. D., Wiratno, P., Hastomo, T., & Wicaksono, A. (2025).
Leveraging Al-Powered Tools in Academic Writing and Research: Insights from English Faculty
Members in Indonesia. International Journal of Information and Education Technology, 15(2),
312-322. https://doi.org/10.18178/ijiet.2025.15.2.2244

Pedota, P. J. (2015). How Can Student Success Support Teacher Self-Efficacy and Retention? The
Clearing House: A Journal of Educational Strategies, Issues and Ideas, 88(2), 54-61.
https://doi.org/10.1080/00098655.2014.998600

Prayitno, M., & Mahmudi, M. R. (2025). Effectiveness of the Merdeka Belajar Policy: Challenges and
Opportunities in Improving the Quality of Primary and Secondary Education in Indonesia.
MANDALIKA : Journal of Social Science, 3(1), 16-21.
https://doi.org/10.56566/mandalika.v3i1.290

Rudolph, J., Tan, S., & Tan, S. (2023). ChatGPT: Bullshit spewer or the end of traditional
assessments in higher education? Journal of Applied Learning & Teaching, 6(1), 342—-363.
https://doi.org/10.37074/jalt.2023.6.1.9

Sabi¢, J., Baranovi¢, B., & Rogosi¢, S. (2021). Teachers’ Self-efficacy for Using Information and
Communication Technology: The Interaction Effect of Gender and Age. Informatics in
Education, 21(2), 353-373. https://doi.org/10.15388/infedu.2022.11

Schiff, D. (2022). Education for Al, not Al for Education: The Role of Education and Ethics in National
Al Policy Strategies. International Journal of Artificial Intelligence in Education, 32(3), 527-563.
https://doi.org/10.1007/s40593-021-00270-2

Setyarini, S., Musthafa, B., & Muslim, A. B. (2020). “| start learning English through speaking”: Social
agency demand and inter-school readiness for Indonesian young English learners. Indonesian
Journal of Applied Linguistics, 10(1), 218-225. https://doi.org/10.17509/ijal.v10i1.25062

Shu, K. (2022). Teachers’ Commitment and Self-Efficacy as Predictors of Work Engagement and
Well-Being. Frontiers in Psychology, 13, 1-7. https://doi.org/10.3389/fpsyg.2022.850204

Sumarni, M., Ahmad, J., Hermansyah, S., Sadapotto, A., Rasyid, R. E., & Manda, . (2025). The role
of technology in supporting Merdeka Belajar in teaching English. ISA Journal of Arts,
Humanities and Social Sciences, 2(3), 74-85. https://doi.org/10.5281/zenodo.15379821

Tashakkori, A., & Teddlie, C. (2010). Sage handbook of mixed methods in social & behavioral
research. Sage Publications.

Teng, M. F. (2025). Metacognitive Awareness and EFL Learners’ Perceptions and Experiences in
Utilising ChatGPT for Writing Feedback. European Journal of Education, 60(1), e12811.
https://doi.org/10.1111/ejed.12811

Vieluf, S., Kunter, M., & van de Vijver, F. J. R. (2013). Teacher self-efficacy in cross-national
perspective. Teaching and Teacher Education, 35, 92-103.
https://doi.org/10.1016/j.tate.2013.05.006

Wang, K., Ruan, Q., Zhang, X., Fu, C., & Duan, B. (2024). Pre-service teachers’ GenAl anxiety,
technology self-efficacy, and TPACK: Their structural relations with behavioral intention to
design GenAl-assisted teaching. Behavioral Sciences, 14(5), 373.
https://doi.org/10.3390/bs14050373

Wang, X.,, Li, L., Tan, S. C,, Yang, L., & Lei, J. (2023). Preparing for Al-enhanced education:
Conceptualizing and empirically examining teachers’ Al readiness. Computers in Human
Behavior, 146, 107798. https://doi.org/10.1016/j.chb.2023.107798

Wang, Y.-Y., & Chuang, Y.-W. (2024). Artificial intelligence self-efficacy: Scale development and
validation. Education and Information Technologies, 29(4), 4785-4808.
https://doi.org/10.1007/s10639-023-12015-w

Waziana, W., Andewi, W., Hastomo, T., & Hasbi, M. (2024). Students’ perceptions about the impact
of Al chatbots on their vocabulary and grammar in EFL writing. Register Journal, 17(2), 328—
362. https://doi.org/10.18326/register.v17i2.352-382

Yilmaz, R., & Yilmaz, F. G. K. (2023). The effect of generative artificial intelligence (Al)-based tool
use on students’ computational thinking skills, programming self-efficacy and motivation.
Computers and Education: Artificial Intelligence, 4, 1-14.
https://doi.org/10.1016/j.caeai.2023.100147

Yildiz-Feyzioglu, E., & Kiran, R. (2022). Investigating the Relationships between Self-efficacy for
Argumentation and Critical Thinking Skills. Journal of Science Teacher Education, 33(5), 555—
577. https://doi.org/10.1080/1046560X.2021.1967568

121



Hastomo, T. et al. (2025). EFL teachers’ self-efficacy in using Al tools: A comparative study in Indonesia.
Advanced Education, 27, 103-123. DOI: 10.20535/2410-8286.335502

Zhang, Y. (2024). A lesson study on a MOOC-based and Al-powered flipped teaching and
assessment of EFL writing model: teachers’ and students’ growth. International Journal for
Lesson & Learning Studies, 13(1), 28—40. https://doi.org/10.1108/IJLLS-07-2023-0085

Zulianti, H., Hastuti, H., Nurchurifiani, E., Hastomo, T., Maximilian, A., & Ajeng, G. D. (2024).
Enhancing novice EFL Teachers’ competency in Al-powered tools through a TPACK-based
professional development program. World Journal of English Language, 15(3), 117.
https://doi.org/10.5430/wjel.v15n3p117

Received: July 16, 2025
Accepted: December 11, 2025

Funding: This research received no external funding.

Conflict of interest: The authors declare no conflict of interest.

122



Advanced Education
ISSN 2410-8286 (Online)

CAMOE®EKTUBHICTb YYUTENIB Y BUKOPUCTAHHI LWI-IHCTPYMEHTIB: MOPIBHAJIbHE
OOCNIOXEHHSA B IHAOHESI

AHoTauif. IHTerpauis wryyHoro iHTenekty (L) y BMKNagaHHs aHrnincbkoi MOBU K iHO3eMHOT
BiOKpVBAE HOBi MOXIMBOCTI Ta BWCYBae HW3KY BUKMUKIB. Y TOW Yac K HayKoOBi OOCIHiOKEHHS
30e6inbLIoro 3ocepeaXxeHi Ha HaBYanbHUX AOCATHEHHSAX CTYAEHTIB, CaMOedEKTUBHICTb yuMTeNIB y
po6OTi 3 TAKMMM iIHCTPYMEHTaMMK, OCOBNMBO Ha Pi3HUX OCBITHIX PIBHSX, 3aNULWIAETLCA HEAOCTATHBO
BMBYEHOW. 3 ornsgay Ha ue, y Q[ochnimpkeHHi ©Oyno npoaHanisoBaHO camoeeKkTUBHICTb
iHOOHE3INCBLKNX YyYNTENIB aHrMiNCbKOi MOBW MOYaTKOBOI, CEpedHbOi Ta CTapLuoi LWKOAW LWOoAo
BukopucTaHHa LI, 3acTocyBaBLUM MOCNIAOBHUI MOSCHIOBANbHUN 3MilLaHWUA AN3aiH OOCHIIKEHHS.
Ha noyatkoBomy eTani 6yno nposeaeHo kinbkicHe onuTyBaHHs (N = 150) i3 BUKOpUCTaAHHAM LLKanu
camoedeKTUBHOCTI BUnTeniB y BukopuctaHHi LUI-iHcTpymeHTiB (AIT-SES) y npodecinHin gisneHOCTI.
AHanis BUSBMB YiTKYy iepapxito: BUKNagadi BMLOI LUKOMM NPOAEMOHCTPYBanu HavBULUW pPiBEHb
caMO€eEKTUBHOCTI, 3a HUMM — YyyuTeni cepegHboi, a MNOTIM MNo4vaTkoBOI WKonu. [loganbui
HanNiBCTPYKTYpPOBaHi iHTEPB’0 3 UinecnpsiMmoBaHO BigibpaHo nigmbipkolo 4O3BONMAN 3’icyBaTh
NPUYMHU LMX BiAMIHHOCTEWN, SIKi NOB’A3aHi 3 TaKUMWU YNHHUKaMW, SiK piBEHb NPOMECIAHOI aBTOHOMI|
Ta pi3HOMaHiTHi BUMOrM [0 BuMTENiB. AKiCHIi gaHi cBig4aTb, WO OCBITAHW PO3rNagalTb
camoedeKTUBHICTb SK pyLUiIHY CUNy NedaroriyH1X iHHOBaLin | BOAHOYAC AK iHCTPYMEHT NigBULLEHHS
agMiHICTpaTMBHOI eEeKTMBHOCTI. TakoXX NMPOCTEXYETLCA «3pifia» popma camMoedEeKTUBHOCTI, WO
NoeaHye BMEBHEHICTb i3 KPUTUYHMM YCBIAOMITEHHSIM PU3NKIB, MOB’A3aHUX i3 BUMKOpUCTaHHaM LLI.
Cepepa Kno4oBUX YMHHUKIB BNIMBY BU3HAYeHO 6e3nocepeHin A0CBig OnaHyBaHHSA iIHCTpyMeHTamu,
SKICTb NPOECINHOIO PO3BMTKY Ta HauioHanbHy noniTuky IHAoHesii «Merdeka Belajar», sika €
NOTY)XHUM PEerynsiTopHUM CTUMYIIOM ONsi BNpPOBaXXeHHS TexHonoriin. 3pobrneHo BUCHOBOK, LLO
PO3BUTOK CaMOedEKTMBHOCTI BUMTENIB WOAO BMKOopucTaHHA LI noTpebye He nuwe 3abesneveHHs
TEXHOMOriAMKN, a N OndepeHLinoBaHOro, NPakTUYHO OPIEHTOBAHOrO HaB4YaHHA Ta NPOMECINHOIo
cepefoBuLLa, ke NiATPUMYE aBTOHOMILO 1 IHHOBAUINHICTb yumMTens.

Kno4oBi cnoBa: LITYYHWUI IHTENEKT, OCBITHI TEXHOMOrII, YYUTESNi aHrNiNCbKoT MOBM, 3MillaHWUR
An3ainiH OoCTimKeHHA, caMoedeKTUBHICTb.
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