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ABSTRACT 

Disciplinary literacy in social studies includes multiple traditions. 

This study focuses specifically on historical thinking practices. A 

tool that can create opportunities for students’ to practice 

disciplinary historical thinking are AI Chatbots. However, there is 

little research detailing how AI chatbots are used in multilingual 

classrooms beyond creating interactive, simulation-oriented 

experiences for students. In this article, we employed a 

MagicSchool Custom Chatbot Builder to develop a Chatbot 

Challenge (Desafio Chatbot) assignment assisting middle school 

multilingual learners (MLLs) as they practiced historical inquiry. 

Thus, through a Spanish Chatbot assignment, students interacted 

with a historical figure, researched about them, and analyzed their 

interactions, practicing the skills of a historian, such as critical 

questioning, sourcing, and contextualization, evaluating the 

reliability of information generated by AI, and explaining a figure’s 

historical legacy in relation to equality, justice, and social change. 

Findings from this interpretive case suggest that across 

classrooms, the Desafío Chatbot appeared to lower barriers to 

participation for MLLs. Drawing on classroom artifacts, teacher 

notes, and observations of student engagement, this article offers 

an account of how disciplinary moves such as inquiry, sourcing, 

contextualization, corroboration, close reading, and expanding 

learning became visible across the assignment’s stages. By 

engaging in planning, questioning, interaction, and reflection, 

students practiced historical thinking, evidence-based inquiry, 

chronological reasoning, and digital literacy. This article offers 

insight into how teachers can foster grade-appropriate 

engagement in historical thinking through AI chatbots. 
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INTRODUCTION 

Despite nearly a half a century worth of scholars, teachers, and educational organizations alike 

emphasizing the necessity of general reading strategies, many students still struggle with the 

challenges of grade-level social studies texts (e.g., Bickford et al., 2020; Nokes, 2011). Since it 

emerged in the early 2000s, disciplinary literacy has been elevated as a means to close literacy 

gaps and improve student achievement. Although social studies involves multiple disciplinary 

traditions including history, civics, economics and geography (National Council for the Social 

Studies [NCSS], n.d.), each with their own distinct literacy practices (Kenna et al,, 2018), this 

study focuses specifically on historical thinking practices as a form of disciplinary literacy within 

social studies. Disciplinary literacy in social studies goes beyond general reading skills and 

strategies to centering the skills required by historians to make sense of complex texts 

(Shanahan, 2014). Historians approach texts differently from general readings by close reading, 

sourcing, contextualization, and corroboration to build interpretations of the past (Wineburg & 

Reisman, 2015; Wineburg, 1991). Interpreting texts such as primary sources would require 

significant background knowledge, vocabulary knowledge, and problem-solving (Bain, 2006).  

Thus, disciplinary literacy in social studies classrooms means students engage in the 

practices of historians, to do things like synthesizing and evaluating multiple sources (Nokes, 

2011). In this study, disciplinary literacy is operationalized through foundational historical 

thinking practices such as corroboration, contextualization, and sourcing. Students often 

struggle to adopt these practices because disciplinary texts are linguistically complex, culturally 

distant, and cognitively demanding (Bain, 2006; Nokes, 2011). These cultural and linguistic 

demands can be intensified for multicultural students and multilingual learners (MLLs) and their 

engagement in the content area. MLLs can struggle with background knowledge of histories of 

new places and understanding of words across new contexts (Fang & Schleppegrell, 2010; Short 

& Fitzsimmons-Doolan, 2007).  

The cultural and linguistic demands of the discipline require closer attention to 

responsively and equitably teach disciplinary literacy with a focus on linguistic development of 

MLLs to support them in reading like historians. Existing challenges to MLLs are the complexity 

of primary sources, especially when texts come from before the 19th century. These challenges 

tend to impact students’ motivation and engagement when learning social studies. Without 

structured opportunities to apprentice into disciplinary ways of thinking, students may revert 

to treating history as the recall of facts rather than inquiry into evidence and interpretation 

(Barton & Levstik, 2004). 

Social studies teachers across scholarship tend to struggle with operationalizing 

discipline-specific skills, often because they lack access to training (Langan & Lawrence, 2021; 

Trombino, 2010; Wineburg & Reisman, 2015). For instance, Soininen’s (2022) research 

illustrates that although it was common practice for many social studies educators to employ 

primary sources in their instruction, they seldom encouraged students to engage in close 

reading and contextualize these texts due to feeling pressure to teach additional content. 
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Similarly, Gebhard (2010) argues that teachers are not always equipped to teach academic 

language development as utilized within their content areas. This leads to teaching social studies 

as the process of recalling facts (Barton & Levistik, 2004) rather than engaging students in 

inquiry-based approaches activating social studies disciplinary literacy to understand the world 

around them (Freire, 1970). Our research question for this study was as follows: 

1. How can AI chatbots used in a multilingual setting support disciplinary literacy in a social 

studies classroom? 

2. How do AI chatbots create opportunities for multilingual learners to demonstrate 

historical thinking practices? 

Theoretical Framework 

Historical Thinking as Disciplinary Practice in Social Studies 

Students come into our classrooms with academic and cultural wealth that can be drawn from 

in various languages (e.g., Dwomoh et al., 2022). When engaging in content learning with MLLs, 

educators can center critical language awareness (CLA) and critical cultural awareness (e.g., 

Dwomoh et al., 2022) to support social studies and disciplinary literacy development across 

languages through transformative practices (Fairclough, 1999; Quan, 2021).  Language can 

become a tool for learning, welcoming linguistic development and understanding by students 

and educators alike (Gebhard, 2010). This means “engag[ing] with students in ways that 

encourage them to read from positions that are both mainstream and resistant and to write in 

ways that are powerful so that they can participate in new disciplinary contexts and contribute 

to shaping and reshaping those contexts” (Achugar et al., 2007, p. 10).  

Historical thinking practices in social studies requires students to read primary resources 

that can originate in a variety of languages in this multilingual discipline (Coffin, 2006). The 

linguistic demands include grappling with dense language and abstract phrases, using multiple 

sources for information, and developing arguments grounded in evidence from the texts 

(Wineburg 1991; Schleppegrell, 2004). One challenge is ‘reading to learn’ where students rely 

on information from the text to understand unfamiliar language, decode, and make 

interferences and connections between sources (Achugar & Carpenter, 2012). Achugar and 

Carpenter (2012) outline key strategies to engage in critical language awareness and 

multilingual literacy development such as; modeling practices, making explicit connections 

between language, scaffolding, and integrated reading tools while building and engaging their 

linguistic repertoires.  

Additionally, Reisman (2012) has shown through the Reading Like a Historian curriculum 

that guided prompts and structured discussions help students practice sourcing and 

corroboration. Scholars also emphasize that writing in history is not simply about recounting 

events but about constructing arguments from evidence (Monte-Sano, 2010; Nokes 2017). 

While such tools cannot replace teacher feedback, they can generate additional practice 

opportunities that align with the disciplinary goal of evidence-based writing. Speaking and 

discussion are likewise central to historical inquiry. Mercer and Howe (2012) argue that 
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exploratory talk fosters reasoning and conceptual understanding across disciplines. In history 

classrooms, structured dialogue helps students articulate interpretations and consider 

alternative viewpoints.  

In sum, historical and disciplinary thinking practices within social studies encourage 

students to read, think, write, and speak like historians. Established scholarship demonstrates 

that these practices are challenging but teachable with structured scaffolds (Wineburg, 1991; 

Reisman, 2012; Monte-Sano, 2010). 

Critical AI Literacy 

Driven by a ‘rhetoric of inevitability’ (Conrad & Kamperman, 2025), schools have begun to 

rapidly, and sometimes uncritically (Baer, 2025) integrate AI tools to support learning contexts 

from developing fundamental vocabulary, reading, and writing skills (Crompton & Burke, 2024) 

to disciplinary inquiry (Picasso et al., 2024; Tanksley, 2024). These new literacy contexts 

precipitate the need for what Long and Magerko (2020) call AI literacy, “a set of competencies 

that enables individuals to critically evaluate AI technologies; communicate and collaborate 

effectively with AI; and use AI as a tool online, at home, and in the workplace" (p.598). Building 

upon a foundation of digital literacy (Lankshear & Nobel, 2003), scholars define critical AI 

literacy as a skillset that requires users to understand social and ethical implications of AI 

(Tacelosky et al. 2025) in addition to the skills necessary to evaluative skills to interpret and 

utilize informational computer technologies in social contexts (Junqueira, 2025). 

Tensions involving social and ethical implications within critical AI literacy can be both 

disciplinary and broad. As a case in point, Tacelosky et al., (2025) explored students’ experiences 

with generative AI in language learning and found most students viewed it as a consultation tool 

acknowledging the affordances of speed and efficiency generative AI provided. Conversely, a 

fundamental pillar of critical AI literacy troubles this same efficiency students appreciated, 

positing that generative AI output is neither neutral nor always reliable (Junqueira, 2025).  

Because generative AI is often trained on large and uncurated datasets, AI output can 

reflect hegemony of dominant voices and the erasure of marginalized ones (Bender et al., 2021; 

Tanksley, 2024). critical AI literacy calls for competencies like understanding generative AI’s 

strengths and weaknesses, recognizing how AI makes decisions, recognizing human’s role in 

programming AI, and critically interpreting AI output (Long & Magerko, 2020). Likening 

generative AI output to “stochastic parrots” which lack understanding or communicative intent, 

generative AI is capable of generating “text based on their internal logic or patterns, rather than 

the true context,” a phenomenon known as hallucination (Li, 2023, p.1). As a result, some 

Critical AI scholars have called for a “Data Justice” approach to emphasize civic responsibility, 

human-centered values, and agency when helping students to examine power dynamics and 

biases inherent in AI systems (Benjamin, 2022; Picasso et al., 2024). Similarly, across literature, 

critical AI literacy calls for “critical evaluation mindsets” which can detect hallucinations and 

inaccuracies in generative AI outputs (Bender et al., 2021).  
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In review, understanding generative AI’s limitations, questioning who benefits or who is 

harmed by AI, actively evaluating AI generated content, corroborating AI output with verifiable 

sources are fundamental competencies of critical AI literacy. To date, while most research 

involving critical AI literacy has been conducted in higher education (Tacelosky et al., 2025), 

critical AI literacy competencies can be transferable to secondary contexts, particularly when 

they are situated in disciplinary tasks. Bridging critical AI literacy with disciplinary literacy, Zhang 

and Botelho’s (2025) study exemplified how middle school students can be trained to critically 

evaluate the suggestions of generative AI to refine chatbots in science and math. In order to 

develop skill, students used generative AI as a collaborative scaffold to design and train their 

chatbots within an iterative process through a platform called AI Made by You (AMBY). 

Generative AI provided students with suggestions at each step of the design process, and 

students then evaluated suggestions for scientific accuracy and compatibility with the voice of 

their chatbot. Through vetting appropriate vs inappropriate suggestions students both 

improved the quality of their chatbot and increased their ability to discard hallucinations, 

evaluate AI output, and deepen their disciplinary knowledge (Zhang & Botelho, 2025).  

AI Chatbots can offer students low stakes environments and opportunities to make their 

historical reasoning and AI literacy practices visible (Tacelosky et al., 2025). When carefully 

designed, AI chatbots can extend this scaffolding by offering interactive practice environments 

where students rehearse sourcing, contextualization, corroboration, and evidence-based 

argumentation, not as substitutes for teacher instruction, but as supplements that make 

disciplinary thinking more accessible. Notably, the probability of hallucinations, bias, and lack of 

contextual awareness in AI output can become powerful learning opportunities. When students 

are taught to understand and identify biases or inaccuracies in AI output, they enact both 

disciplinary habits of mind such as questioning sources, verifying information through 

corroboration, and seeking multiple perspectives (Reisman, 2012) as well as critical AI literacy 

(Bender et al., 2021; Long & Magerko, 2020). When used intentionally and strategically, AI 

chatbots may offer educators opportunities to examine students’ historical reasoning and AI 

literacy practices. 

LITERATURE REVIEW 

Artificial intelligence (AI) has increasingly entered educational spaces as an interactive tool 

capable of supporting historical thinking, disciplinary literacy practices, and language 

development. AI chatbots, in particular, are conversational agents designed to simulate human 

dialogue through natural language processing. Early chatbot systems, such as ELIZA 

(Weizenbaum, 1966), relied on rule-based scripts and keyword recognition, producing 

interactions that were limited in scope and depth. Contemporary chatbot systems, however, 

draw on machine learning and large language models, enabling more adaptive and context-

sensitive responses (Adamopoulou & Moussiades, 2020). 
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Within educational research, chatbots have been explored for their potential to increase 

student engagement, provide immediate feedback, and support personalized learning 

experiences (Følstad & Brandtzæg, 2017; Winkler & Söllner, 2018). These affordances are 

particularly relevant in multilingual classrooms, where students must simultaneously navigate 

disciplinary concepts and language demands. Recent scholarship suggests that large language 

models can function as scaffolding tools by generating explanations, modeling academic 

language, and supporting inquiry-based tasks (Kasneci et al., 2023). At the same time, scholars 

caution that AI-generated content may include inaccuracies, oversimplifications, or embedded 

biases, underscoring the need for guided and critical use in educational contexts (Dwivedi et al., 

2023). 

In social studies education, disciplinary literacy emphasizes practices such as sourcing, 

contextualization, corroboration, and reasoning about historical causality and legacy. 

Conversational agents have the potential to support these practices when they are intentionally 

designed to foreground inquiry rather than factual recall. Pérez-Marín and Pascual-Nieto (2011), 

for example, argue that conversational agents can model expert reasoning and guide learners 

through inquiry processes. Applied to social studies, this suggests that chatbots can be 

positioned not as authoritative sources of historical truth, but as tools through which students 

interrogate perspective, context, and evidence. 

Despite growing interest in AI in education, research examining the use of AI chatbots in 

multilingual social studies classrooms remains limited. While some research emphasizes AI’s 

limitations (Bali, 2024) and ethical implications (Feng, 2024),existing studies about chatbots 

tend to position them as interactive or simulation-based tools (Washburn & McCutchen, 2024), 

with fewer studies attending to how multilingual learners engage critically with AI-generated 

historical representations. This study examines student engagement during a Spanish-language 

chatbot assignment in which multilingual learners interacted with a historical figure as part of a 

social studies inquiry task. The assignment was designed to foreground historical thinking 

practices—such as questioning sources, evaluating context, and considering historical legacy—

while creating opportunities for students to engage critically and reflectively with AI-generated 

content. A detailed description of the instructional sequence and student tasks is provided in a 

later section of the article. 

METHODS 

This study employed an interpretive case study methodology grounded in Stake’s (1995, 2005) 

constructivist approach to qualitative inquiry. Stake’s (2005) case study tradition prioritizes 

understanding how participants make meaning within a particular context rather than 

generating causal explanations or generalizable findings. This orientation aligned with the 

purpose of the study, which sought to examine how multilingual middle school students 

engaged in disciplinary literacy and historical thinking while interacting with an AI chatbot 

embedded within a classroom inquiry task. 
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The case was defined as a single, bounded instructional sequence—the Desafío Chatbot 

(Chatbot Challenge) assignment—implemented within two One-Way Dual Language (OWDL) 

social studies classrooms at the sixth- and seventh-grade levels in one middle school. The case 

was bounded by time (one instructional cycle), setting (one school context), participants 

(multilingual middle school students), and activity (the design, programming, interaction with, 

and reflection on an AI-generated historical chatbot). Although the assignment was 

implemented in two grade levels, it functioned as a unified case because the instructional 

design, pedagogical goals, and analytic focus remained consistent across contexts. 

Data sources consisted of classroom artifacts generated as part of regular instruction, 

including students’ chatbot planning templates, written historical questions, chatbot interaction 

records, and reflective responses, as well as teacher field observations. These artifacts were 

treated as interpretive texts that made students’ disciplinary reasoning visible. Rather than 

serving as measures of achievement, the artifacts provided insight into how students 

approached historical inquiry, evaluated AI-generated information, and navigated issues of 

accuracy, bias, and perspective. 

Analysis followed an interpretive approach consistent with Stake’s (2005) view that 

understanding develops through close engagement with the case and iterative refinement of 

emerging interpretations. Artifacts were read holistically and comparatively to identify recurring 

patterns in students’ questioning, sourcing, contextualization, corroboration, and reflection. 

Attention was given to variations across grade levels, recognizing that the assignment served 

different instructional purposes depending on students’ prior knowledge and curricular 

positioning. Interpretive claims were grounded in repeated observations across artifacts rather 

than isolated examples. 

Trustworthiness was supported by examining multiple types of classroom artifacts, 

including students’ chatbot planning materials, historical questions, chatbot interactions, and 

written reflections. Rather than relying on a single source of evidence, interpretations were 

informed by patterns that appeared across these artifacts. Interpretive claims were discussed 

and refined collaboratively by the authors, with attention to how the instructional design, 

classroom context, and students’ linguistic backgrounds shaped their engagement. In keeping 

with Stake’s (2005) approach, the analysis does not aim to produce generalizable claims about 

AI chatbots, but instead offers a contextualized account of how one instructional design 

supported disciplinary literacy and critical AI engagement in a multilingual social studies setting. 

Researcher Positionality  

The primary author of this study is a middle school educator who works with multilingual 

learners and designed and implemented the Desafío Chatbot instructional sequence as part of 

his practitioner inquiry into disciplinary literacy and AI-mediated learning. Author 1 designed 

and implemented the instructional sequence in two middle school social studies classrooms at 

the sixth and seventh grade levels, where he provided direct instruction, facilitated student 
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engagement with AI-mediated historical inquiry, and collected student-generated artifacts used 

for analysis. 

Authors 2, 3, and 4 are literacy professors at a university nearby working within an 

initiative called project L.I.S.T (Literacy, Inquiry, Social Justice, and Technology). While 

collaborating with the partner school district, these professors have codesigned districtwide PD 

workshops and materials with Author 1. Given the overlapping interests and intersecting 

disciplinary areas, Author 1 invited the L.I.S.T team to coauthor this project. Author 2 is a former 

high school ELA teacher, and identifies as an Afro-latino scholar invested in developing capacity 

for social justice pedagogy and critical AI literacy within the partner district. Author 3 is a social 

studies methods professor at a midwestern public university. His desire for innovative inquiry-

based practices in social studies classrooms drives his teaching and research for engaged 

citizenship. Author 4 is a former science educator who worked with multilingual and 

multicultural youth. As a bilingual Latina, her identity drives her work to create expansive 

learning spaces in the sciences and beyond where multilingual and multicultural youth feel 

heard, seen, and centered. Authors 1 and 2 performed the primary analysis, and all authors 

reflected on how their educational roles, identities, and experiences influenced the analysis.  

Context 

The study took place in a middle school serving approximately 570 students in grades 6–8 within 

a linguistically and culturally diverse community in northern Illinois. According to publicly 

available school report card data, approximately 74% of the school’s student population 

qualifies for free or reduced-price lunch (ISBE, 2025). All participants in this study were enrolled 

in the school’s One-Way Dual Language (OWDL) program, in which Spanish is the primary 

language of instruction across content areas. Students in this program typically enter with 

strong oral proficiency in Spanish and varying levels of biliteracy development in Spanish and 

English, as measured by district and state language assessments. The OWDL program is designed 

to leverage students’ home language as an asset for disciplinary learning while supporting long-

term academic growth. 

The Desafío Chatbot instructional sequence was implemented in two OWDL social 

studies classrooms at the sixth- and seventh-grade levels, involving 41 students identified as 

multilingual learners (MLLs). Students demonstrated a range of English language proficiency 

levels, and had prior experience with inquiry-based social studies instruction, though most had 

limited or no prior exposure to AI-mediated learning tools. While the same instructional design 

was used across both classrooms, the lesson served different pedagogical purposes aligned with 

each grade’s curricular trajectory: 

● In sixth grade, the Desafío Chatbot activity functioned as a pre-unit instructional entry 

point. At the time of implementation, students were preparing for a social studies unit focused 

on the Code of Hammurabi and ancient civilizations. The chatbot interaction was intentionally 

positioned as an instructional activator, designed to introduce students to the historical figure 
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of Hammurabi, prompt curiosity, and surface initial questions related to governance, law, and 

historical context prior to formal instruction. 

● In seventh grade, the Desafío Chatbot activity was implemented at the conclusion of a 

unit on the founding of the United States. Students had already studied key historical figures, 

events, and documents related to U.S. independence. In this context, the chatbot interaction 

served as a culminating inquiry experience, providing students with opportunities to synthesize 

prior learning, apply historical thinking skills, and reflect on historical perspective, legacy, and 

interpretation through simulated dialogue. 

Across both grade levels, instruction was delivered in Spanish, enabling students to 

engage in complex historical inquiry through their primary language of instruction. This linguistic 

context supported students’ participation in disciplinary practices such as questioning, 

contextualization, sourcing, corroboration, and reflection, while maintaining coherence with 

the OWDL program’s emphasis on leveraging multilingual resources to support content-area 

learning. 

Desafío Chatbot 

The Desafío Chatbot assignment was designed as a structured inquiry task in which students 

created and interacted with an AI chatbot representing a historical figure. The activity 

positioned students not only as learners of historical content, but also as novice historians and 

emerging AI users who were required to make intentional decisions about historical 

representation, accuracy, and perspective. In sixth grade, students focused on Hammurabi in 

connection with an upcoming unit on ancient civilizations and early systems of law. In seventh 

grade, students selected from a set of figures previously studied during a unit on the founding 

of the United States, including individuals such as Thomas Jefferson and George Washington. 

Limiting the selection of historical figures ensured alignment with grade-level curriculum while 

allowing for variation in student inquiry and interpretation. 

Students were explicitly taught that generating an AI chatbot that accurately represented 

a historical figure required intentional, precise, and critically informed programming. Rather 

than viewing the chatbot as an autonomous or neutral source of historical knowledge, students 

learned that AI-generated responses reflect the information selected, the specificity of prompt 

language, and the perspectives embedded in those inputs, including the potential for bias or 

oversimplification. To support this process, students conducted research on their historical 

figure by either building on previously studied classroom texts and resources (seventh grade) or 

consulting new instructional materials and reference sources introduced for the activity (sixth 

grade). Emphasis was placed on selecting accurate information, using precise language, and 

considering how omissions, framing choices, or vague inputs could result in biased or historically 

misleading responses. This framing positioned historical research and disciplinary judgment as 

prerequisites to AI use and reinforced the idea that AI systems reproduce, rather than 

independently generate, historical understanding. 
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Assignment Sequence 

The students engaged in the desafio chatbot assignment in the following sequence, 

demonstrated with figures of the activity.  

Step 1: Planning the Chatbot 

Students began by completing a structured planning template in which they documented 

biographical information, historical context, beliefs, accomplishments, and legacy of their 

selected figure (see Figure 1). This planning phase functioned as both historical research and AI 

preparation, requiring students to synthesize information rather than copy it verbatim. 

Insert Figure 1 

Step 2: Developing Historical Questions 

Next, students developed their own historical questions. This stage was carefully scaffolded to 

move students beyond factual recall toward analytical and open-ended inquiry. Each student 

composed at least five questions designed to address core historical thinking practices, including 

sourcing, contextualization, corroboration, chronology and causality, and historical legacy (see 

Figure 2). 

Insert Figure 2 

Step 3: Creating the Chatbot 

Prior to student use, the MagicSchool platform was configured by the teacher, including 

uploading the assignment prompts, specifying learning goals, and structuring the chatbot 

parameters to ensure alignment with instructional intentions and historical inquiry objectives. 

Students then entered their completed planning information into the MagicSchool platform, 

which generated a chatbot simulating the selected historical figure (see Figures 3 and 4). 

MagicSchool provided a structured, classroom-oriented interface that allowed students to input 

historically grounded information without requiring technical coding. Instruction emphasized 

that the chatbot’s responses reflected the quality and framing of the information provided by 

students. 

Insert Figure 3 & 4 

Step 4: Interacting with the Chatbot 

In the fourth step, students engaged in an interactive interview with their chatbot. Students 

posed at least three of their planned questions and recorded the responses (see Figure 4). After 

each exchange, students evaluated the extent to which the answers aligned with historical 

evidence and considered what sources might confirm or contradict the information. This 

process encouraged students to adopt a critical stance toward AI-generated content similar to 

the stance historians take when evaluating sources. 

Insert Figure 5 

Step 5: Reflection 

The final step involved a written reflection in Spanish. Students explained what they learned 

about their historical figure, what they noticed about the chatbot’s responses, and what the 

activity revealed about the work of historians and the affordances and limitations of artificial 
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intelligence in historical inquiry (see Figure 5). These reflections demonstrated both content 

learning and metacognitive awareness of the inquiry process. By structuring the task in this way, 

the Desafío Chatbot assignment integrated disciplinary literacy in history with digital and AI 

literacy, enabling students to practice analyzing sources, sequencing events, and evaluating 

reliability while engaging in their strongest language of learning. 

Insert Figure 6 

RESULTS AND DISCUSSION 

This case helps make visible how multilingual students demonstrated disciplinary historical 

thinking through the artifacts they produced while working on the Desafío Chatbot assignment. 

Rather than evaluating the activity in terms of effectiveness, improvement, or impact, this 

discussion focuses on how students took up the task and how historical reasoning became 

visible in their planning sheets, questions, and reflections. Across these artifacts, students 

approached history as something to be interpreted—entangled with power, morality, context, 

and consequence—rather than as a set of neutral facts to be recalled. One student’s reflection 

captures this interpretive stance: 

“Aprendí que él [Hammurabi] fue muy duro con sus leyes.” 

 “I learned that he [Hammurabi] was very harsh with his laws.” 

Insert Figure 7 

Although concise, this statement reflects an important disciplinary move: the student 

evaluates a historical figure’s actions and considers their implications. The sections that follow 

interpret what such moments suggest about disciplinary literacy and historical thinking in 

multilingual social studies classrooms, the role of AI chatbots as mediating tools rather than 

authorities, instructional considerations for teaching, and the interpretive boundaries of this 

case. 

I.Humanization and Engagement of Historical Figures 

One of the most consistent patterns across student artifacts was increased engagement with 

historical figures as people rather than as distant textbook subjects. The Desafío Chatbot 

required students to research a historical figure and make decisions about who that person 

was—what they were like, what they believed in, and why they acted the way they did. In order 

to program the chatbot, students could not rely solely on dates or titles; they had to think about 

personality, beliefs, and motivations. 

This shift is visible in how students described historical figures. For example, when programming 

their chatbot for Hammurabi, students characterized him using evaluative language rather than 

neutral description: 

“Tienes una personalidad desalmada, valiente y determinada.” 

 “You have a ruthless, brave, and determined personality.” 

“Creías en el poder, tener orden y leyes justas.” 

 “You believed in power, having order, and just laws.” 
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Insert Figure 8 

Even though their language is simple, these statements show students moving beyond 

memorization toward interpretation. Importantly, students had not been explicitly taught these 

descriptions in advance. In order to create an accurate chatbot, they were required to research 

the sources provided during the activity, identify relevant information, and make decisions 

about how Hammurabi should be represented. Rather than listing Hammurabi only as a king or 

lawmaker, students considered what kind of leader he was and how his beliefs and actions 

shaped his society. 

Similar patterns appear in seventh grade when students worked with U.S. historical figures. One 

student summarized George Washington’s legacy not through isolated accomplishments, but 

through his influence on others: 

“Tu legado inspiró a las personas a luchar por su patria.” 

 “Your legacy inspired people to fight for their homeland.” 

Insert Figure 9 

Another student framed Thomas Jefferson through his beliefs rather than biography: 

“Creías en los ideales del republicanismo y la democracia.” 

  “You believed in the ideals of republicanism and democracy.” 

Across grade levels, students consistently used accessible language to express ideas about 

leadership, belief, and influence. These descriptions suggest that the chatbot assignment 

supported students in thinking about historical figures as human actors with values and 

worldviews, rather than as flat, textbook, historical figures. 

Student reflections further highlight how the conversational format increased engagement and 

made historical inquiry feel more personal. One student wrote: 

“Me gustó hablar con Hammurabi aunque no sea él en realidad… como si de verdad estuviera 

hablando con él.” 

“I liked talking to Hammurabi even though it’s not really him… as if I were actually talking to 

him.” 

Insert Figure 10 

This reflection illustrates how interacting with the chatbot encouraged students to 

engage more deeply with the historical figure. Although students understood that the chatbot 

was not the real person, the experience felt interactive and meaningful. For students who often 

struggle with traditional historical texts, this sense of social connection appeared to support 

sustained attention and willingness to research. At the same time, student engagement was 

uneven; while some reflections demonstrated interpretive reasoning, others remained brief or 

primarily affective, reflecting natural variation in how students took up the task. 

Importantly, the purpose of the assignment was not to treat the chatbot as an authority, 

but to use it as a tool that motivated students to investigate and think more carefully about the 

people they were studying. In this case, engagement functioned as an entry point that helped 
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students move beyond memorizing surface-level facts toward more thoughtful consideration of 

historical figures and their actions. 

II.Historical Inquiry and Questioning 

As students interacted with their chatbots, their questions revealed how they were beginning 

to think about history as something shaped by circumstances rather than isolated actions. Many 

students moved beyond asking for simple facts and instead asked questions that focused on 

why historical figures acted as they did and what was happening around them at the time. 

This was especially clear in questions that centered on context. For example, following 

the question models provided in the assignment, several students asked Hammurabi: 

“¿Qué estaba pasando en Babilonia que te inspiró a hacer el código de leyes?” 

  “What was happening in Babylon that inspired you to create the code of laws?” 

Insert Figure 11 

Others posed similar questions to U.S. historical figures: 

“¿Qué estaba pasando en tu país que te motivó [a ser presidente]?” 

 “What was happening in your country that motivated you [to be president]?” 

“Que paso en tu vida que te hizo presidente?” 

 “What happened in your life that made you become president?” 

Insert Figure 12 

These questions show students beginning to understand that laws, leadership, and 

political decisions do not happen in a vacuum. Notably, their questions position historical action 

as a response to conditions, experiences, and challenges. 

Students also asked questions that acknowledged disagreement, historical tension, and 

criticism, such as: 

“Mucha gente no está de acuerdo con su código de leyes, ¿qué les contestaría?” 

 “Many people do not agree with your code of laws; what would you say to them?” 

Through questions like these, students recognized that historical figures were not 

universally accepted and that decisions were contested. Students did not attempt to resolve 

these tensions; instead, they identified and named them, an appropriate stance for historical 

inquiry at this developmental stage.  

As students read the chatbot’s responses, many reflected on how those explanations 

helped them think differently about the past. Several students noted that learning what came 

before a historical decision helped them understand why it was made. For example, one student 

wrote: 

“Esto me hizo pensar en como fue antes las leyes de Hammurabi.” 

“This made me think about what it was like before Hammurabi’s laws.” 

Another student reflected on changes over time, noting: 

“Me hizo pensar en lo que pasaba antes y después [de la independencia de los E.E.U.U.].” 

 “It made me think about what happened before and after [U.S. independence].” 
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These reflections suggest that students were beginning to reason about historical 

causality and chronology. Rather than focusing only on individual events or decisions, students 

considered conditions leading up to historical actions and the changes that followed. 

It is important to note that these responses emerged within a highly scaffolded 

instructional context. As multilingual learners, students were provided with explicit models, 

sentence starters, and example questions aligned to historical thinking skills. This level of 

support was intentional and appropriate, ensuring that students could engage in disciplinary 

reasoning without being limited by language demands. Because student responses were brief 

and shaped by these supports, interpretations focus on patterns across artifacts rather than 

depth within individual responses. 

III.Emerging AI Literacy Practices 

Across interactions and reflections, the chatbot was positioned unevenly. At times students 

interacted with the chatbot as an authoritative source, and at others, as an interpreter whose 

responses could be questioned or reconsidered. In many instances, students expressed 

uncertainty when what they had previously learned in class was inconsistent with chatbot 

responses, suggesting early forms of evaluative reasoning. For example, one student 

communicated skepticism when noticing a discrepancy stating, 

“Profe, ¿no se supone que George Washington hablaba puro inglés? ¿Cómo sé que sí es él de 

verdad… sí hablaba español o qué?” 

“Teacher, wasn’t George Washington supposed to speak only English? How do I know it’s really 

him… did he actually speak Spanish or what?” 

In another instance, a student questioned a historical reference by saying, 

“Maestro, de Hammurabi no me acuerdo haber visto eso en clase… ¿sí hizo eso de verdad o 

qué onda con eso?” 

“Teacher, I don’t remember learning that about Hammurabi in class… did he really do that or 

what’s going on with that?” 

Such instances illustrate emerging AI literacy practices where students regard AI-

generated output as claims they need to verify. While their reasoning was not always fully 

developed, it reveals the potential for AI-supported activities to create opportunities for 

students to engage in critical evaluation alongside core historical thinking practices like sourcing, 

corroboration, and contextualization. 

Interpretive Boundaries and Limitations 

This case represents a single instructional sequence within one school context and does not 

claim growth, transfer, or long-term impact. Student artifacts reflect moment-in-time thinking 

shaped by instructional design, language supports, and the affordances and constraints of the 

chatbot platform. Additionally, while students demonstrated emerging disciplinary reasoning, 

their engagement and depth of interpretation varied. These limitations are not shortcomings of 

the case, but features of classroom-based inquiry with multilingual learners. Within these 

boundaries, the Desafío Chatbot made students’ historical thinking visible and provided a 
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structured space for engagement, questioning, and reflection. The findings offer a 

contextualized account of how AI-supported instructional design can create opportunities for 

disciplinary (historical) literacy in multilingual social studies classrooms, without positioning AI 

as an authority or claiming outcomes beyond the case itself. 

Implications  

We invite our readers to consider grade-appropriate ways their learners can engage in 

contextualization, corroboration, close reading, and sourcing through chatbots. The patterns 

observed across the two classroom implementations suggest that AI-mediated interactions can 

serve as a meaningful supplement to disciplinary literacy instruction by creating carefully 

designed, structured opportunities for inquiry when integrated into broader units of study. 

Several implications emerge for educators seeking to adapt similar practices in their own 

contexts. 

First, chatbots can extend structured inquiry routines, but their usefulness in class 

contexts depends on the degree of scaffolding provided. For younger or less experienced 

learners, multimodal text sets and scaffolded reading (Waymouth & Hinchman, 2025), labeled 

organizers and question templates (Buehl, 2023; Reisman, 2012), and modeled exemplars help 

anchor their work and prevent superficial questioning (Monte-Sano et al., 2017). In classrooms 

where students possessed stronger background knowledge, the chatbot became a space to test, 

refine, and deepen existing interpretations. Teachers may therefore consider positioning 

chatbots differently across a unit—either as anticipatory inquiry tools or as synthesizing 

platforms near the end of instruction. 

Second, the assignment highlights the value of deliberate instruction in sourcing and 

corroboration when working with AI-generated historical responses. Our theoretical framework 

discussed AI bias and hallucinations as powerful learning opportunities (Li, 2023), and although 

students in this study displayed emerging abilities to critique omissions, contradictions, or 

overly idealized portrayals, their reflections varied widely. This suggests that critical AI literacy 

should be taught alongside historical literacy practices in social studies (Tacelosky et al., 2024; 

Yetisensoy & Rapoport, 2023; Yetisensoy & Karaduman, 2024). Students benefit from explicit 

opportunities to compare, corroborate, and source AI responses with classroom texts and to 

view AI outputs as claims requiring verification (Lintner, 2024). Positioning AI as a claimant 

rather than authority may help students adopt a more agentive and constructivist role while 

engaging with disciplinary inquiry (Bender et al., 2021). Embedding these comparative routines 

in whole-class discussions could strengthen students’ ability to read AI-generated content with 

greater skepticism and nuance. 

Third, the task underscores that language choice matters for multilingual participation. 

Interactions conducted in Spanish provided students with immediate access to disciplinary 

thinking without the added barrier of navigating complex English texts. MLLs used the chatbot 

to rehearse academic vocabulary, practice interpretive questions, and engage with historical 

voices in their strongest language. Because scholarship involving dual-language and disciplinary 
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literacy contexts emphasize how comprehension and confidence improves when students 

approach learning in their primary language (Hickey & Lewis, 2015), authors recommend 

utilizing chatbots in ways that afford students choices in the ways they can employ language to 

engage in content-area inquiry. 

Fourth, authors recommend considering how the continuous use of a chatbot across a 

unit may expand opportunities for inquiry. In the sixth-grade classroom, the decision to return 

to the chatbot as new questions emerged allowed students to treat it as a dynamic reference 

point rather than a one-time activity. This is commensurate with Yetisensoy and Rapoport’s 

(2023) findings that technology prepares students for active citizenship, and  Dwomoh’s (2025) 

study examining how technology impacts inquiry in civics education and the interplay of 

technology, inquiry, and citizenship education in middle-grade classrooms. Dwomoh’s  3’s (2025) 

findings revealed that “these three overarching concepts [i.e., technology, inquiry, and 

citizenship education] are progressive and interrelated. In essence, technology enhances 

inquiry, and inquiry reinforces effective citizenship education” (p. 51). Moreover, the National 

Council for the Social Studies (NCSS) recommends inquiry as the best practice for social studies 

teaching and learning (2013), as it fosters student engagement, civic awareness, focused 

learning, and critical and creative thinking (Dwomoh, 2025). Recursive inquiry can support the 

development of more precise questioning and more historically grounded interpretations 

(Conrad et al., 2024). However, inquiry cannot be effectively implemented in middle grade 

classrooms without the assistance of technology (Dwomoh, 2025), such as AI chatbots.  

Finally, the teacher’s role remains central. Chatbots do not replace disciplinary reading, 

teacher modeling, or rich classroom talk. Instead, they create additional entry points for 

exploration when accompanied by thoughtful planning and reflection. Teachers may consider 

how chatbot interactions can complement primary sources, anchor investigations, or serve as 

low-stakes rehearsal spaces for emerging disciplinary skills. Strategic facilitation is needed to 

help students navigate limitations in AI-generated responses, particularly when those responses 

simplify conflict, obscure historical harm, or present overly harmonious narratives. 

In sum, chatbots can serve as accessible tools for supporting disciplinary literacy in multilingual 

social studies classrooms, provided they are embedded in intentional pedagogical design. By 

integrating guided inquiry, critical evaluation, and multilingual scaffolds, educators can leverage 

these tools to expand opportunities for students to think, question, and reason like historians. 

CONCLUSION 

This study explores the potential AI chatbots have to support multilingual learners as they 

navigate language, content, and historical thinking practices within social studies classrooms. 

MLLs engaged with a Spanish Chatbot assignment where they researched a historical figure, 

interacted with a simulated version of that figure, and analyzed their interactions. Students 

practiced disciplinary literacy skills like sourcing, contextualization, and evaluation of AI 

interactions. Although all students work on skills like planning, questioning, interaction, and 
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reflection, to varying degrees, findings revealed how students’ prior knowledge impacted their 

ability to evaluate AI output. Implications suggest that although LLMS can create opportunities 

for students to engage with disciplinary knowledge and practices, direct support is needed to 

help teachers model disciplinary thinking with critical AI literacy.  
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APPENDICES 

Appendix A: Figures 

Figure 1: Step 1 - Planning Their Chatbots 

 
Figure 2: Step 2 - Planning Historical Questions 

 



      88 
 

 

Gomes et al. 

RESSAT 2026, 11(2): 66-92

 

 
 

Figure 3: Step 3 - Creating Their Chatbots 
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Figure 4: Step 4 - MagicSchool Interaction 

 
 

 Figure 5: Step 4 - Chatbot Interaction 
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 Figure 6: Final step - Reflection 

 
Figure 7: Student Work Sample #1 
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Figure 8: Student Work Sample #2 

 
Figure 9: Student Work Sample #3 

 
Figure 10: Student Work Sample #4 
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Figure 11: Student Work Sample #5 

 
Figure 12: Student Work Sample #6 

 


