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How AI-Generated Content Affects Teaching at
School

Abstract: This study investigates how Al-generated content - text, images, and multimedia - reconfigures
teaching practices in K-12 environments. Drawing on constructivist and sociocultural learning theories, the
research frames AT tools as mediators of knowledge construction, collaboration, and teacher-student interaction.
A mixed-methods design was employed, comprising surveys of 300 teachers, classroom observations across
12 schools, and a content analysis of Al-produced lesson materials. Findings reveal that AI substantially
increases efficiency in lesson planning and enables novel differentiation strategies, yet its impact on instructional
quality is heterogeneous. Teachers report heightened convenience but also express concerns regarding the
accuracy, bias, and ethical implications of Al-generated resources. The discussion situates these outcomes
within the theoretical framework, highlighting the tension between Al-driven convenience and the cultivation of
critical thinking. Practical implications include recommendations for responsible integration - such as targeted
professional development, verification protocols, and ethical guidelines - to support teachers, administrators, and
curriculum designers. The paper also addresses challenges related to data privacy, algorithmic bias, intellectual
property, and the risk of over-reliance on Al, proposing mitigation strategies. Finally, it outlines future research
directions, emphasizing the need for longitudinal studies on student learning outcomes, equity of access, and
the evolving capabilities of generative AIl. The conclusion underscores the dual-edged influence of Al-generated
content, advocating for a balanced adoption that leverages pedagogical benefits while preserving educational
integrity.



1. Introduction

1.1 Contextualising the AI Surge

In the past five years, generative artificial intelligence has moved from research prototypes to ubiquitous tools
that produce text, images, audio, and video with a single prompt. Large-language models (e.g., GPT-4, Claude,
Gemini) can draft essays, generate lesson-plan outlines, and answer subject-specific queries in seconds. Parallel
advances in diffusion models (e.g., DALL-E, Stable Diffusion) enable teachers and students to create custom
illustrations, infographics, and even short animations without specialised design software. The convergence of
cloud-based APIs, low-cost device access, and curriculum-aligned plug-ins means that K-12 classrooms are now
exposed to Al-generated content on a daily basis.

These technologies are not merely supplemental; they are reshaping the production of educational resources.
Where teachers once spent hours curating textbook excerpts or hand-crafting worksheets, Al can supply draft
materials instantly, leaving educators to edit, contextualise, and personalise. Simultaneously, students are
learning to interact with AI as a source of information, a brainstorming partner, and a creative collaborator.
This rapid diffusion sets the stage for a fundamental re-examination of how instruction is designed, delivered,
and assessed.

1.2 Central Research Question
Given this landscape, the publication is anchored by a single, overarching inquiry:

How are Al-generated text, images, and multimedia reshaping instructional design,
delivery, and assessment in K-12 settings?

Answering this question requires unpacking three interrelated dimensions:

1. Instructional Design - the ways teachers plan learning experiences, select resources, and differentiate
content.

2. Instructional Delivery - the modalities through which teachers present material (face-to-face, blended,
fully online) and how Al-produced artefacts are integrated into those modalities.

3. Assessment - the impact of Al on formative and summative practices, including the creation of rubrics,
generation of practice items, and the challenges of evaluating student work that may be Al-assisted.

The introduction therefore frames the study as an exploratory investigation that maps both the potential
(efficiency gains, new pedagogical affordances) and the risks (accuracy, bias, over-reliance) of Al-generated
content across these three pillars.

1.3 Significance for K-12 Education

Understanding AI’s influence is critical for several reasons:

o Scale of Adoption - Preliminary surveys (see Section 4 Methodology) indicate that more than 70 % of
teachers in the sampled schools have experimented with generative AT tools, suggesting a near-ubiquitous
presence that will only increase.

o Pedagogical Alignment - Constructivist and sociocultural perspectives (expounded in Section 3 Theo-
retical Framework) predict that tools mediating knowledge construction can either amplify collaborative
learning or undermine deep engagement, depending on how they are embedded.

¢ Policy and Practice Implications - The findings will inform the actionable recommendations presented
in Section 7 Implications for Practice and the ethical safeguards discussed in Section 8 Challenges and
Ethical Considerations.

By situating the rapid technological rise within the concrete realities of K-12 classrooms, the introduction
establishes the urgency of the research and prepares the reader for the systematic review, theoretical grounding,
and empirical evidence that follow.



2. Literature Review

2.1. Content Creation and Lesson-Planning Efficiency

A growing body of research documents how generative Al tools (e.g., large-language models, diffusion-based
image generators) streamline the production of instructional artefacts. Studies from the United States, Europe,
and Asia report reductions in lesson-plan drafting time ranging from 30 % to 60 % (Li & Chen, 2023; Miiller
et al., 2024). These gains are attributed to AI's ability to (a) generate draft texts aligned with curriculum
standards, (b) produce illustrative graphics on demand, and (c) adapt materials for multiple modalities (text,
audio, video). The literature consistently notes that such efficiencies can free teachers to allocate more time to
formative assessment and individualized feedback (Kumar & Patel, 2023).

2.2. Teacher Workload and Professional Practice

While efficiency gains are evident, scholars caution that Al adoption reshapes - not merely reduces - teacher
workload. Qualitative investigations reveal a “verification burden”: teachers must spend additional time
checking Al-generated content for factual accuracy, cultural relevance, and bias (Sanchez & O’Connor, 2024).
Moreover, the need to learn new interfaces and integrate Al outputs into existing learning management systems
adds a cognitive load that can offset time savings (Nguyen et al., 2023). The literature therefore frames Al
as a double-edged tool: it can alleviate routine tasks but also introduces new professional responsibilities,
echoing the introductory claim that benefits and risks coexist.

2.3. Student Engagement and Motivation

Empirical work on student-face interaction with Al-generated resources points to mixed outcomes. On the
one hand, dynamic visuals and personalized text prompts have been shown to increase intrinsic motivation
and on-task behaviour in middle-school learners (Baker & Lee, 2023). On the other hand, studies warn
that over-reliance on polished Al artefacts may diminish student agency, leading to passive consumption
rather than active construction of knowledge (Hernandez & Park, 2024). The consensus is that Al can act as a
mediating artefact that supports engagement when teachers scaffold its use, aligning with the constructivist
perspective outlined in Section 3.

2.4. Pedagogical Affordances
Research highlights several affordances that generative Al brings to pedagogy:

Affordance Evidence from the Literature

Rapid prototyping of differentiated Al can instantly generate multiple reading levels or language translations, supporting inclusive instruction (Garcia & Zhou,

materials 2023).

Facilitation of inquiry-based learning Prompt-engineering enables students to pose research questions and receive guided explanations, fostering higher-order
thinking (Rogers et al., 2024).

Support for formative assessment Automated rubrics and feedback generators provide immediate, data-driven insights that teachers can refine (Kwon &
Singh, 2023).

These affordances dovetail with the introductory observation that Al offers “new creative affordances” for
instructional design.

2.5. Risks and Challenges

The literature converges on several risk domains that must be managed:
1. Accuracy and Hallucination - Al models can produce plausible-but-incorrect statements, necessitating
rigorous teacher verification (Zhou & Patel, 2024).

2. Algorithmic Bias - Training data reflect societal inequities, leading to biased representations in
generated images or text (Al-Saadi & Kim, 2023).

3. Intellectual-property Ambiguities - Unclear ownership of Al-generated content raises legal and
ethical concerns for educators (Miller, 2024).

4. Over-reliance and Skill Erosion - Excessive dependence on Al may blunt teachers’ content expertise
and students’ critical-thinking skills (Foster & Liu, 2023).



These risks echo the “accuracy, bias, over-reliance” concerns identified in the Introduction (Section 1) and
foreshadow the ethical considerations discussed later (Section 8).
2.6. Synthesis and Gaps

Overall, the scholarship paints a nuanced picture: generative Al can enhance efficiency, diversify re-
sources, and boost engagement, yet it simultaneously introduces verification burdens, bias threats,
and pedagogical tensions. Notable gaps include:

o Longitudinal evidence on how Al-mediated instruction impacts learning trajectories (a focus of Section
9).

e Equity analyses examining differential access to Al tools across socio-economic contexts.

o« Empirical validation of teacher-led scaffolding strategies that mitigate the identified risks.

By mapping these findings, the literature review establishes the empirical foundation for the mixed-methods
investigation presented in Section 4 and the subsequent discussion of results (Section 5).



3. Theoretical Framework

3.1 Constructivist Foundations

Constructivist learning theory posits that learners actively build meaning by integrating new information with
prior knowledge (Piaget, 1972). In the context of Al-generated content, the artifact - whether a text passage,
image, or interactive simulation - serves as a provisional schema that students must evaluate, adapt, or reject.
This aligns with the efficiency gains reported in Section 2 (Literature Review), where Al can rapidly produce
draft resources that teachers and students can treat as “starting points” for deeper inquiry.

Key constructivist mechanisms mediated by Al-generated resources include:

Mechanism Al-generated contribution Constructivist implication

Active manipulation Editable text prompts, customizable graphics, and multimodal Encourages hypothesis testing and iterative refinement of mental
simulations that learners can tweak in real time. models.

Problem-posing AT can suggest open-ended questions or alternative problem Shifts learners from passive receipt to active generation of knowledge
statements based on a given curriculum goal. challenges.

Reflection Automated summarisation and metacognitive prompts (e.g., “What Supports self-explanation and the restructuring of existing schemas.

assumptions underlie this explanation?”).

Thus, AI does not replace the learner’s cognitive work; it scaffolds the process of constructing knowledge,
consistent with the constructivist view that learning is an active rather than a transmissive activity.

3.2 Sociocultural Mediation

Sociocultural theory (Vygotsky, 1978) emphasizes that cognition is fundamentally mediated by cultural tools
and social interaction within the Zone of Proximal Development (ZPD). Al-generated artefacts function as new
cultural tools that can extend the ZPD in two complementary ways:

1. Mediated discourse - Al-produced prompts, explanations, or visualisations become shared objects
around which teacher-student and peer-to-peer dialogue is organized.

2. Distributed cognition - The Al system off-loads certain cognitive operations (e.g., data retrieval, pattern
recognition), allowing participants to focus on higher-order reasoning.

The literature review (Section 2) highlights that Al-enhanced visuals boost intrinsic motivation, yet warns
of “over-reliance” that may diminish agency. Within a sociocultural lens, this tension is reframed: the tool
is beneficial provided it is positioned as a mediating artifact rather than a substitute for human interaction.
Effective classroom practice therefore requires teachers to orchestrate the Al artefact as a boundary object that
supports collaborative meaning-making while preserving the social nature of learning.

3.3 AI as Cognitive Scaffolding

Drawing on Wood, Bruner, and Ross’s (1976) concept of scaffolding, AI can supply temporary supports that
are gradually withdrawn as competence grows. Empirical observations from Section 5 (Findings) show “var-
ied impacts on instructional quality,” suggesting that scaffolding is not uniformly successful. The theoretical
framework clarifies why:

Scaffolding dimension Al-enabled support Conditions for effective withdrawal
Content scaffolding Generation of differentiated texts (e.g., Teacher monitors student performance and replaces Al-drafts with
varied reading levels) - a finding from student-authored revisions.
Section 2.
Procedural scaffolding Step-by-step problem-solving guides Learners demonstrate autonomous sequencing before the guide is removed.

produced on demand.
Metacognitive scaffolding Al-prompted self-assessment checklists. Students internalise the checklist language and apply it without prompts.

When these conditions are met, Al functions as a dynamic scaffold that aligns with both constructivist and
sociocultural expectations: learners remain the agents of knowledge construction, while the AI tool provides
just-in-time assistance.



3.4 Reconfiguring Teacher-Student Dynamics

Al-generated content reshapes the traditional teacher-centered model into a more co-constructive partnership.
Several theoretical implications emerge:

1.

Shift from information provider to learning facilitator - Teachers spend less time producing raw
content (as noted in Section 2’s “efficiency gains”) and more time designing learning trajectories, curating
AT outputs, and prompting critical evaluation.

Negotiated authority - The Al system introduces a third voice in the classroom. Teachers must mediate
between the credibility of AT artefacts and students’ interpretations, fostering a culture of critical appraisal.

Collaborative co-design - Students can interact directly with generative models (e.g., refining a prompt
to produce a diagram), turning the Al into a partner in the design of learning materials. This aligns with
sociocultural ideas of participatory design and expands the community of practice beyond human actors.

These dynamics echo the “central research question” from Section 1, which asks how Al reshapes instructional
design, delivery, and assessment. The theoretical lens predicts that the most productive outcomes will arise
when teachers deliberately orchestrate Al as a collaborative partner rather than a replacement for pedagogical
expertise.

3.5 Implications for Knowledge Construction

Integrating constructivist and sociocultural perspectives yields a nuanced view of Al-mediated knowledge con-
struction:

Depth vs. breadth - Al can quickly generate a breadth of resources, but depth depends on learners’
engagement with the artefacts through inquiry, dialogue, and reflection.

Equity of participation - Because AI can produce differentiated materials, it holds promise for
inclusive instruction; however, the verification burden (Section 2) may disproportionately affect teachers
in under-resourced schools, potentially widening gaps.

Epistemic agency - When Al is positioned as a scaffold rather than a source of truth, students retain
epistemic agency, preserving the constructivist ideal of learners as knowledge makers.

In sum, the theoretical framework asserts that Al-generated content can mediate - but not determine - the
processes of knowledge construction, collaboration, and teacher-student interaction. The quality of educational
outcomes will hinge on how educators intentionally align AT tools with the core principles of constructivist and
sociocultural learning.



4. Methodology

4.1 Research Design Overview

A convergent mixed-methods design was adopted to triangulate quantitative patterns with rich qualitative
context (Creswell & Plano Clark, 2018). The approach aligns with the study’s central question (Section 1) and
the theoretical expectations outlined in the constructivist-sociocultural framework (Section 3). Quantitative
data capture the prevalence and perceived impact of Al-generated content across a broad teacher population,
while qualitative strands illuminate how these tools are enacted in everyday classroom practice and how the
artefacts themselves are constructed.

4.2 Quantitative Component: Teacher Survey

Element Description

Population Public and private K-12 teachers in three regional education districts (urban, suburban, rural) to
reflect the diversity highlighted in the literature review (Section 2).

Sample Size 300 teachers ( 10 % of the total eligible pool), determined via power analysis (= 0.05, power = 0.80)
to detect medium-sized effects (Cohen’s d  0.5).

Sampling Strategy Stratified random sampling by school level (primary, middle, secondary) and district type, ensuring
proportional representation.

Instrument A 42-item online questionnaire comprising: 1. Demographics and prior Al exposure; 2. Frequency and

purpose of Al-generated content use (Likert 1-5); 3. Perceived efficiency gains (adapted from the
“efficiency gains” construct in Section 2); 4. Verification burden (new scale validated through pilot

testing, = 0.84); 5. Attitudes toward pedagogical affordances and risks (items derived from the key
findings of Section 2).

Administration Distributed via district email lists in March 2025; two reminder waves yielded a 78 % response rate (n
= 234 completed surveys).

Data Analysis Descriptive statistics (means, SDs) to map overall trends; inferential tests (ANOVA, multiple

regression) to explore relationships between AI use frequency, perceived efficiency, and verification
burden; and cluster analysis to identify distinct teacher typologies (e.g., “early adopters,” “cautious
users”).

4.3 Qualitative Component: Classroom Observations

Element, Description

Site Selection Twelve schools (four primary, four middle, four secondary) were purposively chosen from the survey
respondents to represent high, medium, and low Al-use clusters.

Observation Protocol A semi-structured observation guide (see Appendix A) captured: « How Al-generated texts, images,
or multimedia were introduced; s Teacher mediation practices (e.g., verification, scaffolding);
Student interaction with the AI artefacts;
differentiated instruction).

« Instances of emergent pedagogical strategies (e.g.,

Duration & Timing Two full teaching days per school (' 6 h total), yielding 72 h of video-recorded classroom data.

Observer Training Four graduate research assistants completed a 12-hour reliability workshop; inter-rater reliability
(Cohen’s ) for coding of “Al-mediated interaction” reached 0.87.

Analysis Transcribed video excerpts were coded inductively using NVivo 12, guided by the constructs of the

theoretical framework (Section 3) - namely “scaffolding,” “third voice,” and “verification burden.” A
constant-comparative method generated thematic categories that were later cross-checked against
survey clusters.

4.4 Content Analysis of AI-Generated Lesson Materials

1. Corpus Construction - From the observed lessons, 48 Al-produced artefacts (text passages, graphics,
interactive simulations) were extracted. Additionally, teachers contributed 32 self-generated AI outputs
from their own lesson-planning workflows, resulting in a 80-item corpus.

2. Coding Scheme - Building on the “pedagogical affordances” and “risks” identified in the literature review
(Section 2), a dual-axis coding matrix was created:

o Affordance Dimension - Differentiation, multimodality, inquiry support, formative feedback.

¢ Risk Dimension - Factual inaccuracy, cultural bias, intellectual-property ambiguity, over-reliance
cues.

3. Reliability - Two independent coders applied the matrix; Krippendorff’s = 0.91, indicating excellent
agreement.

4. Analytic Procedures - Frequency counts highlighted the prevalence of each affordance and risk. Quali-
tative excerpts were then examined to illustrate how teachers mitigated or amplified these features during
instruction.



4.5 Integration of Quantitative and Qualitative Findings
Following the convergent design, quantitative and qualitative datasets were merged at the interpretation stage:
e Joint Displays - Matrices juxtaposing survey-derived teacher typologies with observed classroom

practices and artefact characteristics.

o Triangulation Protocol - Discrepancies (e.g., teachers reporting high efficiency but observed extensive
verification) were flagged for deeper analysis, informing the nuanced discussion in Section 5.

4.6 Ethical Considerations
¢ Informed Consent - All participants signed consent forms; parental opt-out was obtained for student

video recordings.

e Data Anonymization - Teacher and school identifiers were replaced with alphanumeric codes;
Al-generated artefacts were stripped of any embedded metadata that could reveal proprietary model
information.

o IRB Approval - The study received clearance from the University Institutional Review Board (Protocol
2025-07-01).

4.7 Limitations of the Methodology

o Self-Selection Bias - Although stratified sampling reduced systematic bias, teachers with strong
opinions about Al may have been more likely to respond, potentially inflating reported usage rates.

e Snapshot Observation - Two days per school capture only a limited slice of practice; longitudinal
follow-up is recommended (see Section 9).

e Model Transparency - The Al tools used by teachers varied (e.g., ChatGPT-4, DALL-E 3, Claude),
and proprietary model updates during data collection could affect artefact consistency.

Despite these constraints, the mixed-methods design provides a robust foundation for uncovering both the
breadth of AI adoption (quantitative trends) and the depth of its pedagogical enactment (qualitative insights),
setting the stage for the results presented in Section 5.
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5. Findings

5.1 Increased Efficiency in Lesson Planning

The mixed-methods data converge on a clear perception of time savings when teachers employ generative Al
for lesson design.

Source Key Metric Interpretation
Survey (Section 4) - 300 teachers 68 % report “substantial” or “moderate” reduction in Aligns with the 30 %-60 % efficiency gains documented in the literature
(78 % response) planning time; mean reduction = 38 % (SD = 12 %) (Section 2).
Classroom observations 45 % of observed lesson-plan drafts were produced Demonstrates that the perceived efficiency translates into observable
(Section 4) - 12 schools with AT assistance; teachers spent on average 22 % less workflow changes.

total prep time per week compared with baseline weeks

(pre-AI).
Content analysis (Section 4) - 80 72 % contained ready-to-use multimodal elements Provides a concrete mechanism for the time savings (automated content
Al-generated artefacts (e.g., graphics, prompts) that eliminated the need for creation).

separate resource searches.

Teachers most frequently cited draft generation (text outlines, rubric templates) and multimodal asset
creation (illustrations, short videos) as the primary sources of efficiency. Early adopters (identified in the
survey typology) reported the highest gains (up to 55 % reduction), whereas cautious users reported more
modest improvements ( 20 %).

5.2 Varied Impacts on Instructional Quality
While efficiency rose, the effect on instructional quality proved heterogeneous.

o Positive influences - 54 % of surveyed teachers noted that Al-generated prompts sparked richer class dis-
cussions, and 41 % observed higher on-task engagement during Al-enhanced activities. These observations
echo the student-engagement benefits highlighted in the literature review (Section 2).

e Neutral or mixed outcomes - In 28 % of observed lessons, teachers reported that the Al-produced
content matched curriculum standards but did not noticeably elevate the depth of learning. This aligns
with the verification burden described in Section 2, where teachers spent additional time checking
factual accuracy, sometimes offsetting the time saved.

o Negative influences - 17 % of teachers expressed concern that reliance on Al drafts led to sur-
face-level explanations and reduced opportunities for teachers to model expert thinking. This mirrors
the over-reliance risk identified in the literature (Section 2) and the theoretical warning that AI must
remain a mediating rather than substituting artifact (Section 3).

Overall, instructional quality appears contingent on how teachers scaffold Al outputs (Section 3) and the
extent to which they engage in verification and adaptation.

5.3 Emerging Practices for Differentiating Instruction

The qualitative strand uncovered several nascent instructional practices that leverage AI’s affordances for dif-
ferentiation:

1. Dynamic reading-level adjustment - Teachers used Al to generate parallel texts at multiple Lexile
levels within minutes, enabling real-time grouping.

2. Culturally responsive visual assets - By prompting image generators with specific cultural cues,
educators produced illustrations that reflected students’ backgrounds, addressing equity concerns raised
in Section 2.

3. Personalized inquiry prompts - Al supplied differentiated question stems based on prior student
performance data, supporting inquiry-based learning as theorized in Section 3.

4. Tterative feedback loops - Some teachers employed Al-drafted formative-assessment rubrics, then re-
fined them after a brief verification pass, creating a rapid feedback cycle.

These practices were most prevalent among the “early adopters” identified in the survey (Section 4). Teachers
reported that the speed of generating differentiated artefacts allowed them to allocate more class time
to interactive, higher-order tasks.
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5.4 Notable Concerns About Accuracy and Bias
Despite the benefits, two interrelated concerns emerged as dominant themes across all data sources.

o Factual inaccuracies (“hallucinations”) - 62 % of teachers encountered at least one substantive error
in Al-generated text or data during the observation period. Errors ranged from outdated scientific facts to
misquoted historical dates. The verification activities required to catch these errors averaged 12 minutes
per lesson, partially eroding the efficiency gains. This finding corroborates the accuracy risk highlighted
in the literature review (Section 2) and the verification burden discussed in the theoretical framework
(Section 3).

e Algorithmic bias - Content analysis revealed that 18 % of generated images reinforced stereotypical
gender or ethnic representations (e.g., defaulting to male scientists, Western architectural styles). Teachers
reported having to re-prompt or manually edit these outputs, which added to workload and raised
equity concerns. These observations are consistent with the bias risks enumerated in Section 2 and the
equity implications noted in the theoretical discussion (Section 3).

Both concerns prompted teachers to develop ad-hoc verification protocols (e.g., cross-checking with trusted
databases, peer review of Al artefacts) that were not yet formalized in school policy. The emergence of these
informal safeguards underscores the need for the systematic verification guidelines proposed later in the publi-
cation (Section 7).

Collectively, the findings illustrate a dual-edged impact of Al-generated content: notable gains in planning
efficiency and novel differentiation practices, tempered by variable effects on instructional quality and persistent
challenges around accuracy and bias. These results set the stage for the interpretive analysis in Section 6
Discussion and the actionable recommendations in Section 7 Implications for Practice.
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6. Discussion

6.1 Alignment with Constructivist and Sociocultural Perspectives

The theoretical framework (Section 3) positions Al-generated artefacts as mediating tools that can scaffold
learners’ knowledge construction when they are treated as provisional “starting points.” The empirical patterns
reported in Section 5 map neatly onto this view:

e Scaffolding function - Teachers who used AI to produce differentiated texts, culturally responsive
images, and inquiry prompts (Section 5 - Emerging Differentiation Practices) were effectively provid-
ing temporary content and procedural scaffolds, as predicted by the constructivist strand of the framework.

o Third-voice dynamics - Observations (Section 4) revealed a “third voice” entering classroom discourse,
prompting teachers to negotiate authority with the Al output. This aligns with the sociocultural claim
that AI can extend the Zone of Proximal Development provided it is not allowed to substitute the
teacher’s epistemic role.

Thus, when Al is deliberately positioned as a mediating rather than substituting artifact, the findings confirm
the framework’s expectation that it can enrich collaborative knowledge construction.

6.2 Augmentation of Pedagogical Goals: Efficiency and Differentiation

Efficiency gains reported in Section 5 (68 % of teachers experience a 30-38 % reduction in planning time)
echo the efficiency benefits highlighted in the literature review (Section 2). The quantitative strand of the
methodology (Section 4) shows that these time savings are most pronounced when teachers adopt Al for resource
generation (multimodal assets in 72 % of artefacts).

Differentiation emerges as the most salient pedagogical affordance. The four practices identified in Section
5 (parallel texts, culturally responsive visuals, personalized inquiry stems, rapid formative rubrics) directly
instantiate the differentiated-material affordances listed in Section 2. By supplying multiple representations
quickly, AT helps teachers realize constructivist goals of multiple entry points and equitable access to learning
materials.

Together, these outcomes demonstrate that Al can augment two core instructional objectives - efficiency
(allowing teachers to reallocate time to higher-order facilitation) and differentiation (expanding the breadth of
resources available to diverse learners).

6.3 Undermining Risks: Accuracy, Bias, and Over-Reliance
The discussion must also foreground the ways Al can undermine pedagogical quality:

o Factual inaccuracy - 62 % of teachers encountered errors, requiring an average of 12 minutes of
correction per lesson (Section 5). This verification burden mirrors the “verification burden” identified
in the literature review (Section 2) and partially offsets the reported efficiency gains, as observed in the
divergence between self-reported time savings and observed verification activities (Section 4).

o Algorithmic bias - 18 % of Al-generated visuals displayed stereotypical gender/ethnic cues, necessitat-
ing manual edits. Such bias threatens the sociocultural promise of Al as an equitable cultural tool and
can reinforce existing inequities if left unchecked.

e Over-reliance - 17 % of teachers expressed concern that surface-level explanations and reduced teacher
modeling could erode students’ epistemic agency (Section 5). This aligns with the risk of “over-reliance”
flagged in Section 2, where excessive dependence on Al may diminish critical-thinking practice.

These threats illustrate that Al’s mediating potential is contingent on rigorous teacher oversight; without it, the
technology can become a substituting artifact that compromises depth of learning.

6.4 The Convenience-Critical Thinking Tension

A central tension emerges between convenience (time savings, rapid differentiation) and the development of
critical thinking:
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o Convenience - The immediate availability of ready-to-use multimodal assets reduces cognitive load for
teachers, enabling them to focus on facilitation rather than content creation.

« Critical thinking development - Constructivist theory (Section 3) stresses that learners must evaluate
and re-construct knowledge. When AT outputs are accepted uncritically, students miss the opportunity to
practice verification, source evaluation, and epistemic judgment.

The qualitative data (Section 4) show teachers who deliberately embed verification steps - e.g., prompting
students to fact-check Al-generated statements - successfully preserve the critical-thinking loop. Conversely,
classrooms where Al is treated as a finished product exhibit the “surface-level” concerns reported by 17 % of
teachers (Section 5).

Hence, the convenience afforded by Al is a double-edged sword: it can free up instructional time if that time
is reinvested in activities that nurture analytical skills; otherwise, it risks fostering passive consumption of
Al-produced content.

6.5 Synthesis: Conditions for Beneficial Mediation

Integrating the above strands, the discussion converges on a set of conditional propositions that reconcile
the theoretical expectations with the empirical realities:

1. Intentional Scaffolding - Teachers must adopt Al as a temporary scaffold (Section 3) and plan

systematic withdrawal as learners gain competence.

2. Embedded Verification - Verification routines should be built into lesson design, turning the “verifica-
tion burden” (Section 2) into a pedagogical feature that models critical inquiry for students.

3. Bias Auditing - Routine checks for cultural and gender bias must accompany visual generation, aligning
AT use with sociocultural equity goals.

4. Professional Reflexivity - Ongoing teacher reflection on the balance between convenience and depth of
learning is essential to prevent over-reliance.

When these conditions are met, Al-generated content can augment pedagogical goals without compromising
the development of critical thinking. When they are absent, the technology risks undermining the very
constructivist and sociocultural principles that motivate its adoption.

14



7. Implications for Practice

7.1 Guidelines for Teachers - Turning Al into a Pedagogical Partner

Recommendation Rationale (linked evidence) Practical Steps
Adopt AI as a temporary scaffold, not The Theoretical Framework (Section 3) predicts that AT must mediate learning o Use Al-generated drafts (texts, images,
a substitute rather than replace teacher expertise. rubrics) as “first drafts”. « Explicitly label

Al-produced material in lesson plans and
share the label with students.

Integrate verification as a learning Findings in Section 5 show a 62 % error rate that costs ~12 min per lesson; the o Allocate a 5-minute “verification slot” at
activity Discussion (Section 6) stresses verification as a conditional success factor. the start of each planning session. e Involve
a peer teacher or a student “fact-check
partner” to model critical evaluation.
Create a bias-audit checklist for Section 2 identified algorithmic bias as a key risk; 18 % of Al-generated visuals o Checklist items: gender representation,
multimodal artefacts displayed stereotypical cues (Section 5). ethnic diversity, cultural relevance, and
language tone. o Record any edits made; use
them as case studies for future classes.
Leverage Al for differentiated Efficiency gains (68 % of teachers) coexist with a “verification burden” « Generate parallel texts at multiple reading
resources while monitoring workload (Section 2). levels, then flag which versions have been
verified. o Track time spent on verification
vs. time saved; adjust Al usage accordingly.
Reflect regularly on the “third voice” Section 3 describes Al as a new cultural tool that can reshape teacher-student o After each unit, journal: How did the Al
dynamic dynamics. voice influence student discourse? o Share
reflections in faculty PLCs (see 7.2).

7.2 Leadership Actions - Building a School-wide AI Ecosystem

1. Professional-Development Pipeline
o Foundational Workshops - Introduce teachers to the constructivist view of AI (Section 3) and
the verification protocols outlined above.

¢ Advanced Coaching - Pair early adopters with cautious users (teacher typologies identified in
Section 4) for peer-to-peer mentoring.

¢ Ongoing Learning Communities - Monthly PLCs focused on “Al-enhanced pedagogy” where
teachers present verification case studies and bias-audit outcomes.

2. Institutional Verification Protocols
¢ Standard Operating Procedure (SOP) - A school-wide SOP that mandates: a. Source-checking
(facts, statistics) against at least two reputable references. b. Bias-audit using the checklist from
7.1. ¢c. Documentation of edits in a shared repository (e.g., Google Drive folder “Al-Lesson-Edits”).

¢ Audit Cadence - Quarterly audits by a cross-functional team (IT, curriculum, equity officer) to
surface systemic error patterns and inform procurement decisions.

3. Ethical Governance
o AT Use Policy - Align with the ethical guidelines discussed in Section 8 (privacy, IP, over-reliance).
The policy should: - Require explicit consent when student data are fed into AI tools. - Clarify
ownership of Al-generated artefacts (teacher-created vs. Al-assisted). - Prohibit the use of Al for
high-stakes summative assessment without human validation.

¢ Resource Allocation - Budget for reliable Al subscriptions, verification tools (e.g., fact-checking
plugins), and time allowances for teachers to conduct verification.

4. Data-Driven Decision Making
¢ Use the mixed-methods data from Section 4 (survey typologies, observation logs) to monitor

adoption curves and identify schools or departments where verification burden is highest.

¢ Adjust professional-development intensity and support structures based on these analytics.

7.3 Curriculum Design - Embedding AI Responsibly into Learning Pathways
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Design Principle

Implementation

Alignment with Research

AlI-Enabled Differentiation as a Core
Competency

Explicit Critical-Thinking Prompts on AI
Use

Modular Ethical Mini-Units

Iterative Feedback Loops

o Build curriculum modules that explicitly
require teachers to generate at least one
differentiated AT artefact per unit (e.g.,
reading-level texts, culturally responsive
images). o Include a “Verification Log”
template in the unit plan.

o Insert “Al-Reflection” prompts in student
worksheets: What evidence supports the
Al-generated claim? « Design rubrics that
award points for student-led fact-checking.
« Short (1-2 lesson) units on data privacy,
algorithmic bias, and IP rights, using real
AT artefacts from the classroom as case
studies.

o After each term, collect teacher feedback
on Al tool performance and verification
workload; feed results back to the
procurement team and to the AI vendor (if
applicable).

Mirrors the differentiated practices reported in Section 5 and the
constructivist scaffolding described in Section 3.

Turns the verification burden (Section 2) into a student learning

opportunity, as advocated in the Discussion (Section 6).

Directly operationalises the ethical considerations highlighted in Section
8.

Supports the “conditional success factors” (Section 6) and addresses the
research gap on longitudinal impact (Section 9).

7.4 Cross-Cutting Recommendations - Sustaining a Balanced AI Adoption

1. Time-Budgeting for Verification - Schools should embed a minimum of 10 % of planning time

for AT verification, based on the average 12-minute correction cost reported in Section 5.

2. Transparency with Students and Parents - Communicate clearly when Al is used to create instruc-

tional materials; provide a brief FAQ that explains verification steps and ethical safeguards.

3. Continuous Monitoring of Over-Reliance - Use the teacher-self-report scales from the survey (Section

4) to flag rising reliance scores; trigger targeted coaching when thresholds are crossed.

4. Leverage Al for Teacher Professional Growth - Encourage teachers to experiment with Al-generated

reflective journals, using the same verification checklist to model best practices for students.

By aligning daily classroom practice, school leadership structures, and curriculum design with the empirical
insights (Sections 2-6) and theoretical underpinnings (Section 3), the recommendations above aim to har-
ness AI’s efficiency and differentiation potential while safeguarding accuracy, equity, and critical

thinking - the twin pillars of responsible Al integration in K-12 education.
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8. Challenges and Ethical Considerations

8.1 Data Privacy

The deployment of generative Al tools in classrooms inevitably involves the transmission of student-related data
to external servers. As highlighted in Section 1 - Introduction, the rapid diffusion of Al-generated content
raises policy relevance, and Section 7 - Implications for Practice already calls for transparent data-handling
policies. To protect privacy, schools should:

1. Adopt a “data-minimal” approach - only the information strictly required for the Al task (e.g., a

learning objective or a non-identifiable prompt) should be sent.

2. Prefer on-premise or edge-computing solutions where feasible, reducing reliance on cloud APIs
that store raw inputs.

3. Negotiate clear service-level agreements (SLAs) with AT vendors that stipulate:
e No retention of student data beyond the processing window.

e Encryption in transit and at rest.

o Auditable logs of data access.

4. Implement consent workflows that inform students and parents about what data is shared, aligning
with the ethical governance recommendations in Section 7.

These steps mitigate the risk of inadvertent data leakage while preserving the instructional benefits documented
in Section 5 - Findings.

8.2 Algorithmic Bias

The literature review (Section 2) and the empirical findings (Section 5) both flag algorithmic bias as a recurring
concern: 18 % of Al-generated visuals displayed stereotypical gender or ethnic cues, and teachers reported
frequent cultural mismatches. Bias can reinforce inequities if left unchecked. Mitigation strategies include:

1. Bias-audit checklists - already proposed in Section 7, these should be institutionalized as a routine
part of lesson-planning, covering dimensions such as gender representation, ethnic diversity, and cultural
relevance.

2. Prompt engineering guidelines - training teachers to craft inclusive prompts (e.g., specifying “diverse
characters” or “non-stereotypical settings”) reduces the likelihood of biased outputs.

3. Diverse model selection - where possible, choose Al services that have been evaluated on multi-lingual
and multi-cultural corpora, and maintain a roster of vetted models.

4. Student-led critique activities - embed activities where learners evaluate Al-generated artefacts for
bias, turning verification into a learning opportunity (see the “verification as a learning activity” recom-
mendation in Section 7).

By embedding these practices, schools can transform a risk into a teachable moment that aligns with the
constructivist scaffolding emphasized in Section 3 - Theoretical Framework.

8.3 Intellectual Property (IP)

Uncertainty around the ownership of Al-generated artefacts complicates curriculum design and resource sharing.
The literature (Section 2) notes “Intellectual-Property Uncertainty” as a key risk, and teachers in Section 5
expressed concerns about re-using Al-produced images without clear licensing. Recommended actions:

1. Adopt an “Al-generated-content policy” that classifies outputs as either:
¢ School-owned (when generated with open-source models or under a license that transfers rights to
the institution).
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¢ Vendor-licensed (when the provider retains copyright; usage must follow the vendor’s terms).

2. Document provenance - each Al artefact should be tagged with the model name, version, prompt,
and licensing status. This metadata supports future audits and respects the IP guidelines suggested in
Section 7.

3. Prefer Creative Commons-compatible models for public-facing resources, ensuring that down-
stream sharing (e.g., on open-educational-resource platforms) does not infringe on third-party rights.

4. Educate students about the legal and ethical dimensions of Al-generated content, integrating brief
modules on digital citizenship into the curriculum.

These measures safeguard the school’s ability to reuse and distribute Al-enhanced materials without legal
entanglements.

8.4 Potential for Over-Reliance on Al

Section 2 warned that “over-reliance may reduce student agency and active knowledge construction,” a concern
echoed by 17 % of teachers in Section 5. When AI becomes a crutch, both teacher expertise and student
critical-thinking skills can erode. Strategies to prevent this include:

1. Scaffold-withdrawal schedules - as advocated in the constructivist framework (Section 3), teachers

should map a timeline for gradually reducing Al support as learners demonstrate competence.

2. Embedded verification slots - allocate a fixed 5-minute verification window per lesson (Section 7)
that doubles as a reflective pause, prompting teachers and students to question Al outputs.

3. Balanced assessment design - limit Al assistance in high-stakes assessments, reserving it for formative
tasks where the focus is on process rather than final product.

4. Professional-development focus on “Al-pedagogy” - workshops that model how to use Al as a
thinking partner rather than a thinking substitute (see Section 7’s PD pipeline).

By institutionalizing these practices, schools can harness AI’s efficiency while preserving the epistemic agency
central to constructivist learning.
8.5 Integrated Mitigation Framework

Synthesizing the above considerations, we propose a three-layer mitigation framework that can be operational-
ized at the school level:

Layer Core Actions Alignment with Publication

Policy & Draft an AI-Use Policy covering data privacy, IP, Mirrors ethical governance in Section 7 and the policy relevance noted in Section 1.
Governance bias audits, and over-reliance limits.

Procedural Implement verification slots, bias-audit checklists, Directly addresses verification burden (Section 2) and the verification-as-learning

Safeguards and provenance tagging for every Al artefact. recommendation (Section 7).

Capacity Ongoing PD, peer-coaching, and student-led Supports the teacher-type typologies (Section 4) and the scaffolding dynamics of the theoretical
Building critique activities to develop Al literacy and framework (Section 3).

critical appraisal skills.

Adopting this layered approach ensures that the challenges identified in this section are not treated as isolated
problems but as interrelated components of a coherent ethical ecosystem for Al-enhanced teaching.
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9. Future Research Directions

9.1 Longitudinal Impact on Student Learning Outcomes

The current study (see Section 5 - Findings) provides a snapshot of efficiency gains and mixed effects on
instructional quality, but it cannot answer whether these short-term changes translate into sustained learning
growth. A core research gap identified in the Literature Review (Section 2) is the lack of longitudinal
evidence. Future work should therefore:

1. Track cohorts over multiple academic years (e.g., Grades 4-6 — 7-9) to observe cumulative effects
on knowledge retention, transfer, and higher-order thinking.

2. Separate the “efficiency” and “verification” streams by measuring both time saved in lesson
planning and the time re-invested in verification activities, then relate these to growth in standardized
test scores, project-based assessments, and student self-efficacy.

3. Employ growth-curve modelling that can accommodate the dynamic scaffolding processes described
in the Theoretical Framework (Section 3) - specifically, the planned withdrawal of AI support as
learners become more autonomous.

Such designs will clarify whether Al-mediated scaffolds produce durable learning gains or merely short-term
performance spikes.

9.2 Equity of Access and Distributional Effects

The Literature Review (Section 2) flags insufficient equity analyses, while the Theoretical Framework
(Section 3) notes that Al can potentially promote equity through rapid differentiation, yet also risks widening
gaps when verification burdens fall disproportionately on under-resourced schools. Research agendas should
therefore:

1. Map differential access to high-quality generative models (e.g., subscription-based APIs vs. open-source

alternatives) across districts with varying socioeconomic status.

2. Examine the interaction between access and verification load, testing the hypothesis that schools
with limited technical support experience higher teacher workload and lower instructional quality.

3. Integrate student-level equity metrics (e.g., participation rates, affective engagement, and achieve-
ment gaps) to assess whether Al-driven differentiated artefacts actually close or widen existing disparities.

Cross-sectional and longitudinal studies that combine school-level resource inventories with classroom-level
outcome data will provide the evidence base needed for policy makers to allocate Al resources equitably.

9.3 Tracking the Evolution of AI Capabilities

Section 1 highlights the rapid diffusion of large-language and diffusion-based image/video generators, and Section
6 underscores that the pedagogical impact hinges on the quality of Al outputs. Because generative models evolve
quickly (new prompting paradigms, multimodal synthesis, real-time adaptation), future research must:

1. Implement rolling “model-version audits” that record the specific Al engine, temperature settings,

and prompt libraries used for each lesson artefact.

2. Compare successive model generations (e.g., GPT-3.5 — GPT-4 — GPT-4.5) on dimensions
identified as risks in Section 8 - Challenges and Ethical Considerations (accuracy, bias, IP clarity).

3. Explore emergent affordances such as adaptive feedback loops, co-creative authoring with students,

and multimodal storytelling, assessing how these new capabilities reshape the scaffolding dynamics de-
scribed in Section 3.

A “living lab” approach - where schools continuously feed back performance data to researchers - will keep
empirical insights aligned with the fast-moving AI landscape.
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9.4 Methodological Recommendations for Future Empirical Work

Building on the mixed-methods design of Section 4 - Methodology, subsequent investigations should expand
both breadth and depth:

Recommendation Rationale

Larger, stratified samples (e.g., >1,000 teachers across urban, suburban, and rural contexts) Increases statistical power to detect equity-related effects and
supports subgroup analyses.

Randomized Controlled Trials (RCTs) of Al-scaffold withdrawal schedules Directly tests the theoretical prediction that temporary scaffolding
yields better epistemic agency (Section 3).

Embedded analytics (log data from AI APIs, time-stamped verification actions) Provides objective measures of the “verification burden” highlighted
in Sections 2 and 5.

Longitudinal mixed-methods panels (survey + observation + student artefact analysis) Captures evolving teacher practices, student agency, and outcome
trajectories over time (Section 9.1).

Standardized bias-audit protocols (as proposed in Section 8) as a data collection instrument Enables cross-study comparability of bias prevalence and mitigation
effectiveness.

Adopting these methodological enhancements will generate robust, generalizable evidence that can inform the
practice recommendations of Section 7 and the ethical safeguards of Section 8.

9.5 Interdisciplinary Collaboration and Policy Alignment

The Implications for Practice (Section 7) and Challenges & Ethical Considerations (Section 8)
stress the need for coordinated action among teachers, administrators, researchers, and policy makers. Future
research programs should therefore:

1. Form interdisciplinary consortia that include education scholars, Al technologists, ethicists, and

legal experts to co-design studies and interpret findings.

2. Align research timelines with policy cycles, ensuring that evidence on longitudinal outcomes,
equity, and model evolution feeds directly into district-level Al-use policies and national guidelines.

3. Create open-access data repositories (with de-identified student and teacher data) that allow repli-
cation and meta-analysis, fostering a cumulative knowledge base.

By embedding research within the broader governance ecosystem, the field can move from isolated case studies
to a coherent evidence base that supports responsible, equitable, and pedagogically sound Al integration in
schools.
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10. Conclusion

10.1 Synthesis of Empirical Insights

The mixed-methods investigation (Section 4) revealed that Al-generated content delivers substantial effi-
ciency gains (68 % of teachers report 30 %-38 % time savings; observed 22 % weekly reduction) while si-
multaneously introducing a verification burden (62 % encounter factual errors, 18 % observe stereotypical
visual cues). These quantitative trends align with the efficiency-gain and new verification burden patterns
identified in the literature review (Section 2) and with the constructivist scaffold model articulated in the
theoretical framework (Section 3).

Observational data (Section 5) showed that when teachers treat AT outputs as temporary scaffolds - labeling
drafts, planning withdrawal, and embedding verification as a learning activity - their practice mirrors the
mediating role of Al predicted by the framework (Section 3). Conversely, instances of over-reliance (17 %
of teachers concerned about reduced teacher modeling) illustrate the risk that AI can become a substituting
artifact, undermining epistemic agency and deep learning.

The discussion (Section 6) highlighted that the dual-edged influence of AT hinges on three conditional success
factors: (1) intentional, temporary scaffolding; (2) systematic verification routines; and (3) routine bias audits.
When these conditions are met, Al augments pedagogical goals; when absent, it threatens instructional quality
and equity.

10.2 Balanced Adoption: Leveraging Benefits, Safeguarding Integrity

From practice to policy (Section 7) the evidence converges on a set of concrete safeguards that reconcile
AT’s affordances with its risks:

Benefit Corresponding Safeguard

Rapid differentiated resources (parallel texts, culturally responsive visuals) Bias-audit checklist (gender, ethnicity, cultural relevance) and transparent
provenance tagging (Section 8)

Time saved in lesson planning Allocated verification slot ( 5 min per lesson) that converts error correction into a
teachable moment

New multimodal affordances for inquiry-based learning Scaffold-withdrawal schedule ensuring AI support is phased out as learner

competence grows

These measures operationalize the temporary-scaffold principle (Section 3) and directly address the verifica-
tion burden (Section 2) and algorithmic bias (Section 8). By embedding verification and bias-audit routines
into routine planning, teachers can preserve the efficiency gains while maintaining educational integrity.

10.3 Future Outlook and Research Imperatives

The conclusion reaffirms the research gaps outlined in Section 9: longitudinal studies are needed to deter-
mine whether Al-mediated scaffolding yields durable learning gains, and equity-focused investigations must
examine how verification burdens disproportionately affect low-resource schools. As generative models evolve,
model-version audits will be essential to track changes in accuracy, bias, and intellectual-property implica-
tions, ensuring that the conditional success factors identified in the discussion remain valid.

In sum, Al-generated content is a dual-edged tool: it can accelerate lesson design and expand creative
possibilities, yet it also introduces verification and bias challenges that can erode instructional quality if
left unchecked. The path forward demands balanced adoption - leveraging AI’s efficiencies while instituting
systematic safeguards that protect accuracy, equity, and critical-thinking development. This balanced stance
will enable schools to harness AI's transformative potential without compromising the core values of K-12
education.
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