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Abstract

This qualitative action research study was conducted with firstly 4™ and finally 5" grade
students at Colegio Técnico Domingo Faustino Sarmiento with the purpose of analyzing the
influence of game-based learning on students’ engagement in English classes. Through that
analysis, the concepts of healthy authority and leader-peer interaction were also tested to see if it
was possible to improve them in the classroom. The study followed an action research approach
and was developed in four stages: diagnosis, theoretical review, intervention design and
implementation, and evaluation of results. Data was collected through diagnostic tests,
workshops, observation, listening and speaking assessments, writing tasks, and a final perception
survey. The intervention included board games, missions, role-playing activities, and
collaborative challenges focused on integrating vocabulary, simple structures, and socio-
emotional learning within meaningful contexts. This project provided students and teachers with
practical game-based strategies to enhance engagement, foster cooperation, and support the

gradual development of communicative skills in the English classroom.

Key words: Game-Based Learning, Engagement, Authority, leadership, peer, cooperation.



Resumen

Este estudio de investigacion-accion cualitativa se llevo a cabo con alumnos de cuarto y
posteriormente quinto grado del Colegio Técnico Domingo Faustino Sarmiento con el objetivo de
analizar la influencia del aprendizaje basado en juegos en la participacion, percepcion y
compromiso de los alumnos en las clases de inglés. A través de ese analisis, también se evaluaron
los conceptos de autoridad saludable e interaccion entre lideres y compatfieros para ver si era
posible mejorarlos en el aula. El estudio sigui6 un enfoque de investigacién-accion y se
desarroll6 en cuatro etapas: diagnostico, revision tedrica, disefio e implementacion de la
intervencion y evaluacion de los resultados. Los datos se recopilaron mediante pruebas de
diagnostico, talleres, observacion, evaluaciones de comprension auditiva y expresion oral, tareas
de escritura y una encuesta final de percepcion. La intervencion incluyo6 juegos de mesa,
misiones, actividades de juego de roles y retos colaborativos centrados en la integracion de
vocabulario, estructuras sencillas y aprendizaje socioemocional en contextos significativos. Este
proyecto proporciondé a los alumnos y profesores estrategias practicas basadas en el juego para
mejorar la participacion, fomentar la cooperacion y apoyar el desarrollo gradual de las

habilidades comunicativas en el aula de inglés.

Palabras clave: Aprendizaje Basado en Juegos, Engagement, Autoridad Pedagogica,

Liderazgo, Interaccion entre Pares, Cooperacion.
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1. Contextualization and Problem Statement

This research was grounded in Colegio Técnico Domingo Faustino Sarmiento. The
information presented in this section was taken from the school’s Institutional Educational plan
formulated in 2023 and direct classroom observations. This section will first describe the context
(neighborhood), and the way it impacts on the school environment. Then, it will focus on the
institution itself by analyzing its educational infrastructure, pedagogical approach and the specific
curriculum design in the English language learning. The school Domingo Faustino Sarmiento is
located in Rio Negro, the northwest area of Bogota which is known to be a commercial and

strategically well-located economic place in the city.

This neighborhood is known to have a mixed socio-economic population, so many people
in this place face some economic challenges since most of the inhabitants are workers of the
place. This may translate into limited access to educational resources such as books, technology,
and extracurricular academic support; additionally, social dynamics also influence student
behavior since the school is surrounded by mechanical workshops and pubs; consequently, the
place makes it difficult to find recreational places and exposes students to a harsh environment

impacting the social and emotional development of children.

The institution has four branches divided into grades. This project was conducted in branch
B, whose grades are first to fifth grades (primary education). It has limited space since it only has
a small building with classrooms, including a computer, a soccer and basketball court and a little

parking lot for bicycles. In the observation phase of this work, it was observed that the lack of



space for children that share this environment was a generator of some problems of coexistence

such as violent actions against their peers.

The school’s pedagogical approach has a curriculum that integrates local needs and
characteristics of its educational environment. The institution is committed to providing a holistic
education that prepares students both academically and personally, with leadership and
entrepreneurship as the key foundations of its educational project structured in 2023. For 4™ and
5" grade students, the curriculum aims to improve basic competencies in areas such as
mathematics, language, natural sciences, and social studies, while also promoting the essential

socio-emotional skills for their overall development.

Education at this level is characterized by a practical and collaborative approach, where
students are encouraged to participate actively in the learning process through classroom projects
that allow them to connect academic content with their immediate surroundings. According to
Proyecto Educativo Institucional (PEI), educational activities are supposed to be designed to be
meaningful and relevant, with the goal of motivating students to make connections between what
they learn and real-life situations. This research is aligned with the school approach due to the
emphasis on collaborative work, problem-solving, and implementation of strategies for students
to progress while developing team-work abilities, respecting their learning styles and paces. For
4™ and 5 grades, this means that teaching focuses not only on transmitting knowledge but also
on developing critical and engaged citizens, focusing on values such as respect, solidarity, and
responsibility. It was observed that the course on which this investigation is tailored lacked those

values and abilities, and it is crucial to do something about it to reinforce them.

The English curriculum at the institution follows the guidelines of the Basic Learning

Rights (DBA) and the National Curriculum Standards set by the Ministry of Education in



Colombia. The study plan is organized by grades from preschool to eleventh grade with a
progressive structure that looks forward to having a consistent development of communicative
skills in English. In the primary cycle, especially in 4" and 5" grades, it highlights reading,
listening and oral abilities and seeks to introduce students to basic vocabulary, simple grammar

structures, and everyday communicative situations.

For the population, the English curriculum is divided into thematic units such as greetings,
food, family, parts of the house, and places in the city. The idea is to approach these topics
through a communicative and functional methodology, encouraging students to use the language
in practical and meaningful ways. It includes both linguistic and socio-affective components as
the PEI and its evaluation is based on performance criteria such as comprehension, fluency,

pronunciation and using English for basic communicative purposes.

However, it has been observed that the goals and approaches set are not always possible to
accomplish. During the observation process, it was evidenced that the group of students struggle
to have a healthy coexistence. Most of them did not find the classes engaging and this made it
complicated for the teacher to develop their class in a normal way. The use of translation-based
methods also showed the lack of significative learning objectives; furthermore, these activities
did not follow a structure, and they were randomly assigned to cover what the English
educational standards proposed. One example of this was a vocabulary activity in which students
only had to copy a short dialogue from the board and repeat it aloud. This activity showed the
absence of clear objectives, little student interaction, and no connection to meaningful learning,

as students completed it mechanically without real engagement (Annex 1).

1.2. Participants
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A characterization test (Annex 2) was applied to parents and students to gather information
on sociodemographic, economic, family, and academic aspects. The participants in this research
are a group of 27 fourth-grade students (later fifth grade), among 9 to 11 years old and living in
Suba, Barrios Unidos, and Engativa with a socio-economic status ranging between levels 1 and

3.1

While most of the students live with their parents, one of them lives in the Laudes
Foundation which provides him with education, housing, and support for his/her reintegration
into society. These students come from low-income backgrounds, which affects their access to
resources and learning opportunities. Additionally, the group includes one student from Pakistan,
who stands out as the only participant with a good level of English proficiency; this diversity

adds a unique element to the classroom.

Based on the results of the characterization test, it was seen that 80% of the students were
interested in learning English; however, 90% of them did not have someone to study with; hence,
it was considered difficult for them to learn the language. Despite showing interest in learning
English, their motivation was hindered due to the lack of real encouragement from the dynamics
in the classroom. Only half of the students have access to technological tools, which has led to

the decision not to incorporate technology-based activities in the classroom.

Regarding their socio-emotional characteristics, most students display a positive attitude
toward learning English, although some express resistance to any type of academic activity. The

group is not very cooperative, with children tending to work individually, and many of them

1 In Colombia, the term "estrato social" refers to the social stratification system used to classify households and residential areas based on socioeconomic characteristics. This system divides the
population into six strata, ranging from 1 (lowest) to 6 (highest), with the purpose of determining the level of public services subsidies or surcharges that households will receive. The classification
is mainly based on the physical characteristics of homes and neighborhoods, such as location, size, and infrastructure, rather than individual or family income. (Dane, Analisis de las clases
sociales,2022)
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struggling with forming positive relationships with their peers. Finally, the lack of respect and

positive authority makes it difficult to perform any activity to achieve basic education rights.

It is also important to recall the importance of the socioeconomical aspects that influence
the learning process of a second language in the group. Many children come from families where
education seems like an obligation, which means that it is not as important as other elements for
them. It can be assumed that the lack of motivation and respect are also the product of this
personal aspect, as Jama-Zambrano et al (2016) mention in their investigation, as the structure of
the family plays a crucial role in a child's development, with stable families providing better
conditions than those lacking one or both parents. Factors such as economic status, parental
behavior, and the family’s intellectual environment significantly influence a child's physical and
psychological growth. Poor living conditions, including inadequate nutrition and overcrowding,
negatively affect children’s well-being, while professions and educational backgrounds of parents

often determine the opportunities available for their development.

Finally, the information provided in this section shows some challenges in student
engagement that need to be addressed; consequently, socioeconomic factors, limited educational
resources and lack of cooperation significantly impact the population in this study. These
observations provide the need for an intervention that enhances student engagement and
cooperation. The implementation of game-based learning workshops presents an opportunity to
create a more interactive and stimulating environment because it not only aims to improve
student’s academic performance but also reinforces social values such as respect, cooperation,
leadership, and responsibility. With this research, addressing these issues makes it possible to

align the educational experience with the institution’s mission of developing and its curriculum.

1.3. Diagnosis
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To assess the English proficiency level of the students who participated in this research, a
diagnostic exam as well as the observation of their development in class were applied. The
questions in the diagnostic exam were designed considering the basic standards of education in
Colombia and the Common European Framework of Reference for Languages (CEFR). They
were evaluated (Annex 3) using a rubric that was divided into sections (4 abilities of the
language) and graded on a scale from 1 to 5, with criteria established to measure comprehension,
accuracy, clarity, and effort. In the reading section, students were evaluated based on their ability
to correctly answer comprehension questions and identify unfamiliar vocabulary. The writing
section evaluated the ability of students to answer completely, spelling accurately and engaging
with the task like in the coloring section. The listening section measured students’ ability to
understand oral narratives. Lastly, the speaking section assessed pronunciation, fluency, and

ability to respond to basic personal questions.

Initially, based on the field diary notes from the observation stage, it was noticed that the
students made some efforts to communicate in English; however, several of them, feeling
unmotivated, often changed to speaking Spanish. As a result, the entire class decided to use
Spanish during lessons; moreover, internal issues related to a hard interaction among peers and
the teacher were the causes of the problems like interpersonal conflicts and the lack of

collaboration among students, making it difficult to conduct classes smoothly.

As for the reading section, given that the total number of children who took the test was 25,
it can be concluded that most students (96%) had basic reading comprehension skills. While
some had a better understanding of common terms (such as colors), more complex topics present
challenges. Based on the results, the students were positioned at an Al (beginner) level, as they

are just beginning to understand and recognize simple words and phrases. More detailed and
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abstract questions, like "What is Ana's brother's name?" Or “What does Ana like to do after
school?” proved to be much more difficult since those questions required a higher understanding
of grammar concepts and reading comprehension skills, even if the answer was almost textual.

This implies that it is possible that those abilities have not been trained enough in class.

The writing section was evaluated through questions that implied personal information and
interests. All students showed a solid ability to write short and concrete responses, especially
about personal and simple topics. The fact that almost all answered the first questions correctly
suggests that they were comfortable with common expressions and simple vocabulary. The
instruction "Draw your favorite part of the day" implied a higher cognitive demand, as it
combined creativity with the ability to describe or illustrate, which may have caused more

difficulties for some students.

The students can be placed at the Al level, as they can write simple sentences and answer
questions related to personal information and basic descriptions. However, when a higher level of
abstraction is required (as in the drawing), some students show difficulties; another important fact
noticed is that most of the answers were given in Spanish. Questions like “What is your favorite
color?” often appeared with the answer in their mother language, suggesting that even if the

students understand the question, their lack of vocabulary made them answer incompletely.

The listening section was evaluated through a text that the researcher read as well as the
speaking section, since it was necessary for them to answer what they understood from the
examinator, the students should mark “true or false” in the sentences according to what they
understood from the researcher. The students demonstrated that they have a solid understanding

of simple phrases related to everyday activities and actions; however, when the sentences involve
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more complex structures, specific vocabulary, or less routine situations (such as dates, birthdays,

or specific animals), their performance suggested an Al level.

They can understand basic words and phrases when spoken slowly and clearly but struggle
with more complex or less common structures. Additionally, their lack of patience and
concentration when they had to listen to instructions for more than two minutes was also an
obstacle. Most of them stated they did not understand the instruction and only when the
researcher came closer to explaining it one by one, they felt more confident. But it was not
enough to attract their attention; some of them started to speak with their peers instead of doing

the task.

In the speaking section, the students had an adequate command of spoken English when it
came to simple and common questions related to personal information, preferences, and family.
However, there was a noticeable problem with their ability to respond to more complex or
abstract questions, such as their future or where they live. Based on these results, most of the
students are at an Al level in speaking; in fact, they can answer simple questions and participate
in everyday interactions but struggle when asked to speak about more abstract or specific topics.
The first questions were well answered by most of the group like “What is your name? How old
are you? What is your favorite color? What is your favorite animal? What is your favorite
food?”. On the other hand, more complex questions like “Do you have any brothers or sisters?
What is the name of your school? What do you want to be when you grow up?”’ did not have the

same performance.

The diagnostic exam and classroom observations provided important insights about
students’ English proficiency and classroom behavior showing the areas that need improvement.

In that way, students should access a more interactive methodology while evaluating how much it
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is possible to change the concept of authority into a positive one, trying to transform the

classroom into a cooperative space.

Rationale

This section explains the educational, institutional, and student-centered reasons why this
research is formulated, and why it is relevant. In the first place, it presents the educational
policies in Colombia and how they shape the standards and the importance of bilingualism and
interactive methodologies in primary education. Then, it proposes the benefits of game-based
learning in a context like the one presented in Domingo Faustino Sarmiento school. Finally, it
explores the specific advantages of this didactic approach for students emphasizing how it can

create the basis of cooperation, engagement, language acquisition, and socioemotional skills.

At a national level, the Colombian National Bilingualism Program (Ministerio de
Educacion Nacional, 2005) set up clear goals that define what is expected from English
proficiency across all educational stages. It aimed to improve communicative competences to
prepare students for the challenges they may face in a globalized society. Despite this,
translation-based methodologies used in the population of this study have shown that they are
ineffective in promoting meaningful language learning and use. With this research it would be
possible to present another proposal that shows that young learners benefit more from interactive,

student-centered approaches rather than from passive, worksheet-based learning.

Additionally, national education policies like the Basic Learning Rights (DBA) and the
Common European Framework of Reference Languages (CEFR) highlight the importance of
developing productive language skills (Ministerio de Educacion Nacional, 2006). However, the
diagnostic exam that was applied to the students showed significant gaps with many students

struggling to express themselves in English. This separation of reality from the policies
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demonstrates the need to explore alternative methodologies such as game-based learning, which
is especially significant since the students find more interest and motivation in every activity that

implies playing and show disgust to those that are presented as purely academic.

In the institution, the use of game-based learning to promote cooperation and engagement
in the English learning process aligns with the school’s institutional development plan (PEI). As
mentioned in the contextualization section of this work, the PEI prioritizes holistic education,
with the objective of balancing academic knowledge with socioemotional growth. In this sense,
implementing game-based learning in this group would directly support the school’s mission by
offering a structured but also engaging approach that would foster both linguistic and

interpersonal skills.

At student level, this research recognizes that children aged 8 to 12 need active learning
environments to stay motivated. Game-based learning provides opportunities to assume separate
roles, collaborate with peers, and engage in decision-making while improving the learning
process of a foreign language. Helping the children to learn by doing what they like the most, that

is playing, could significantly address the identified challenges in this work.

In synthesis, this research is essential because it proposes a solution to the problems
observed in the focus group. It aligns with Colombia’s bilingualism policies, enhances the school
pedagogical model and benefits students by introducing an engaging and structured approach to
learning English. By using game-based learning, this project aims to make a connection between
educational policies and the classroom reality, making sure that students not only build their basis

in English learning but also develop essential socioemotional skills.
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1.5. Delimitation and Formulation of the Problem

The characterization of the Sth-grade group revealed common difficulties in English
language use as well as challenges related to engagement and cooperation. Although the
institutional curriculum is aligned with national standards such as the DBA and the CEFR,
English is mostly taught through translation-based approaches, limiting meaningful interaction
and communicative development. The observation and diagnosis showed the need for a
pedagogical alternative capable of promoting productive skills, motivation, tolerance, and
respect. In this way, this study proposes the implementation of game-based learning as a strategy
to create the basis of a different learning style and respond to the socio-emotional needs of the
students at Colegio Técnico Domingo Faustino Sarmiento. Based on that, the research question

and objectives were defined as follows:

1.5.1. Research Question

How does the use of game-based learning contribute to the improvement of the engagement

with English in 5th grade students at Colegio Técnico Domingo Faustino Sarmiento?

1.5.2. Objectives

General Objective

To analyze the influence of game-based Learning in improving student’s engagement for

learning English at Colegio Técnico Domingo Faustino Sarmiento.

Specific Objectives
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To characterize the English communicative abilities of 5™ grade students at Colegio

Técnico Domingo Faustino Sarmiento.

To implement a series of workshops that aim to improve the level of engagement through

games such as board games, missions, and role-playing.

To evaluate the impact of game-based learning on students’ emotional, behavioral and

cognitive engagement in their English classes.

2. Conceptual Background

In this chapter, some national and international studies were analyzed to establish state of
art, with the objective of recognizing and understanding advancements in the field of EFL
teaching, particularly regarding the implementation of game-based learning. This review focuses
on how games can foster not only language acquisition but also the development of values such
as respect, tolerance, coexistence, and positive authority within the classroom. Additionally,
books, articles, and projects were examined to build the conceptual framework, with a focus on
key concepts such as the role of games in EFL classrooms, game-based learning methodologies,
some approaches to engagement and their impact on promoting interpersonal values and

collaborative learning.

2.1. State of the Art

This section is dedicated to reviewing some studies that have been made in the past five
years and that have a similar line to this study to establish a foundation for understanding the
potential impact of implementing game-based learning strategies to address both academic and

social-emotional challenges in the classroom. This study considered six previous studies, two of
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which were international, two were national, and two locals carried out at the Universidad

Pedagogica Nacional made between 2020 and 2024.

Almusharraf (2021) made a study called Incorporation of a game-based approach into the
EFL online classrooms: students' perceptions. It was conducted at Prince Sultan University in
Riyadh, Saudi Arabia. The research involved a total of 276 undergraduate learners, with 233
students (154 female and 79 male) participating in the survey from two English language
classrooms. Even if the use of technology is not relevant in this work due to the conditions of the
observed population, Almusharraf’s findings are significant. By including game-based student
response system (GSRS) Kahoot!, it was possible to analyze students’ perceptions of its

effectiveness in raising engagement and motivation.

The study found that these types of strategies not only enhanced students’ interest in
language acquisition but also improved their confidence in participating actively. This goes
together with the proposal and aim of this research since it assesses the usability and real impact
of interactive learning environments to offer students a more engaging way of participating in

class while developing essential social and communication skills.

Secondly, the study titled Role of Game-Based Teaching in Leadership Skills Development
(2021) by Tariq and Abonamah was conducted at the College of Technological Innovation (CTT)
at Zayed University in the United Arab Emirates. This study took place in a population of
undergraduate students enrolled in the leadership and teamwork course of that university and it
aimed to assess the impact of game-based teaching methods on the development of leadership
skills of their students. Leadership competencies such as critical thinking, motivation, teamwork,

and decision-making were the pillars of this work. It was carried out by applying a mixed
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approach in which multiple game-based teaching methods were used to evaluate their

effectiveness in leadership training.

Through a series of interactive game-based activities, the researchers recognized that
students can increase their problem-solving abilities as well as their ability to work and
collaborate in teams effectively. Even if Tariq and Abonamah’s research differs in the population
of this study, it is relevant to reinforce the concept of game scenarios as a structured environment
where students can naturally develop leadership and cooperative behaviors. Additionally, it is
also possible to say that the schools cannot wait until undergraduate populations enhance these

values as is being assessed in this work.

Another relevant study for this research is titled The Use of Games to Promote Interaction
Among Eleventh-Grade Students at a Public Institution (2022) and was led by Yuranis Maria
Escamilla Caicedo at the Universidad de Antioquia. Conducted with 35 eleventh-grade students
at a public school in Medellin, the project used active observation, teacher interviews, students'
questionaries, guided conversations, video recordings, and students' writings as data collection
tools. In the Intervention, a diverse variety of interactive games was designed and included to
promote communication, participation, and teamwork. The findings showed that, like the two
previous interventions, integrating games in English lessons significantly increased student
motivation, engagement and confidence when interacting in the target language. The study also
highlighted how students become more willing to participate in classes, reducing their anxiety
and fostering collaborative dynamics. This study was chosen to be part of the state of art because
it demonstrates the potential of game-based dynamics in older courses like eleventh grade. This

type of intervention not only works with kids but also with pre-adults. Transforming class
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dynamics into public schools is also another important goal that was achieved, even if there are

issues like the lack of motivation and socioeconomical conditions.

Additionally, the study called Using Game-Based Conversational Activities to Enhance
Oral Interaction in a Primary School in Monteria (2023) was conducted by Andrés Camilo
Archila Ruidiaz at the Universidad de Cérdoba. Archila wanted to focus on engagement and its
role in communication, assessing how students’ confidence and participation changed when the
teacher added interactive games to the lessons. By using a qualitative action research approach,
Archila used observations, interviews, and student writings to gather information. The
intervention was held by conversational activities that were designed by the investigator to
encourage verbal participation and reduce students’ anxiety towards participation. The study
demonstrated a slight improvement in the way they interacted with their peers and the teacher,

although there were some limitations.

One of the main challenges was time constraints, because it was implemented over a
relatively brief period, limiting the possibility of measuring more improvements. Classroom
management issues and varying levels of prior knowledge among students also affected the
uniformity of results. As the investigator mentioned, some students continued to be hesitant about
their participation, showing that while game-based activities foster engagement, additional

strategies may be required to reach deeper interaction levels.

At Universidad Pedagogica Nacional, the research study named Comprension de las
relaciones de autoridad y poder en la practica docente con los estudiantes de la seccion de
preescolar (2022) was conducted by Carreio. Its findings provide important insights into how

authority is sometimes misinterpreted as power or persuasion affecting the way students interact
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with the role of the leader and the peer. Using non-participant observation with audiovisual
support and interviews, Carrefio was able to capture interactions between teachers and students
and to analyze how different expressions of authority influenced the classroom and the
relationship between the actors that coexisted inside it. It considered human development and
socio-emotional capabilities and interpersonal relationships and how they impact students' growth
in areas such as affiliation, emotions, and play in the short, medium, and long term. If students
can understand that leadership is not connected to negative ideas, collaboration, participation, and

motivation can be positively reinforced.

As the last research considered in this state of art, Ramirez (2024) conducted a qualitative
action research study titled Intervention to Strengthen Fourth-Grade Students’ Oral Production in
English Through Emotional Pedagogy at CEDID Guillermo Cano Isaza that involved thirty
fourth-grade students. The researcher used tools like questionnaires, field notes, and workshops
to address students’ emotional awareness and regulation to recognize the role of emotions in
learning. This study was relevant because it was used as an example of the structure that needed
to be followed in the composition of this document. Through Ramirez (2024), each section of this

research was built according to the parameters that the university asked for.

Previous studies highlighted the importance and relevance of game-based learning as a
strategy to foster engagement, leadership, and cooperation in educational settings. From
international to local research, the demonstration that implementing interactive activities in the
classroom, specifically in primary education, is fundamental since it assures it is possible to
enhance student engagement, improve participation and create collaborative learning
environments. Some of the studies faced limitations and that is why, in this study, they will be

taken into consideration to implement them in a more careful way. By considering these research
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studies, this research is based on existing literature while addressing specific gaps related to
engagement and aims to refine methodologies, trying to ensure a more effective and structured

approach.

2.2. Conceptual Framework

The theoretical bases that have functioned as pillars of this project are stated in this section.
It defines and characterizes key concepts based on the contributions of some important authors
regarding games to improve English learning, the concept of engagement and its categories, and

cooperation as a component of leadership.

Games

Games play a key role in this research since they are believed to have the capacity to
enhance and improve the lack of engagement that the students demonstrated. Amr. (2012) better

states this point by using the following graphic:

Instruction Games

4

Student
Engagement

- Pedagogical Entertainmer

aspects of teaching

features of

Figure 1The role of games in promoting engagement

This graphic suggests that games are an effective educational tool because they can
combine academic elements with entertainment, making children feel motivated during learning.
Amr (2012) also mentions that defining games is almost an impossible quest since there is not
one that can encapsulate every characteristic attributed to the word game; on the other hand, she

refers to David Parlett to define that -game- is used for so many different activities that it is not



24

worth insisting on any proposed definition. In this research, it will be defined as a powerful

instrument in educational settings, following Amr’s (2012) path.

Moreover, Gee (2003) argues that games have inherent learning principles, such as situated
meaning, active engagement, and problem-solving, which is relevant for this research since those
learning principles can serve as rules for the students to follow while promoting healthy
classroom relationships. The situated meaning works as the context and motivation to create the
game and active engagement together with the problem-solving dimension to ensure meaningful

interaction, authentic communication, and contextualized vocabulary acquisition.

From a cognitive perspective, Vygotsky’s sociocultural theory (1978) supports the idea that
games promote scaffolded learning. This means that students can reach higher levels of language
competence through peer interaction and guided participation. The collaborative nature of
playing in school as an educational tool allows this process to happen, making emphasis on the
role of social learning and cooperative problem-solving while learning English in this specific

case.

Additionally, Prensky (2001) recalls the necessity of differentiating between serious games
and education, so it is necessary to underline the difference it has from simple gamification, as it
fully integrates instructional content within the typical mechanics of a game rather than just
adding rewards to traditional tasks. In the context of this research, games were used as a
structured didactic tool that helped students to feel more engaged and motivated in English
lessons. Through role-playing, missions, points collection, and diverse interactive activities, they

will also develop social skills such as leadership, teamwork, and respect.

Game-Based Learning
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According to Kapp (2012), game-based learning (GBL) is a teaching approach that can
involve using the structure and motivational characteristics of games to create learning
environments where students participate in a more interactive way. He considers that playing is a
way in which students can assimilate concepts more easily, taking the learning process as
something that is neither tedious nor purposeless. For him, this methodology creates realistic
simulations where students learn inside safe contexts; they must follow the rules, interact with the

system, and receive continuous feedback.

In fact, gamification takes elements from games like points, leaderboards, and badges into
non-game contexts like a normal class to motivate learners to participate. In this research, the
workshops were not designed to resemble to a game but to really be one that contains English

learning as the core of the activity.

In this sense, Kapp (2012) found some key elements of GBL that include challenges,
fantasy, and motivational elements like levels, rankings, and scores. Those elements provide
satisfaction through goal achievement which, combined with an environment that makes them
responsible and obliges them to use leadership skills, is precisely useful to achieve the

investigation objectives.

The method also allows students to progress through increasingly complex tasks, adapting
to individual learning paces and needs but prioritizing cooperation. When a group is made of
differences and even like that, they can solve the game, children develop interpersonal values that
make them aware of themselves and their belonging to a group. These dynamics ensure
continuous engagement, motivating students both intrinsically (finding personal satisfaction in

learning) and extrinsically (through rewards and recognition).



26

Authority

First, it is crucial to specify what authority means. For Hanna Arenth (1961), authority is a
form of power that does not rely on coercion or persuasion but on the recognition and acceptance
of its legitimacy. Arendt argues as well that the authority of a teacher is based not on a
hierarchical position but on the responsibility, they assume to share the world they are
introducing to others. That is why this responsibility cannot be confused with authoritarianism.
While the one who controls imposes, the teacher is recognized and accepted because it is given
with the knowledge, experience, and care for the group. This definition is relevant for this
research since the games used want to proof that the authority figure in each game (the leader) is
not the one who imposes and orders and is not the one who oppresses and inhibits, but it is the
one who promotes healthy coexistence and leads the group due to his or her knowledge and

wisdom.

Kojeve (2014) categorizes authority into diverse types, including the authority of the
master, the judge, the father, and the leader, each with varying degrees of legitimacy and
influence. In a classroom, authority should ideally be like the one of the leaders, where the
teacher and the students are recognized as intellectual and moral guides rather than enforcers of
rules. The implementation of structured, role-based games aligns with Kojéve’s view that
authority should be exercised in a way that it promotes voluntary compliance rather than fear-

based submission.
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To build the right conception of authority and obedience in the dynamics of games, Freud’s
structural model is analyzed as well. Freud (1923) meant to describe the mind’s functioning
through three components: the 1d, ego, and superego. The /d is the primal and instinctual
component that drives students toward immediate gratification as they play with their partners,
seeking to fulfill basic desires without consideration for rules or social norms. In games, this
impulse is sought to be channeled by designing activities that focus that spontaneous energy into
structured tasks. For instance, engaging game mechanics can provide instant rewards that satisfy
the 1d’s urge for pleasure, yet these activities are controlled by clearly defined rules and

objectives that guide students’ way of behaving.

The ego, operating on the reality principle, plays a critical mediating role by balancing the
impulsive demands of the id with the moral rules of the game. In the games, the ego is going to
be reflected in peers’ ability to follow game rules and navigate challenges, ensuring that
immediate desires do not disrupt the learning process. The leader will act as the mediator that,
through clear rules given, is promoting an organized procedure, making peers feel comfortable

following the rules.

Meanwhile, the superego, which internalizes societal and parental standards, is cultivated
through gamified experiences that emphasize values such as respect, tolerance, and responsibility.
These experiences encourage students to feel pride in their achievements when they follow the
rules, and to experience constructive guilt when they deviate, thus leading them to internalize a
sense of positive authority. Through these principles, games not only boost engagement but also
help students reconcile their natural impulses with the moral expectations of a collaborative

learning environment.

The role of the leader
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A leader is an individual who guides, influences, and motivates a group towards achieving
a common goal (Northouse, 2018). In this work, the role of the leader is crucial since it provides
the opportunity of assigning responsibility to the children who struggle the most with respect to
others and healthy relationships in the classroom. Leadership in education involves taking
responsibility, making decisions, and promoting collaboration among peers. Within the games,
students who are assigned this role will learn to mediate conflicts, communicate effectively and

support their teammates, reinforcing both language and socio-emotional learning.

The role of the peer

A peer is someone of equal status within a social or educational environment, often
referring to classmates or group members who share common learning experiences (Topping,
2005). For this project, the role of peers serves as the important key as they contribute to
achieving the proposed goal by paying attention to the leader and completing the task as it was

assigned.

The children who are peers will need to develop cooperative activities which many of the
classroom lack. Peers play a crucial role in collaborative learning, social interaction, and
knowledge construction. In game-based scenarios, peer interactions promote language
development, cooperative problem-solving, and emotional engagement, allowing students to

learn from one another through dialogue, feedback, and shared responsibilities (Piaget, 1962).

Role-plays

Role-playing games also allow us to define the role of leader, peers, and the importance of
having values in those interactions; consequently, they have been widely recognized as a
powerful educational tool that fosters cognitive, social, and emotional development. According to

Grande de Prado and Abella Garcia (2010), role-playing games (RPGs) can create immersive
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experiences where students must assume different identities, engage in problem-solving, and
develop values through interaction. This methodology allows students to have a wide perspective,

to enhance their critical thinking and social skills.

It has multiple advantages like the alignment of active learning principles. Rather than
passively absorbing content, students can be active participants building knowledge through real -
life scenarios. Additionally, research has shown that role-playing activities can strengthen
motivation and engagement by allowing students to take ownership of their learning process

(Grande de Prado & Abella Garcia, 2010).

It is also possible to relate role-playing with Vygotsky's (1978) sociocultural theory because
it highlights the role of social interaction in cognitive development. Children can develop
linguistic competences through collaboration and guided participation withing their zone of
proximal development, it means that they can perform tasks with peer or teacher assistance that

they would be able to finish alone.

Missions

Missions are understood as structured and purposeful activities or tasks that guide learners
through progressive challenges allowing them to develop engagement, motivation and skill
development (Willis, 1996). In a game-based learning environment like the one in this research,
missions serve as contextualized learning experiences where kids must complete some specific

objectives that may include solutions of problems, collaboration, and critical thinking.

According to Prensky (2001), missions have the capacity to make students feel more
motivated by giving them a sense of purpose and clear objectives. Missions have the potential to

transform learning into a structured journey that helps students feel engaged with the content
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rather than passively receiving information. It is possible to align missions with some task-based
learning principles since students use the target language to accomplish tasks that require a step-

by-step process (Willis, 1996).

Salen and Zimmerman (2004) emphasize that missions in game-based learning
environments can create a meaningful play experience by providing structured yet flexible goals.
It is crucial to mention that a well-designed mission should include clear rules, engage in
challenges and reward outcomes which align with cognitive engagement theories that will be

conceptualized in further paragraphs.

Board games

They are recognized to be a valuable educational tool able to promote engagement, critical
thinking and social interaction. Their structured but also playful nature can enhance cognitive
development, motivation and collaboration, making them a powerful tool and alternative to
traditional learning methods (Perrotta et al., 2013). When they are incorporated into the
classroom, they can provide students with a hands-on, immersive experience that fosters deeper

learning and active participation.

Marchis & Juhész (2020), argue that board games play a crucial role in primary education
(the grade in which this research takes place), as they allow students to develop problem-solving
skills, practice decision-making and reinforce content knowledge in a meaningful way. Their
study highlights the perception teachers have of board games as effective tools to maintain
students’ interest and increasing their motivation, especially in subjects that require repetition and
reinforcement such as English learning. Through structured gameplay, competition, and
cooperative tasks, these useful elements have the ability to make students interact with the

material in a more dynamic way than if they were just following translation-based strategies. In
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this sense, Piaget (1962) states that playing at an early age is fundamental to promoting
intellectual development and growth. Through board games, children can construct knowledge
while interacting with their peers and their environment, it provides students opportunities for
combining English learning with logical reasoning, abstract thinking and social negotiation which

may help solving the problems that were found in the group.

In this research, board games are a pedagogical tool that reinforces English language
learning while improving the focus interpersonal skills in this work. By using turn-taking,
problem-solving, and decision-making mechanics, they create a collaborative and interactive

environment where the roles of leaders and team workers can also be boosted and evaluated.

Engagement

Mentioned in the rationale, the observation process showed that one of the fundamental
issues demonstrated by the students was the relationship between their classes and the
motivation, reasons, and purpose to succeed in them. By combining games as a didactic strategy,
this work looks forward to improving the conception of students about their classes, showing

them that more than an obligation, they can be fun and interactive, thus enhancing engagement.

According to Fredericks et al. (2004), it is pertinent to divide engagement into 3
dimensions, behavioral, emotional, and cognitive. For these authors, behavioral engagement can
be as well defined as 3 definitions, but in this research, it was simplified as to the students’
participation in academic tasks and classroom activities. Emotional engagement is defined by the
authors as “affective reactions in the classroom, including interest, boredom, happiness, sadness,
and anxiety” and the way they interfere in their learning experience. Cognitive engagement in the
last place is multiply defined as well, but it was taken as the demonstration of deep processing,

critical thinking, and problem-solving skills.
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Behavioral engagement

As introduced previously, behavioral engagement refers to the way students participate
actively in diverse learning tasks, including how they are involved in academic, social and
extracurricular activities (Fredricks et al., 2004). Within this category, it was decided to merge
Authentic Engagement and Strategic Compliance, components proposed by (Schlechty, 2001).
Since both complement and strengthen the explanation of behavioral engagement and its

pertinence in this work.

Within this category, (Schlechty, 2001) states that authentic engagement happens when
students are intrinsically motivated and fully invested in the learning process because they find
activities meaningful and relevant. Additionally, Deci and Ryan’s (1985) mention Self-
Determination Theory that intrinsic motivation is also absolutely related to authentic engagement
since it plays a crucial role in fostering deep and sustained engagement. Students are more likely
to participate when they perceive autonomy, competence, and an attractive challenge in their

learning experiences.

In the context of this research, games are an effective alternative to achieving that
participation because they naturally integrate interactive, goal-oriented and student-centered
experiences (Gee, 2003). If students are allowed to assume roles, make choices, and solve
meaningful challenges, they can reach the authentic engagement stadium. Games create an
environment where children can feel motivated not necessarily by external rewards but by the

learning process itself.
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Now, talking about strategic compliance and its value in behavioral engagement, it is
proper to say that it happens when students participate in learning scenarios not because of
intrinsic motivation but rather to accomplish external expectations or receive rewards such as
grades, points or privileges (Schlechty, 2001). While they follow instructions and complete
assignments, their engagement remains on a superficial level which is a sign of lack of deep

cognitive involvement or emotional investment (Fredricks et al., 2004).

In a gamified environment, the improvement of motivation through the acquisition of
points or rewards can work as a bridge that can make students feel interested and connected to the
activity in a first basis, with time, this superficial engagement can be replaced with some more
significant recompenses and finally with situations that promote authentic engagement where
their involvement is driven by curiosity, interest and meaningful interaction with the learning

content.

Emotional Engagement

It refers to the affective connection students develop towards their learning experiences and
how they influence their enthusiasm, interest, and sense of belonging in the classroom (Fredricks
et al., 2004). When children are emotionally connected to the things they are learning, they are
more likely to keep trying in academic activities, be curious, and autonomous of their progress.
However, when this type of engagement is lacking, students may act without motivation for ritual
compliance or disconnect entirely from the learning process of retreatism (Schlechty, 2001).
These two levels of engagement can reflect the acknew issues in this project, as 96% of students
in the observed classroom participated at a very superficial level, while the others clearly showed

signs of disengagement, making it difficult to make worthy learning spaces.
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One of the lowest levels of emotional engagementis ritual compliance, as Schlechty (2001)
mentions when students complete tasks mechanically and do not show enthusiasm. They do not
actively resist the idea of learning, nor disrupt the classroom, but they do not seek to understand
and participate in academic activities. This behavior is often linked to external pressures such as
what teachers or parents expect from them rather than wanting to do it by themselves. Ritual
compliance is problematic because kids may appear engaged through their participation, but
really, they do not have a meaningful emotional connection; this makes the learning contents

something they may not retain and will not apply in future scenarios.

If students continue to experience learning as an uninspiring activity, ritual compliance can
become retreatism, a state where students are physically present but mentally disengaged
(Schlechty, 2001). Retreating students no longer respond to classroom tasks; they show signs of
boredom; they act passively, and they sometimes frustrate. This level of disengagement is
particularly concerning because it not only talks about lack of motivation but also a sense of not

belonging in the learning environment (Skinner & Belmont, 1993).

In the context of this research, addressing ritual compliance and retreatism is crucial to
improve classroom dynamics and student motivation in English environments. Emotional
engagement can be boosted by promoting positive emotions such as interest, sense of belonging,
and appreciation for the effort done. Game-based learning offers a potential solution as it has
proved to increase emotional engagement by making learning processes more interactive,
immersive, and enjoyable (Gee, 2003). Incorporating interesting game mechanics such as role-
playing, collaborative missions and problem-solving activities, this research aims to transform
passive compliance into active emotional investment, finally improving both motivation and

classroom coexistence.
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Cognitive Engagement

Cognitive engagement talks about the depth of students’ investment in learning, which
includes their willingness to try, think critically, and apply knowledge in a meaningful way
(Fredricks et al., 2004). Different from behavioral and emotional engagement that focus on
participation and how they feel about learning, it emphasizes how deeply students interact with
the material. The ones who are cognitively engaged seek to understand more than memorize
concepts, make connections between ideas, and keep on trying to solve challenging activities
because they recognize the value of learning. This type of engagement is fundamental to
promoting long-term academic success and intellectual growth, as it encourages self-regulated

learning and problem-solving skills (Fredricks et al., 2004).

However, having cognitive engagement is not something that happens automatically; it
requires correct instructional strategies and classroom conditions to be developed. When students
consider what they are learning is not relevant or important, they may disengage and show
resistance to participation (Schlechty, 2001). This is where rebellion emerges in the way some
students reject learning altogether and refuse to engage with lessons or even disrupt the
classroom environment. Unlike ritual compliance and retreatism, where disengagement is
passive, rebellion is an active rejection of the learning process that may come from frustration,

boredom or lack of autonomy (Deci & Ryan, 1985).

Cognitive engagement is a fundamental concept for this research due to the results that
were obtained in the observation stage. Students did activities and tasks applying a minimum
effort in processing English concepts beyond basic memorization. There was a passive attitude
towards the class, and it indicated that they were disconnected from the instruction, making it

difficult to have meaningful cognitive involvement. As was proposed in the previous categories,
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the aid of game-based learning strategies can help by promoting diverse problem-solving
scenarios where students feel encouraged to reflect on their performance in each activity. In that
way, they will be conscious about their strengths, weaknesses, successes and mistakes and they
will seek to improve to have a better development in the next game which for Gee (2003)

requires higher order thinking and persistence.

In this research engagement played a significant role in the students’ learning process
through this concept, it was possible to find a connection between students' actions and the way
they participated, connected emotionally, and invested cognitively in their process. Using
behavioral, emotional, and cognitive engagement it will be possible to analyze their influence in
classroom dynamics and learning outcomes in the results analysis stage. Now, understanding
these dimensions is essential due to the lack of motivation, limited participation and resistance
observed in the classroom. The integration of this concept with games sets the hypothesis that it
is possible to enhance behavioral engagement by shifting students from strategic compliance to
authentic engagement where learning is led by curiosity and meaningful interactions rather than
external rewards. Similarly, emotional engagement can be reinforced by trying to create a
positive and comfortable class environment where kids can feel a sense of belonging, thus
intrinsic motivation preventing retreatism. Lastly, cognitive engagement will be tried to be
promoted by designing activities that require critical thinking, problem-solving and personal

reflection, reducing passive participation, and minimizing rebellion in the classroom.

These theoretical foundations serve as the analytical lens through which the pedagogical
intervention was designed, observed, and interpreted. Recognizing how engagement, authority,
and cooperation interact in real classroom dynamics made it possible to define a methodological

approach coherent with the complexity of this experience. The following chapter describes the
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research design, the qualitative action research framework, and the data collection tools that

allowed these principles to be examined in practice.

3. Methodology

As aforementioned, this chapter outlines the methodological framework of this research,
detailing the process for gathering, organizing, and analyzing data to address the research
question. It begins by defining the research type as action research, followed by an explanation of
the qualitative approach used in the study. Additionally, this section provides an overview of the

data collection tools and discusses the ethical guidelines observed throughout the research.

3.1. Research Approach

This work is based on a qualitative research approach that is known for emphasizing an in-
depth, systematic, and critical process of collecting and analyzing data (Bisquerra Alzina, R. et
al., 2009). This approach allows to make a detailed examination of the collected data, focusing on
what was gathered on the observation and application process to have a better understanding of
the research question. By prioritizing a subjective interpretation, this method captures so many
classroom dynamics and student motivation in English learning, offering a rich perspective on the
experiences and attitudes of participants. Through qualitative analysis, the study goes into the
complexities of the educational context, resulting in a deep understanding of the research

problem.

3.2. Type of Research

This research was based on an action research type Burns (2022) said, it involves planned
intervention, implementing specific strategies, processes, or activities within the research context

to address issues or questions of interest. Through this type of research, it is possible to make a
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critical contribution to the current research context and environment for Burns (2022). There are
some key steps that facilitate and conduct this research: First, the problem was defined by
critically observing the population to gather strengths and weaknesses which provided the
strategies that were utilized in this work. Secondly, evidence of the issues was gathered through a
characterization test and a diagnostic examination explained in this document. Then, by
analyzing the collected data, the investigator could make an intervention that was then tested in
the systematization phase of this research, all looking forward to seeing if the identified problems

could be solved or minimized.

In this way, action research worked as an adaptative and responsive methodology that
helped to not only diagnose the problem but also implement and refine strategies while working
in the research. The application of GBL in an action research framework was effective since it
enabled to participate in scenarios that promoted leadership and cooperation. Through it, the
researcher was able to design games and situations that could directly impact the context in a

personalized way.

3.3. Data Collection Instruments

To analyze the influence of game-based learning on the research question regarding
cooperation and leadership in English learning processes among 4th-grade students at Colegio
Técnico Domingo Faustino Sarmiento, multiple data collection instruments were selected.
According to Creswell (2014), data collection instruments in qualitative and action research are
the tools the researcher uses to gather systematic information about the phenomenon, allowing a
structured analysis of the participants' experiences. Three primary tools like the field diary, the
characterization test, and the diagnostic test were used to ensure a comprehensive perspective of

the first insights.
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Field diary

In this study, it was employed with the purpose of collecting information regarding the
context surrounding the observed individuals, as well as their development and performance
within it. According to Bisquerra Alzina, R. et al (2009), the field journal is defined as a
qualitative research technique used to systematically record the observations, experiences,
reflections, and perceptions of the researcher during the data collection process. The field journal
used in this research has a descriptive nature, as it was designed, as previously mentioned, with
the goal of describing the physical, social, academic, and emotional environment of the students.
At the same time, it holds a reflexive character, as the documented information prompted the
researcher to engage in an analytical process regarding the data. (See the structure of field diary

in Annex 25)

Characterization survey

On the other hand, this research employed a characterization test that, according to
Bisquerra et al (2009), is defined as a research technique used to assess or describe certain
attributes or characteristics of a group, individual, or phenomenon. Its purpose was to gain a
deeper understanding of the social and academic context, along with the emotional and technical
relationship that the individuals have with learning English to gather valuable information that

could help orienting the objective of this research.

Regarding the variables considered, the test was designed to explore the students'

familiarity with the English language and their interest in it. The format of this test was written
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with the intention that parents could assist the students during their completion; the researcher
designed the test specifically for the target population. Finally, the test was carried out
individually by students, with the support of their parents, and it was estimated to take around

one hour to complete.

This characterization test was made with the purpose of gathering information about their
background, learning preferences, and challenges in acquiring English. It began by asking about
personal data that was confidentially treated including place of birth, age, city, neighborhood, and
living arrangements; its next assessed access mobility, identifying how students commute to
school. The test also explored learning (English) attitudes and preferences, such as whether they

prefer learning alone or with others. (See Annex 2)

Diagnostic test

The diagnostic test, according to Bisquerra Alzina, R. et al., 2009, is defined as a research
tool used to assess the level of knowledge, skills, or competencies that participants possess in a
specific area before implementing an intervention, program, or treatment. Its goal is to identify
strengths and weaknesses, by providing a "diagnosis" of the current situation of the group or

individual and guiding the next phases of the research.

In this study, the diagnostic test aimed to assess the knowledge and English proficiency of
fourth-grade students at Colegio Domingo Faustino, based on the Basic Learning Rights for their
grade level. They first propose the understanding of the main idea and supporting details in a
short, simple informative text; second, they suggest students should be able to ask and answer
questions about what, who, when and where in a conversation related to their personal

information and context.
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Regarding the format, the researcher created a questionnaire that combined multiple-choice
and open-ended questions to evaluate the four English skills (reading, writing, listening, and
speaking). It followed a skill-based assessment approach that had also a criterion-referenced
diagnostic test since it was designed to determine the student’s initial level of English and
identify their strengths and weaknesses. As Cohen, Manion, and Morrison (2007) state, it
constructed test items that focused on each of a range of specific difficulties that students might
be experiencing, to identify the exact problems that they are having from a range of potential

problems.

The test was composed of a reading section made of multiple-choice questions to assess
comprehension skills. A Short answer and written response to evaluate basic writing abilities, a
listening comprehension section with true and false responses to measure general understanding
and an oral interview with open-ended questions to evaluate interaction, comprehension and
fluency. It was administered in the classroom setting to the group under study with a duration of 2

hours, and it was designed to be conducted without the use of technological tools.

The questions were made by the researcher following the Common European Framework
of Reference for Languages (CEFR) knowing that at an A1 level students should be able to
understand familiar names, words, and quite simple sentences, especially when supported by
images. As well as writing simple isolated words and basic personal information, recognizing
familiar words and basic phrases when spoken slowly and clearly and responding to simple
questions about personal details using short, memorized phrases and simple sentences. (See

Annex 3)

Rubrics
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In this research, the rubrics had a vital role in the evaluation of diverse stages like the
diagnosis and the accuracy of the workshops that were utilized to enhance student’s cooperation
and engagement. Cano (2015) defines rubrics as an evaluative record that includes certain criteria
or dimensions to be assessed, following levels or gradations of quality and classifying
performance standards. Through rubrics, it was possible to measure the effectiveness of multiple
evaluations and students’ performance in activities in general. Rubrics not only assessed student’s
general English production paired with cooperation and engagement, but they were also aligned
to the requirements for fifth graders recorded in the Estandares Basicos De Competencias En

Lenguas Extranjeras. (See an example in Annex 6)

Workshops

The workshop model for this research was implemented as a primary methodological tool
for data collection during the pedagogical intervention stage of this study. The workshop model
followed the principles of qualitative research and experiential learning processes proposed by
authors such as Bisquerra Alzina, R. et al (2009). The workshops were designed not only to be
pedagogical strategies but also to be structured tools for observing, analyzing, and measuring

students’ performance in context.

Each workshop contemplated content(s) which mentioned the main topics to work on,
competencies to be developed, objectives of each session, performance criteria, performance
indicators, methodology and activities, Resources and evaluation criteria. They were carefully
planned to align with the research objectives and proposals and permitted a flexible yet focused
approach to evaluate and explore students’ development in emotional, social and linguistic

competences within the EFL classroom. (See the structure in Annex 26)

Contest board
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Another tool used during the implementation process was a visual contest board designed
in the shape of a river to show students that progress could be evidenced like flowing water
(Annex 24). It served as a motivational and observational device; consequently, for the group, the
board worked as a dynamic representation of their progress throughout the workshops, visually
tracking each team’s performance and engagement. Inspired by the learning principles and the
way classes could be managed in a gamified environment as Kapp (2012) proposed, this contest
board allowed students to move forward along the river path by earning points through active
participation, collaboration, task completion, respectful participation and willingness to improve
their attitudes in each workshop. The visual tracking system encouraged a healthy sense of
competition and promoted group accountability while providing the researcher with qualitative
data related to students’ behavioral and emotional engagement, by observing the way students
responded to the challenge, it contributed to identifying affective and cognitive factors that

influenced their performance.

Ethical issues

For this investigation to be held, and properly regulated, the children’s privacy looked after
by making their personal information and participation in the research anonymous. Parents and

teachers were informed and asked for permission to develop the current study (annex 4)

Schedule

This project began in August 2024 when students were in fourth grade and continued in
2025 as they progressed to fifth grade. The research was structured into various stages that

included a systematic approach to data collection, intervention and analysis.
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Conceptual matrix

Category Subcategory

Games Leader

Peer

Game

performance

Behavioral

engagement

Authority

Cooperation

Authority

cooperation

Authentic

Engagement

Performance indicators

To demonstrate confidence in guiding peers, ensuring that
rules are followed while maintaining a respectful and fair
leadership style.

To encourage teamwork by facilitating discussions,
resolving conflicts, and making sure all members
contribute to achieving the group's goals.

To recognize the value of structured guidance in
completing tasks effectively, showing respect and
following leaders’ instructions.

To actively support group efforts by collaborating,
listening to others’ ideas, and maintaining a positive and
respectful attitude toward teamwork.

To fulfill the objectives of the games, demonstrating
understanding of the concepts that were chosen to be
reinforced

To participate actively and express curiosity in class

activities due to genuine interest rather than obligation.
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Engagement Strategic To complete learning activities to receive external rewards
Compliance but can recognize that their motivation does not depend on
them.
Emotional Ritual To recognize that doing the bare minimum does not lead to
engagement compliance meaningful learning and actively seek to engage more
deeply.
Retreatism To increase participation in activities, demonstrating more

enthusiasm and willingness to contribute.
Cognitive rebellion To find constructive ways to express frustration or

engagement disagreement, rather than reject learning.

In conclusion, this methodological framework allowed the researcher to collect and analyze
data systematically through qualitative action research. The selected instruments and strategies
provided a deeper understanding of students’ engagement, cooperation, and English learning
processes. Based on these foundations, the following chapter presents the pedagogical proposal

and the workshops implemented during the intervention stage of the study.

4. Pedagogical Proposal

This pedagogical intervention is based on a constructivist approach considering the school's
horizon and vision of education, which focuses on learning as a social process in which students
can build knowledge through interaction and collaboration (Vygotsky, 1978). Considering that the
population chosen in this study consists of 4" and 5™ grade students who need structured
guidance to develop leadership and cooperation skills, as a matter of fact, game-based and
interactive learning approach was chosen since it allows students to participate actively in real-

life activities that promote engagement and oral participation.

4.1. Curricular Vision
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The Curricular Vision of this research aligns with the school’s PEI (2023) and Pacto de
Convivencia, focusing on creating a “learner-centered environment that integrates academic
content with the development of social-emotional skills.” Through a constructivist perspective, it
aims to enrich the learning process by generating engagement, collaboration, and meaningful

learning experiences.

The curriculum of this research is committed to going beyond the methodology that had
been used by incorporating interactive and dynamic activities that address the specific academic
needs of students while promoting fundamental values such as leadership and cooperation. By
integrating these values into the teaching-learning process, the curriculum seeks to develop
students who are not only competent in English but also in the interpersonal skills necessary for
accurate social interactions. Furthermore, this curricular vision is aligned with the Universal
Design for Learning (UDL) framework, ensuring that activities are accessible and adaptable to

meet the diverse needs of all learners.

4.2. Vision of Language

In this project, the concept of language is built around Vygotsky (1978) who argues that
language is fundamental for cognitive and social development, making emphasis on its function
in the scaffolded learning process and how kids develop abilities by cooperative dialogue.
Language is also seen as a powerful tool that can improve dynamics in the classroom since it is
not only the final objective in the learning process, but it is a means for tailoring interpersonal
values such as respect, leadership, and cooperation. Learning a language like English can become
an engaging activity if it is done actively through collaborative activities like games and
missions. This project uses language as a catalyst for cultivating a playful and reliable

environment where everyone must participate to achieve the final goal.
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4.3. Vision of Learning

As was mentioned in the curricular vision, a constructivist perspective was chosen since it
is the one where students will need to be active participants in their learning process. By doing
so, they will have the necessity to be active actors who use specific behaviors and values already

explained (engagement, leadership, and cooperation).

As Bada (2015) states, a constructivist approach emphasizes learning as a social and
experiential process, where students actively construct knowledge through interaction and
participation. By engaging in the selected games, and taking the perspective of GBL, students are
not only encouraged to use problem-solving skills but also to practice and internalize the
theoretical concepts they need to see in their grade. Through scenarios that require collaboration,
leadership, and decision-making, the games create opportunities for students to experience
situations where they are the ones who build knowledge with their peers, also being seen as the
ones who make decisions, negotiate with classmates, solve conflicts, and gradually become more
conscious of their own learning processes and behaviors inside the classroom. The teacher is
expected to be a facilitator who creates meaningful learning environments, proposes challenges,
and accompanies students during the activities without positioning authority as control or

punishment. but never a commander.

4.4. Vision of Classroom

In this study, the classroom plays an important role, not only in a communicative space but
also one where respect, tolerance, leadership, and cooperation are always at hand. Students will
be safe to interact with each other and the teacher since respect will always be necessary to
develop and complete the activities. In this way, the classroom becomes a dynamic environment

where students can express themselves, collaborate, and feel engaged in meaningful learning
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experiences. By using a culture of mutual respect and positive interactions, the classroom serves
as a foundation for both academic and personal growth. This safe and supportive space allows
students to take risks, share ideas, and develop the interpersonal skills needed to succeed not only
in the activities but also in their broader social and educational contexts. Through this approach,
the classroom transforms into a "shelter” for cultivating essential values and building a keen

sense of community among learners.

4.1. Instructional Design

The intervention was structured according to the objectives in this work and aimed to
improve student engagement, learning, and cooperation through game-based learning dynamics.
It follows a structured format that includes objectives, competencies, methodologies, and
evaluation criteria, making sure it aligns with the conceptual framework and the research
objectives. The instructional design consists of a series of workshops that were planned to foster
active participation, students’ interpersonal and linguistic skills, problem solving, and strategic
thinking. Each workshop included specific activities that were divided into groups of two
depending on their type (role-playing games, missions and board games) accompanied by
sessions of reflection and evaluation where the students self-assessed their performance and their

peers.

Each session of this workshop lasted approximately 60 minutes, and most of them were
divided like that since there was not enough time to perform them in a complete way and step-by-
step construction was needed. All the workshops were evaluated using rubrics that contemplated
three complementary perspectives: self-assessment, co-assessment, and hetero assessment

depending on the activity or aim of the workshop.
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The rubrics included criteria such as leadership and organization, teamwork and
cooperation, engagement, rule-following, self-reflection, and task completion, which were
adapted according to the objectives and dynamics of each workshop. Additionally, all evaluation
criteria were aligned with the Estandares Béasicos de Competencias en Lengua Extranjera (MEN,

2006) and the Derechos Basicos de Aprendizaje (DBA) established for the elementary level.
The Ultimate Geo battle

The first workshop (Annex 27) focused on teamwork and decision-making in a board
game-based geographical challenge. The main objective was to establish the basis of students'
collaboration, organizational skills, and engagement while reinforcing vocabulary related to
countries and nationalities. This topic was chosen since the head teacher was already conducting
the lessons around it and a smooth transition between his classes and the implementation was
needed. The class started with a brief explanation of the dynamics that were going to be used in
the rest of the sessions from now?. As it was an introductory activity, the main idea was to make
students familiar with the new rules of the classroom. The resources were cards with country
names and nationalities made by the researcher, a printed world map taken from Canva, sheets of
paper and pencils, and a board to pair the countries and nationalities made by the researcher as

well.

Considering the development, it was divided into two parts: first, the leaders of each team

received cards with country names and nationalities, which they had to correctly pair and then

2Each group will have a leader and a secretary to help organize the tasks, respect their roles and support each other.
Use as much English as you can during the activities, especially the words we have learned in class.

Follow the rules of each game carefully, teamwork and fair play are more important than winning.

Everyone in the group must participate, make sure all voices are heard and included.

Have fun, stay focused, and try your best, your effort will help your team succeed!
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together with the secretary they needed to explain what the group needed to do. Secondly, each
team received a printed world map and had to place five assigned countries correctly;
consequently, the leader coordinated the group’s decision-making, and the secretary wrote the

answers.

One for All, All for One — Part 1 and 2

This workshop (Annex 28) was done as a mission to start going forward in the development
of leadership, teamwork, and effective communication among students while reinforcing their
ability to follow and give instructions in English. The two activities consisted of guiding peers
using English commands, decoding instructions and doing total physical response tasks that
required coordination and teamwork. The resources used were sheets with English commands
(e.g., turn left, turn right, go straight ahead), blindfolds to cover students' eyes, classroom and
soccer field space for group navigation challenges, sheets with encoded instructions in English,
chalks to define start and end points, and a self-evaluation sheet that was held at the end of the

session.

It began with some words about the importance of leadership and communication in
teamwork and then, in the same groups, new leaders were chosen. And they needed to use those
codes to guide their blindfolded group to the classroom from some random locations in the
school. In the second phase, different leaders were assigned, and they received new commands in
the form of sentences to organize. The conclusion of the workshop involved a reflection of self-
evaluation where students needed to answer questions about their performance in the activity as

leaders or team workers.

The Great Grocery Challenge
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This workshop (Annex 29) was a role-play game that wanted to encourage the use of
vocabulary related to food, grocery shopping, and basic conversational expressions in English,
while also analyzing how they already conceived collaboration, leadership, and strategic
thinking. In this space, the students were in their groups, each representing a grocery store. In
the first class, the students were introduced to the vocabulary by receiving a black-and-white
template of food items such as fruits, vegetables, snacks, and dairy products, which they
colored and labeled in English with the aim of familiarizing the kids with the vocabulary and
encouraging them into being organized and work in teams to prepare the products they would

sell in the upcoming market simulation.

The second class focused on the core of the workshop, the simulation of a grocery store
competition. The teams received role cards in which they were assigned positions such as store
manager, cashier, or customer. Each group organized their products, set the prices and
prepared their store space while they reviewed the key vocabulary. During the main
simulation, students engaged in buying, selling, and negotiating entirely in English. This
activity put emphasis on authentic interactions that made the students use the vocabulary and

rehearse their interpersonal values.

The activity concluded with another reflection session and a friendly competition to
choose the groups that earned points for the contest board. Success was measured based on
four criteria: the number of products sold, the correct and frequent use of English phrases, the
quality of customer service and collaboration, and the leadership demonstrated by the store
manager. In the reflection time, students discussed the strategies that worked, the way they

distributed roles, and how they could continue improving.

Order delivery masters
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This workshop (Annex 30) was designed as a boardgame to reinforce the vocabulary
related to food that was also used in previous activities. The goal was planned for students to
apply their English knowledge in meaningful, real-life like exchanges as they acted out customer

interactions in a restaurant or grocery delivery setting.

It began with a little review of vocabulary and communicative expressions such as here is
your order, here you go, anything else. Students were in the same groups and were assigned with
4 specific orders to deliver. After the explanation, they received the 4 orders in the form of
flashcards that indicated the ingredients of the orders they needed to deliver (fruits, vegetables,
meat, dairy, drinks, etc.) and order slips with written customer requests (recipes and shopping
lists) and in the middle of the classroom, all the ingredients were located so that the students had
to decode and assemble using their food cards. The workshop concluded by including a
competition in which each group should deliver as many correct orders as possible within the
time limit; as a result, they earned points for their performance and were added to the contest

board.

Rescuing the teacher’s memory

It was designed as a mission which had the intention of using vocabulary related to the
daily routine as stated in the DBA. (Annex 31) The activity began with a little warm-up where
the researcher mimed her daily routine asking students to guess and pronounce the
corresponding actions in English. Then, the groups were told to become Routine Agents and

needed to help the researcher remember her routine correctly.

Every group received four flashcards containing routine actions (wake up, eat breakfast,

go to school). Their goal was to organize these actions into the routine the researcher acted in
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the warm-up, assign roles among group members, and perform the entire sequence by miming
and saying the full phrases in English. If the team had their part of the routine correctly

organized and acted, they would earn a point.

Where’s my stuff?

This workshop (Annex 32) was designed as a role-play activity with the objective of
reinforcing the oral production in English by focusing on vocabulary related to personal
belongings and the use of possessive adjectives and pronouns. The activity started with an
introductory phase in which the researcher explained that a new lost and found office had
opened in the school. Students were divided into groups (6 that were already arranged), each
one was assigned a color and received a collection of lost items that belonged to other groups.
The items included everyday objects like notebooks, jackets, glasses, and bags in the form of
flashcards, as well as role cards for staff and customers, labels, and dialogue planner
worksheets. Roles were distributed inside the groups, a manager to lead the office, a secretary
to assist with organization, and the remaining students as customers who had to recover their

belongings from other groups.

During the role play, customers had to visit different groups to find the item that
matched their assigned color. Once they identified it, they were expected to use the target
vocabulary and expressions like Whose, is this? It’s mine, and can you describe it? To guide
the conversation and claim ownership. Leaders within each group were responsible for
organizing the process and ensuring their peers respected turns, stayed focused, and carried out
their roles. The activity ended with a reflection about how the roles where executed, what

teamwork challenges appeared, and who demonstrated the best use of English.
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The Leaders’ Logbook

The 8" workshop (Annex 33) of this implementation was a reflective activity that has
main objective sought to encourage students to analyze their own roles, contributions and
learning progress all along the implementation process while also strengthening their
awareness of leadership and cooperation. The first session began with a warm-up activity
called Memory Lane. The teacher-researcher displayed printed photos, posters, and key objects
from previous workshops and also made questions aimed to activate memory and stimulate
spontaneous storytelling, while at the same time connecting students’ emotions and reflections
to concrete learning experiences. Students were encouraged to recall the experiences by
answering questions such as: What do you remember about this workshop? Or Who helped the

most in your group that day?

Everything moved around the Leaders’Logbook worksheet. Each student received a
personal sheet with sentence starters like /n Workshop 3, I helped by... and 4 good leader
listens when... Students were given some time to complete these reflections with the teacher
researcher guiding them when they had questions or when it was necessary. Honesty and self-
awareness were important, highlighting that recognizing mistakes was as valuable as

celebrating success.

In the next phase, each group nominated a student who would speak and share their
reflections with the rest of the class. To promote and have more peer evaluation, students
received stickers and voted for the group they believed had shown the most growth in

teamwork and leadership.

How We’ve Grown Together



55

This workshop (Annex 34) was also designed as a reflective activity, and it had the main
goal of encouraging students to recognize and express their growth in leadership, cooperation,
and engagement throughout the intervention. The session began with a Mood Mapping warm-
up, where the teacher drew a large Mood Meter on the board. Students placed a sticker or
symbol on the quadrant that best reflected their emotions at that moment, such as calm,
frustrated, or energetic. This short dynamic opened the space for discussion with guiding
questions which helped them connect their feelings to their classroom behavior. Why do we

sometimes feel frustrated in group work? Or how does your mood affect your group?

The second stage introduced the Emotional Backpack worksheet. Each student wrote or
drew three emotions they had felt across the workshops and explained what made them feel
those emotions, how they reacted, and what strategies helped them regulate or respond with

prompts such as / felt... when... or Next time I could...

Our Game, Our Rules

This was the last workshop (Annex 35) implemented in the pedagogical intervention and
had the objective of consolidating all the learning from the previous sessions into a tangible
product created by the students themselves. The process wanted students to design, construct,
present, and finally apply their own games whether they chose missions, board games, or
roleplays. Using all the English vocabulary and expressions practiced throughout the project

and the importance of leadership as the core.

The first session wanted to activate the vocabulary kids would use in their own games,
through a dynamic competition called Vocabulary Race, where students reviewed key

categories such as food, daily routines, countries and nationalities, classroom English, and
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directions. This activity not only tested their memory and accuracy but also created an

enthusiastic atmosphere to set the tone for the design phase.

In the second session, groups had access to technology for the first time in the
implementation. The teacher researcher created some games on Wordwall to settle the
vocabulary and assure its understanding. Additionally, groups began to brainstorm and plan
their own games, using a guide specifically designed to help them know exactly what each
game needed to have. They selected one of the three game types and worked collaboratively to
define rules, objectives, and the vocabulary that would be integrated. Students assumed
specific roles such as leader, secretary, designer, and timekeeper, which reinforced teamwork
and responsibility. By the end of the session, each group presented a draft idea to the class,

including the game’s name, theme, and intended learning purpose.

The third session focused on construction of their own games using the materials each
group requested; students brought their games to life. During this phase, they had to ensure
that English vocabulary and structures were clearly inside the mechanics of their games. They
also tested their creations within their groups, identifying areas for improvement, and refining

their rules.

The fourth session was dedicated to the presentations of the games and peer feedback;
each group presented their game, explained the rules, and demonstrated a short round. Their
peers provided structured feedback, highlighting clarity, creativity, and the integration of
English. They also voted for their favorite one in a format that was provided by the teacher
researcher; this step emphasized the ability to give and receive constructive feedback,

fostering cooperative and reflective learning.



57

In the fifth and final session, the classroom became a space where all groups presented
their completed games. After the demonstration rounds, the teacher-researcher provided final
feedback, emphasizing the progress each group had made not only in linguistic performance
but also in cooperation, leadership, and creativity. The best three groups were selected based
on the evaluation rubric: the first place received the “Best Game Award,” the second place the
“Creativity and Teamwork Award,” and the third place the “Innovation Award.” The remaining
groups received a “Participation Award” acknowledging the value of their effort and

commitment throughout the process.

This final moment became a symbolic closure for both the pedagogical intervention and
the research process, as students reflected on their learning journey and shared what they had

discovered about teamwork, respect, and communication in English.

The workshops presented in chapter constituted the practical application of the
pedagogical proposal. Based on these experiences and the information collected during the
process, the following chapter presents the analysis of the data and the main findings of the

research.

5. Data Analysis and Findings

This section introduces the analysis of the data collected during pedagogical intervention. It

examines how the findings align with the objectives of this qualitative action research which, in

(Burns, 2010) ideas, allows continuous reflection and adaptation of teaching strategies based on

real time observations and student responses. The analysis made here was structured around the

categories and subcategories that emerged throughout the research, and they were shaped by the

participants and the way they interacted with the workshops.
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The pedagogical design of the ten workshops was based on the Estandares Basicos de
Competencias en Lengua Extranjera (MEN, 2006) to ensure coherence between the national
framework and the pedagogical innovation proposed in this work. So, the inductive nature of this
study guarantees that findings are also based on students' real experiences rather than predefined
expectations. By analyzing patterns of engagement, leadership and cooperation within a game-
based learning environment, this section has the objective of providing an interpretation of the
results that will contribute to understanding the role of different methodologies as an option to
enhance not only language acquisition but also the development of social and cognitive skills in

5™ grade students.

Whitin the qualitative action research, data triangulation was applied as a strategy to
enhance the validity and importance in depth of the findings, using field diary, the rubric of
evaluation and the conceptual framework, it was possible to make this triangulation and as
(Sampieri et al., 2014) indicate, contrasting the information that was obtained from different
sources, methods or theoretical perspectives allows the researcher to achieve a more complete

understanding of the phenomenon that is being studied.

Engagement and participation

Engagement and participation is one of the most dynamic and multidimensional
categories throughout the pedagogical intervention. Rather than being always the same, students'
engagement evolved across the ten workshops, moving through retreatism, strategic compliance,
and authentic participation depending on the nature of the activity, the presence of authority

figures, and the degree in which tasks connected with their interests and motivations.

From the very first board game workshop, The Ultimate GeoBattle (workshop 1), patterns

of engagement became immediately visible. As recorded in the field diary (Annex 5) maintaining
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students’ attention during the initial explanation was challenging which was an example of what
Schlechty (2001) defines as retreatism, when “students do not participate in the task and feel
unable to do what is asked of them” (p. 2). However, when the interactive part of the activity
began, approximately 90% of the class showed interest and wanted to participate since it was
something different from what they were doing with their head teacher. This early shift, although
not very substantial, suggested that the game-based format itself had the potential to move
students from disengagement toward active participation. The rubric results confirmed these
dynamics, showing higher scores in Leadership and Organization and Respect for Rules for the

groups that maintained effective cooperation (see Annex 6, rubric 1).

This same pattern was observed in the first mission, One for All, All for One (W2), where
according to the field diary (Annex 8), the session initially faced resistance from students who
seemed to be distracted and unmotivated, showing impulsive reactions like those observed in the
previous workshop. However, as the activity progressed, approximately 80% of students moved
from retreatism (Schlechty, 2001) to authentic engagement, actively participating once the task
became dynamic and tangible. Rubric results (Annex 9) confirmed these observations: 66% of
teams performed positively, with groups 3 and 6 achieving 91% of the total score and securing
first place on the contest board, while group 5 struggled the most with 33%, reflecting issues in

rule-following and cooperation.

Something interesting in terms of engagement happened during the vocabulary
presentation cycle of The Great Grocery Challenge (W3), when the absence of the head teacher
created a really noticeable drop in participation. According to the field diary (Annex 12), only
about 30% of participants demonstrated active engagement or interaction with the new

vocabulary, suggesting that students' willingness to engage was partly dependent on the authority
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figure present in the room. This revealed students' dependence on external authority figures that
they have already assigned before like the head teacher, and as noted in the analysis of that
session, the researcher was not perceived as an equally legitimate authority, which made
motivation and respect toward the activity decrease. In the final simulation cycle of the same
workshop, however, engagement recovered strongly: all groups participated in the role-play,
organizing their stores, assigning roles, and showing excitement about competing to get points on

the contest board (Annex 14).

This dependence on external authority was most explicit in the mission Rescuing the
Teacher's Memory (W6). According to the field diary (Annex 10), students demonstrated a
remarkable improvement in behavior and participation, with 100% of them engaged in the
activity. The field diary recorded an important comment from one student: "Teacher, you know
we only behaved today because she was here," referring to the presence of the thesis advisor. This
statement confirms one of the central hypotheses of the research: students experience a tension
between external authority and intrinsic motivation. Interpreting this through Freud's (1923)
notion of the superego, it can be inferred that the group responded to an external figure perceived
as higher authority. This observation raises an essential question: Do students genuinely value
respect, teamwork, and learning, or do they perform these values when someone they fear or

admire is watching?

The concept of strategic compliance (Schlechty, 2001) became relevant as the
intervention progressed. In the role-play Where's My Stuff? (W7), rubric results (Annex 15)
revealed that engagement scores were a little higher than those of other categories, but the field
diary noted that this was because students were strategic rather than authentic, focused on

winning points or finishing quickly instead of achieving communicative goals. Students chose to
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skip the vocabulary objective by guessing and identifying items based on their colors rather than
using the target expressions, and several groups ignored the rule of sending only one person,
causing pushing and disorder. Likewise, in the reflective workshop Leaders' Logbook (W8), the
use of candies as rewards generated a rush to complete the task that prioritized speed over
reflection. Although game-based learning can initially rely on rewards to capture attention (Kapp,
2012), Workshop 8 demonstrated that excessive dependence on extrinsic rewards or motivation
may limit authentic engagement if not gradually replaced by intrinsic motivation and meaningful

reflection (Annex 16).

The tension between behavioral participation and deeper cognitive engagement was most
clear in Workshop 8 as well, where many students struggled to remember previously studied
vocabulary despite of being repeated during earlier game-based activities. This gap between
participation and learning memory reaffirms Fredricks et al.'s (2004) conception of engagement,
particularly the important difference between behavioral participation and deeper cognitive
investment. Although students were physically active and willing to participate, their difficulty
recalling vocabulary indicates that learning had not yet been internalized meaningfully. From a
constructivist perspective, this shows that active participation alone is not enough if reflection

and ownership of learning are not fully achieved (Vygotsky, 1978).

Nevertheless, the final workshops showed a gradual and uneven shift toward more
authentic forms of engagement. In Workshop 9, How We've Grown Together, the Mood Mapping
activity revealed that most students identified positive emotions such as happiness when
reflecting on the workshops (Annex 17), which aligns with the hypothesis that framing learning
as play would reduce rejection and improve motivation over time (Kapp, 2012). The Emotional

Backpack task also confirmed that many students could identify and articulate the factors that had
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affected their participation, demonstrating capacity for self-awareness that goes beyond mere
behavioral compliance. Additionally, in the final workshop (W10), the game design and
construction phases generated observable evidence of intrinsic motivation, creativity, and
problem-solving, particularly in Group 4, whose organization and commitment stood out across
all evaluation criteria, confirming that when kids are allowed to build and bring their own ideas to

life, they support deeper engagement and ownership of learning from a constructivist perspective.

In conclusion, these findings confirm that engagement and participation in game-based
learning environments cannot be reduced to presence or task completion. The intervention
revealed that authentic engagement is a process built through development and context,
influenced by the perceived legitimacy of authority, the nature of the task, the role of external
rewards, and the degree in which students have internalized the values that structured
collaboration and reflection require. As the rubric results across the workshops consistently
showed, behavioral participation was the most accessible dimension of engagement, while
cognitive and emotional engagement remained uneven, requiring not only well-designed
activities but also sustained pedagogical scaffolding and continuous opportunities for reflection,

but the goals can be achieved when the kids allow themselves to be guided.

Leadership, Cooperation and Students' Perceptions of Authority

Leadership, teamwork, and the ways students perceived and responded to authority were
one of the most revealing dimensions of this pedagogical intervention. Across the ten workshops,
these three elements proved to be deeply interconnected: the effectiveness of teamwork depended
on how leadership roles were exercised, and both were shaped by students' understanding of

authority as either a legitimate and cooperative structure or an imposed one.
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From the very first workshop, The Ultimate GeoBattle (W1), the exercise of leadership
revealed significant contrasts among groups. According to the field diary (Annex 5), while 65%
of the students assigned as leaders demonstrated initiative and organizational skills, others
struggled to exercise authority in a healthy way, possibly because they had never had such a role
before. This finding supports Arendt's (1961) notion of authority as a legitimate and accepted
form of influence rather than coercion because in groups where leaders guided peers through
collaboration and respect, performance improved significantly, while in groups without clear role
boundaries, conflicts and disorganization emerged, including complaints about leadership
assignments and refusal to follow instructions. The rubric results confirmed these dynamics,
showing higher scores in Leadership and Organization for groups that maintained effective

cooperation (Annex 6).

This was also evident in the board game Order Delivery Masters (W5). According to the
field diary, 67% of leaders successfully organized their peers, guiding them toward the collective
goal despite presenting some challenges. Northouse (2018) defines effective leadership as
guiding a team while fostering coordination and mutual support, and some leaders in this
workshop began to demonstrate precisely that, approaching the type of legitimate authority
proposed by Arendt (1961) and later categorized by Kojeve (2014) as one based on recognition
and respect rather than imposition, even if they were not doing so consciously. Although not all
leaders succeeded in managing time or distributing tasks efficiently, their growing understanding
of the role suggested a new awareness of authority as a cooperative dynamic. The rubric
confirmed that four out of six groups achieved an Excellent score in Task Completion (Annex 7),

which correlated directly with the groups that showed more effective leadership.
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The missions offered evidence of the relationship between perceived authority and team
performance. In One for All, All for One (W2), Kojéve's (2014) view of authority as a recognized
and freely accepted tool was evident in the groups that valued the leader's instructions, as they
reached their objectives more efficiently. In an opposite way, those who resisted leadership
reinforced the idea that authority must be constructed through respect and dialogue rather than
imposed coercion, exactly as Arendt's (1961) perspective, although the children showed
complications in doing so because culturally speaking, they had never had that conception in their
social circles. Rubric results (Annex 9) reflected these contrasts clearly: group 3 and group 6
achieved 91% of the total score, while group 5 struggled the most with 33%, reflecting the direct

impact of leadership in their performance.

In the mission (W4), although 75% of participants showed signs of authentic engagement,
conflicts were observed in groups 4 and 5, where poor communication and lack of coordination
did not allow performance to flow naturally. Some students (as aforementioned) fell into strategic
compliance, participating only to complete the task, or minor rebellion, reflected in attempts to
skip instructions or claim points they had not earned. According to the field diary (see annex 13),
this decrease was related to the absence of the head teacher, which revealed students’ dependence
on external authority figures. Only about 30% of participants demonstrated active engagement or
interaction with the new vocabulary. This suggests that the researcher was not perceived as an
equal legitimate authority referring to Kojéve’s (2014) concept that authority needs to be

recognized and legitimized to be effective.

Through teacher intervention and collective reflection, most groups eventually regulated
their behavior, showing progress in self-control and collaborative responsibility compared to

previous workshops. In groups where dialogue and respect were prioritized, performance
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improved; in those lacking agreement, conflicts persisted, reaffirming that social dynamics and

leadership acceptance were directly tied to learning outcomes.

The role-play workshops added a further layer of complexity to these dynamics. In The
Great Grocery Challenge (W3/W4), the simulation showed that groups 1, 3, 4, and 6 stood out
for their leadership, organization, and language use in almost real exchanges, while in Group 2 a
student refused to participate, frustrating the group leader. This situation reflected a limited
understanding of authority as a cooperative dynamic. As Arendt (1961) proposed, genuine
authority is built through dialogue and mutual recognition, a notion only partially achieved in this
case, revealing the need for continued work on emotional regulation and inclusion in group
settings. Overall, 66% of the groups performed excellently in most of the rubric criteria (Annex

14).

By Workshop 7, Where's My Stuff? authority continued to be a challenge. Many students
did not approve the leader's role; perceiving peers as equals rather than figures of coordination or
guidance. Classroom hierarchies seemed already established in their social circle, as some
students appeared to have more informal influence, thus conditioning how the class developed
and complicating the implementation of structured leadership within cooperative groups. Only
two groups achieved an Excellent score in Leadership and Organization, as they followed the
manager's instructions and distributed tasks effectively, while the remaining groups obtained
lower scores due to weak recognition of authority and lack of organization (Annex 15). This
made an important question for the researcher: how can authority be directed and legitimized to

become a healthy and constructive dynamic rather than a contested one?

Students' perceptions of authority took their most psychoanalytical form in the mission

Rescuing the Teacher's Memory (W6). As analyzed in the previous category, the exceptional
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participation recorded that day was directly associated with the presence of the thesis advisor,
interpreted through Freud's (1923) notion of the superego as a response to a figure perceived as
representing higher power. This episode was not only significant for what it revealed about
engagement, but also for what it disclosed about leadership because the fact that discipline and
cooperation appeared only in the presence of an external authority figure suggested that students'
cooperative values and self-regulated leadership were still fragile. The workshop thus functioned
as a mirror reflecting the gap between externally performed compliance and real authority

structures.

A significant point in this category appeared in the final workshop (W10), where the
researcher strategically assigned JD, one of the most disruptive students, the role of monitor.
Surprisingly, he proved to be effective in the next sessions, demonstrating that leadership roles
and responsibility can positively redirect disruptive behavior. This outcome supports Arendt's
(1961) view of authority as a guiding structure and reveals that sometimes the students who
disrupt the class the most only have energy, they do not know how to use and project. Rather than
confirming fixed behavioral patterns, this finding suggested that leadership potential is present

across different student profiles and can be activated through intentional pedagogical decisions.

This evidence in the ten workshops confirms that leadership and teamwork are not
competencies that emerge spontaneously in game-based learning environments but require
sustained scaffolding, explicit role assignment, and repeated opportunities for reflection.
Students' perceptions of authority evolved gradually throughout the intervention, moving from
resistance and contestation toward partial acceptance of cooperative leadership, though full
internalization remained an ongoing process. As the rubric data and field diary observations

consistently showed, the groups that performed best were those in which authority was
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understood as a shared and dialogical dynamic, confirming Arendt's (1961) conception of
legitimate power built through mutual respect rather than imposition.

pedagogical efforts to promote authentic socio-emotional growth beyond the game itself.
Confidence and Emotional Expression

Confidence and emotional expression were one of the most complex and humanizing
dimensions of the pedagogical intervention. According to Fredricks et al. (2004), emotional
engagement refers to the affective connection students develop toward their learning experiences
and how it influences their enthusiasm, interest, and sense of belonging in the classroom. When
this type of engagement is lacking, students may act without motivation through ritual
compliance or disconnect from the learning process through retreatism (Schlechty, 2001). Both
were present in the intervention, and tracing their evolution across the ten workshops reveals how
confidence and emotional expression developed unevenly, because of interpersonal dynamics, the
relationship students had with the English language, and the degree to which the classroom

environment felt safe enough for authentic expression.

From the earliest workshops, differences in confidence were visible. In The (W1), the
group that included the Pakistani student performed more efficiently than the others because of
her existing fluency and knowledge of the language. While this created an imbalance in task
completion, it also worked as a reference point for other students, some of whom responded with
motivation and perseverance while others showed signs of frustration in competence. This

dynamic anticipated the more challenges that would emerge in later workshops.

The tension between emotional engagement and ritual compliance became more evident in
the mission One for All, All for One (W2), where the blindfolded navigation task first generated

resistance among students who showed impulsive reactions and discomfort with vulnerability.
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Being guided by a peer required a degree of trust that not all students were willing to have, and
the groups in which this trust was absent performed significantly worse. This confirms
Vygotsky's (1978) sociocultural perspective, as students can reach higher levels of performance
through peer interaction and guided participation, but only when the emotional conditions within
the group allow for that collaboration to take place. The rubric results (Annex 9) reflected this
directly: groups 3 and 6, where interpersonal trust was stronger, achieved 91% of the total score,

while group 5, where one member refused to participate, reached only 33%.

The most direct evidence of language anxiety and its effect on confidence appeared in the
mission Rescuing the Teacher's Memory (W6). According to the field diary (Annex 10), while
66% of groups produced complete and accurate English sentences and Group 3 stood out across
all categories, groups 2 and 5 showed signs of language anxiety and avoidance, relying on
gestures and incomplete sentences consistent with Al.1 performance. These results show that
while game-based learning encourages contextualized language use, students with higher
affective filters, those who are shy or anxious, may require additional support to achieve
confidence. The rubric results (Annex 11) confirmed this pattern, as the groups that struggled
most with oral production were precisely those in which interpersonal support within the team
was weakest, suggesting that emotional safety influenced individual willingness to take

communicative risks.

The most explicit space for emotional expression was Workshop 9, How We've Grown
Together, designed specifically as a reflective and emotional regulation space aimed at helping
students identify their emotions, understand their impact on group dynamics, and recognize
respectful behaviors developed throughout the intervention. The initial Mood Mapping activity

revealed that most students identified positive emotions such as happiness when reflecting on the
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workshops (Annex 17), aligning with Kapp's (2012) hypothesis that framing learning as play
reduces initial rejection and sustains emotional motivation over time. However, the presence of a
significant group of students who selected negative emotions such as boredom, sadness, or anger
demonstrated that emotional engagement was not homogeneous across the group. The researcher
believes these emotions were felt due to the behavior of certain students who did not respect
others, becoming an obstacle for them to complete tasks and affecting how they saw themselves
within the activities. This finding supports Fredricks et al.'s (2004) multidimensional model of
engagement, showing that emotional engagement can coexist with behavioral participation even
when internal motivation varies, and also reveals the importance of group coexistence, since what
some students do to others can completely affect their performance and how they see themselves

in the activities.

During the Emotional Backpack task of the same workshop, students were asked to explain
the emotions they experienced and the situations that triggered them. The field diary indicates
that many students showed willingness to complete the activity and expressed themselves
honestly. Interestingly, several students attributed their negative emotions not to the workshops
themselves, but to external factors such as conflicts with teachers, personal issues, or difficulties
within their working groups. This outcome also suggests that emotional regulation and
cooperation are conscious processes rather than impulsive reactions, contradicting earlier

assumptions that students' disengagement was purely instinctive or unreflective.

The respectful management of negative emotions by the researcher, without any type of
judgment or obligation to only demonstrate positive emotions, played a key role in encouraging
authenticity. This approach reflects Arendt's (1961) conception of authority as dialogical rather

than punitive, allowing students to express resistance or discomfort safely. The case of the
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student who openly expressed anger toward the head teacher illustrates that emotional
transparency can coexist with classroom order when respect and listening are prioritized, and that
creating space for honest expression is itself a pedagogical act with significant consequences for
trust and participation. As Gee (2003) suggests, when learning environments are designed to feel
safe and meaningful, students are more likely to invest emotionally in the process rather than
retreating into compliance or disengagement. Rubric results (Annex 18) showed that three groups
achieved Excellent in Self-Reflection and Learning Growth, suggesting that the emotional
expression tasks generated genuine reflective capacity in at least half of the class, even when

leadership and teamwork scores remained moderate.

By the final workshop (W10), evidence of growing confidence appeared in an unexpected
form. The peer evaluation phase showed that participants adopted a serious and honest attitude
toward the evaluation process, suggesting an emerging capacity for both giving and receiving
feedback without defensiveness. Furthermore, the game design phase itself generated visible
signs of confidence through creativity: students who had previously shown anxiety in structured
language tasks engaged actively when given the freedom to build, invent, and present their own
ideas. This aligns with Vygotsky's (1978) constructivist principle that ownership of learning
fosters not only cognitive engagement but also the emotional security necessary for authentic

participation.

Finally, findings across this category confirm that confidence and emotional expression are
not separated to language learning but deeply central to it. The intervention revealed that students'
willingness to communicate in English, take risks, and engage authentically was consistently
mediated by their emotional state, their sense of safety within the group, and the degree to which

the classroom environment permitted honest expression. As the progression from ritual
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compliance and retreatism Schlechty, (2001) toward emerging self-awareness and reflective
capacity demonstrated, confidence is not a fixed trait but a developmental capacity that responds
to sustained pedagogical care, consistent emotional scaffolding, and a humanizing classroom
culture.
English Communicative skills

English communicative functioned simultaneously as a learning objective and as an
observable indicator of the social and emotional processes that shaped each workshop.
Throughout the ten sessions, students' oral production, vocabulary use, and communicative
confidence were assessed in relation to the descriptors established by the Common European
Framework of Reference for Languages CEFR, (2001) and the Estandares Bésicos de
Competencias en Lenguas Extranjeras MEN, (2006), which expect students at this level to

understand and use simple expressions related to everyday contexts.

From the very first board game workshop, (W1), the linguistic goals were framed around
vocabulary related to countries and nationalities, consistent with CEFR A1 descriptors for
identifying and producing basic phrases describing nationalities and countries of origin CEFR,
(2001). The group that included the Pakistani student performed more efficiently than the others
because of her existing fluency and knowledge of the language, and while two additional groups
also showed perseverance and motivation to finish the activity, the lower task completion in some
teams highlighted the need to continue reinforcing these basic communicative functions,
especially for students who showed resistance toward English learning. The rubric results (Annex
6) confirmed these disparities, showing that linguistic performance was directly tied to the degree

of cooperative engagement within each group.
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In the missions (W2 and W4), the activity required children to both follow and give oral
commands, consistent with CEFR A1-A2 descriptors for understanding and responding to simple
instructions. The use of the Total Physical Response method in the second part of the mission
created an environment where physical movement was linked directly to language
comprehension, reinforcing Vygotsky's (1978) argument that students can develop linguistic
competences through collaboration and guided participation within their zone of proximal
development. In average, 60% of students performed at the Al level, successfully understanding
and responding to simple instructions, while 40% demonstrated A2-level competence by
producing short, functional phrases during the activity. These results reaffirm that movement-
based tasks can promote functional language learning by linking communication with purposeful
action, as Grande de Prado and Abella Garcia (2010) suggest in their analysis of role-playing as

an active learning methodology.

The role-play workshops offered some of the most significant evidence of communicative
development throughout the intervention. In (W3/W4), the simulation phase demonstrated a
strong recovery in language use: approximately 70% of the class used simple expressions related
to buying and selling, and by the end of the workshop, 75% of students were able to use at least
three complete English expressions related to commercial exchanges, meeting CEFR Al goals
(Annex 14). Groups 3 and 4 showed the highest consistency in oral production, while groups 2
and 5 continued to struggle with maintaining coherence in their roles. These findings confirm
what Gee (2003) proposes through the concept of situated meaning: when language is used in
engaging and contextually meaningful scenarios, vocabulary retention and oral production are

both strengthened simultaneously.
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In the board game (W5), approximately 70% of students used complete English phrases
during the delivery phase, reflecting Al-level performance in basic exchanges according to the
CEFR (2001). Phrases such as communicating order deliveries and asking about additional items
demonstrated that students understood the task, tried to use the structures, and applied the
linguistic content meaningfully. As Amr (2012) states, educational games effectively blend
content and motivation, creating opportunities for learners to apply knowledge while staying

engaged, and this workshop provided clear evidence of that dynamic.

The role-play (W7) presented a particularly revealing contrast between behavioral
participation and genuine communicative engagement. Although all groups managed to deliver
items to the Lost and Found Office, accuracy and language quality varied significantly because
two groups used consistent English expressions, while others relied mainly on Spanish or
gestures in the rush of earning points (Annex 15). It confirms that authentic communicative
competence requires not only exposure to language but also conditions that make its use

purposeful and meaningful rather than only instrumental.

The reflective workshop (W8) exposed a significant gap between participation and
language retention. Many students struggled to remember previously studied vocabulary despite
repeated exposure during earlier game-based activities, suggesting that learning had not yet been
internalized meaningfully. This finding was pedagogically significant because it confirmed that
communicative skills in a game-based environment depend not only on the quality of the activity
design but also on the degree to which students are given structured opportunities to consolidate

and reflect on the language they have used.

By the final workshop (W10), the integration of technology through Wordwall generated

high levels of motivation and participation during the vocabulary activation phase, suggesting
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that digital tools have the potential to complement game-based learning and reinforce
communicative engagement in ways that other formats did not achieve. During the presentation
and peer feedback phase, students used English, although not completely, to explain rules,
describe materials, and demonstrate gameplay, confirming that the activity supported meaningful
vocabulary use even if further work would be necessary to move beyond Al-level performance
consistently. The peer evaluation process also promoted awareness of communicative precision,
as students honestly assessed each other's use of English within the game presentations,
demonstrating a growing metalinguistic awareness that had not been visible in earlier workshops.
Motivation Toward English Learning

Motivation toward English learning functioned throughout the intervention as both a
precondition and a consequence of communicative engagement. It was rarely stable across
sessions, fluctuating in response to the nature of the activity, the social dynamics within groups,
the presence of external authority figures, and the degree to which students perceived the learning
experience as meaningful, enjoyable, or relevant to their lives. Reading motivation as a
subcategory of English communicative skills is analytically justified because, as the intervention
consistently demonstrated, students' willingness to produce language in English was directly

mediated by how motivated they felt in any given moment.

In the beginning, students' willingness to engage with English was largely tied to novelty,
competitive rewards, and the presence of authority figures. While these elements were enough to
generate initial participation, they proved to be not enough to create meaningful language
production when conditions changed, confirming that the motivational foundation at the

beginning of the intervention was largely strategic rather than genuine.
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As the workshops progressed, the interplay between game design and motivational quality
became more visible. Activities structured around narrative purpose, clear roles, and meaningful
goals generated noticeably stronger communicative engagement than those driven primarily by
competition or reward, supporting Kapp's (2012) argument that game-based learning must
combine challenge, fantasy, and intrinsic satisfaction to move students beyond superficial
participation. A particularly important point was the introduction of technology in the final
workshop, where the field diary (Annex 19) recorded a clear shift in enthusiasm during the
Wordwall activities, suggesting that digital tools resembling the games students enjoy outside
school can lower affective filters and increase focus on language tasks. Nevertheless, as Annex
19 also notes, technology-based dynamics must be balanced with face-to-face formats to ensure
that motivation translates into genuine communicative and interpersonal development, rather than

remaining tied to the novelty of the tool.

By the final sessions, signs of a more internalized motivation began to emerge. The
physical games created by the groups (Annex 20) are tangible evidence of this change since
students designed their own rules, wrote instructions, and used English vocabulary into materials
they built themselves, demonstrating that language use had moved from imitative toward creative
and purposeful. This aligns with Gee's (2003) principle that learning environments generate
authentic motivation when students are active agents within them. It suggests that while the
intervention did not fully consolidate intrinsic motivation toward English learning within its
timeframe, it created the affective and experiential conditions from which that motivation can

continue to grow with more pedagogical support.
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Final diagnosis and survey

It assessed the same four abilities as the first diagnostic exam did, in the reading section
evaluated students’ ability to identify specific information (daily routines, countries, food,
emotions) and understand short narrative texts which part of the vocabulary was used in the
games. 60% of the students correctly identified explicit information related to daily routines,
food, countries, and emotions. Recognizing vocabulary was particularly strong in categories that

had been consistently reinforced throughout the workshops, such as food and daily routines.

These results are coherent with the field diary records of the previous sessions, which
repeatedly documented partial participation during the activities. Even if the results were not
high, the final percentage of understanding is more solid than the initial evaluation. It is
important to highlight that although the short time and frequency of the implementation the
students’ improvement in identifying explicit information indicates they are now able to grasp
and deduce particularly in categories that were consistently practiced. While inferential
comprehension and deeper text analysis still require further development, the data confirm that
the intervention had a positive impact on students’ ability to decode and understand familiar

content in English.

The writing section required students to produce a short paragraph about their school week
using vocabulary that had been worked from different workshops, including categories such as
countries, directions, food, and emotions. (An example of a student’s answer is in annex 21) This
task aimed to assess not only vocabulary retention but also sentence construction and basic
coherence. The results showed that 45% of the students were able to write a complete paragraph
containing simple sentences, following the general structure provided in the example. Most

students used repetitive sentence patterns such as I go to school by..., I like..., and I feel ...
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In terms of grammar, only 30% of the students used subject, verb, complement ideas, and
spelling mistakes were present in nearly all the responses. Additionally, Sentence variety was
limited, and only 20% attempted to combine ideas using connectors such as and or because.
These results indicate little but existent improvement in the way students write compared to the

initial diagnostic stage.

While students demonstrated to improve their use of vocabulary and a clearer
understanding of basic sentence structure, writing remains an area that requires practice. The data
suggest that lexical acquisition progressed more noticeably than structural development,
confirming that vocabulary retention through game-based activities does not mean a better
syntactic complexity. Overall, although the results were not outstanding, they reflect gradual
development in written expression and confirm that students are beginning to transfer practiced

vocabulary into short, meaningful texts.

The third ability that was assessed in the exam was the listening comprehension. It was
planned as similar as the initial diagnosis, and it aimed to test students’ ability to identify specific
information (the same from the previous workshops) from a short oral text read twice at a slow
pace. The results showed that 68% of the students correctly answered at least three out of the five
questions, demonstrating an interestingly solid ability to recognize explicit information from the
researcher’s voice. The highest percentage of correct answers was observed in questions related
to transportation and emotions (approximately 72%), suggesting that this vocabulary was more
significant for them. Questions involving food items and locations obtained slightly lower
accuracy rates (around 64%), possibly due to momentary confusion between similar options even

if the answers were explicit and did not need inferential skills.
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These results indicate that students performed somewhat better in listening than in writing
and slightly above reading comprehension. However, the difference was not significantly higher.
The performance suggests that the kids are now more familiar with the words that were used
through all the implementation, and they have certainty of what they mean, but it does not

necessarily mean advanced listening comprehension skills.

The findings are consistent with classroom observations where students often responded in
a better way to oral repetition during game explanations. Listening was frequently supported by
gestures, board instructions, and contextual cues, which may have strengthened vocabulary
recognition. Although the results were not completely the desired ones, they reflect a noticeable
development from the first diagnosis exam. Students demonstrated a growing ability to associate
spoken language with meaning when the input was structured and familiar. Nevertheless, more
exposure to different (and maybe technologic) listening conditions and spontaneous speech

would be necessary to further develop autonomous listening comprehension.

The last section of the exam was the speaking one. It evaluated students’ ability to respond
orally to questions related to personal information, school routines, food preferences, and
emotions or reflection. Unlike the written and listening sections, this part needed kids to answer
without any visual support. The results showed that approximately 70% of them were able to
answer questions related to personal information correctly, particularly those about name, age,
nationality, and favorite food. These responses were generally short (My name is..., [ am ten
vears old, I like pizza), indicating their capacity to understand the questions but not really

showing any real improvement as they did when playing the games.

The most significant difficulty appeared in the final section on emotions and reflection.

Only 25% of the students were able to respond to reflective questions, such as what they learned
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about teamwork or when they felt proud of themselves. Several students remained silent because
they did not know what the questions meant or answered in Spanish when trying to answer. An
important observation during the speaking assessment was that many students listened to their
classmates’responses before answering. In multiple cases, students repeated or slightly modified
answers previously given by peers, suggesting they’d rather copy what the others said even if it
was wrong rather than autonomous production and taking some time to think about if they could
understand the question. This behavior indicates the lack of self-assurance and a possible

insecurity when expressing in English in situations that imply assessing.

So, it is proof that these results reflect partial progress. Students have consolidated basic
communicative formulas but have not yet developed sufficient autonomy and understanding to
answer more complex questions while also feeling secure of doing so even if they are about being
evaluated or are outside the game style of interactions. (Rubric of an average of the results in

Annex 22)

As for the final survey, most results show interesting and positive results toward English
classes compared to the beginning of the process (Annex 23). Approximately 65% of the students
reported that they felt more motivated during the workshops, especially when activities included
games, collaborative challenges, and problem-solving tasks. However, around 25% expressed
that although they enjoyed some activities, they still found certain tasks difficult or confusing. A

small percentage (10%) reported no significant change in their perception of the subject.

Regarding teamwork, 60% of the students stated that they learned to cooperate better with
their classmates. Many mentioned that working in groups helped them feel more confident when
participating. Nevertheless, 30% realized that collaboration was sometimes challenging due to

disagreements or some partners working more than others. This suggests that while cooperative
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learning strategies were generally effective, social dynamics continue to influence classroom

interaction in not so positive ways.

Analyzing leadership, nearly 50% of the students recognized that they assumed leadership
roles at least once during the intervention. They reported feeling proud when they had to guide
their teams or help them to understand instructions. However, the remaining students preferred to
follow rather than lead, which provides information about the fact that maybe not everyone wants

to be a leader in an active way.

Concerning language learning, about 55% of the students perceived improvement in their
vocabulary, particularly in topics such as countries, food, directions, and emotions. Fewer
students (approximately 35%) felt that their grammar improved significantly. This perception

aligns with the exam results, where vocabulary was more solid than structure.

The survey proofs that while the outcomes were not the highest, they demonstrate that
students experienced increased engagement, gradual confidence development, and greater
awareness of collaborative skills. The intervention did not transform learning outcomes
dramatically, but it contributed to a more dynamic classroom environment and set a foundation
for next teachers and researchers if they want to continue in the seeking of continued linguistic

and interpersonal growth for the group.

Conclusions and recommendations

To present the results of what the analysis of the investigation brought, it is necessary to
recall that the main enquiry was to analyze whether the influence of game-based learning could
improve the students’ engagement in learning English at Colegio Técnico Domingo Faustino

Sarmiento. In relation to the specific objectives, the workshops clearly offered opportunities for
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interaction that had been limited in their previous classes, and it was maybe one of the reasons
why their coexistence was not always smooth and kind. Maybe the children did not know how to
interact in these types of situations before, and the rough treatment was part of their way of
navigating the new experience since they only knew how to do it in the break spaces.
Additionally, the evaluation of emotional, behavioral, and cognitive engagement revealed little,

gradual, but meaningful improvement and progress.

Now, even if it was not a core goal of the research, leadership, the conception of authority
and the cooperative classroom dynamics were the basis and the foundations of the workshops.
So, knowing that all throughout the process students were able to change the mindset in their
relationship with authority figures, such as the researcher, in a positive way, which proved that
assigning leadership roles to certain students conceived as problematic showing that they are
actually able to be outstanding leaders thus improving their cooperation in the group is a valuable

insight in what could be done with more time in groups like the ones in the research.

This study presents certain limitations that should be acknowledged, for instance, the time
of the intervention was relatively limited, which may have restricted students’ internalization of
the values and areas of improvement; as a matter of fact, a longer implementation period may

provide stronger evidence of structural development in writing and speaking.

So, based on the results and findings, several pedagogical and institutional recommendations can
be proposed. On one hand, it is recommended that the institution gradually incorporates game-
based learning strategies as a complementary methodological approach within the English
curriculum and maybe in some other spaces where children do not feel engaged enough. While
the curriculum is formally aligned with national standards such as the DBA and the CEFR, the

results of this research suggest that methodological diversification is necessary to have
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meaningful communicative practice. It is important to say that game-based activities should not
replace structured instruction but rather function as a bridge between vocabulary acquisition and

communicative application.

On the other hand, it is also advisable that engagement, cooperation, and leadership could
be considered an evaluative dimension within classroom practice. Beyond measuring the typical
areas, assessment instruments could include indicators of participation, collaboration, and

problem-solving abilities, reinforcing the multidimensional nature of language learning.

For English teachers working in similar contexts, they are more than encouraged to scaffold
productive skills more explicitly. Although the intervention strengthened vocabulary and
participation, grammar remained limited, maybe because of the limited time of implementation,
but it is still important to continue testing the efficacy of these types of methodologies in new
generations. It is also recommended that future interventions expand the use of games, including
digital or hybrid formats, when institutional resources are allowed. While this study focused
primarily on physical and interactive classroom games, incorporating technology-based platforms

could increase motivation even more.

Finally, this study, as a beautiful journey into children's behavior and interaction, allowing
them to play and be themselves in a space they usually felt restricted, was a reward for the
researcher. Getting to know each participant in their individuality and as a group is a prize that
each teacher should make an effort to obtain; consequently, connecting with them not only in
their learning process but accompanying them in their vision of the world was priceless. Inspired
mostly by the reflections of Hannah Arendt, particularly her understanding of education as the
space where one gets to know the importance of social interactions in an individualized society,

this work wanted to underline the importance of healthy authority as the core of any human
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interaction, making students feel they were also protagonists of their own path. The intervention
demonstrated that when students are given structured opportunities to interact, collaborate, and
experience learning as meaningful, engagement becomes possible, even in contexts marked by
initial resistance or limited communicative confidence. Everyone can be a leader. Everyone must

be able to play. A victory is only a victory when it is built with the people we all work with.
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Annex 1 (example of typical activity):
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Annex 3 (diagnostic test):

e 4 e r 2 %
&

iHola, y i e e
saber qué tantas cosas conocen en inglés. La prueba tiene 2
partes:
1L
‘slgunas preguntas sencilas.
26 a escribir algy
‘mismos. Pueden colorear y dibujar
tipo de nota.
diviértansel

Reading Section
1) Lee el siguiente texto. 2) Resalta con rojo las palabras que no

conozcas. 3) Responde las preguntas.

(My name is Ana. | live in a small town. Every day, |

i go to school with my brother. We have a big dog

| called Rex. After school, | like to play with Rex in
the park. My favorite color is blue, and my 1

| favorite food is pizza.

BRI R R RN R RN R R RN RN RN R RN R MR Rt b R

o
%
abe —

o True or false? P
* Circle true or false for these sentences.
o
‘g @ MrsBrown's o farmer. false
x b Mrs Brown makes breokast. folse
#*
#* € MrBrownsname s Max fotse
o ¥
o d Thecowsarentintheborn false.
*

@ Thehorseisin the field falsa

£ Todayisirs Brown's birthcoy folse.

Speaking Section

Cuando Laura se acerque a tu puesto, contesta las preguntas que ella te haga. Puede
ser cualquiera de estas. Recuerda, no sientas nervios. No pasa nada si no sabes cémo
responderias.

E What's your name? (] B Where do you live?

B How old are you? # Do you have any brothers or

N
E What is your favorit sisters?
E What is your favorite animal? B What is the name of your
school?

I What i ?

B What is your favorite food? 6 What do you want to be when
B What do you like to do in you grow up?

your free time?
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"5 points i 3points 2points (Nesds 1 point
ti 4 ints (Good|
' (Excellent) points (Good) o ietactory) Improvement)  (Poor)
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Annexes

Annex 2 (characterization survey):
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Annex 4 (authorizations):

Annex 5 (Field diary)

0BSERVACION Tema, Analizis Contribucién al Proyecto
Deseripeion/ narracion Concepto, Causas |/ Consgeuencias Preguntas / Decisiones
Categoria
The class began with the pratitude preeting | * Student Analysis It confirms that interactive
Engagement Initially, —maintaining  student | activities increase motivation,
that the teacher gives at the start of each |  ..d aftention during the explanation |as most proups showed
session. Then, | proceeded to explain the Leadership | Was difficult, supgesting that | mterest once the task began.
) i in Game- traditional instructional methods | However, it also highlights
activity related to her research project. Based may net fully engape them. |the =need for  stromger
During the explanation, capturing the Learning However, once the activity began, | strategies to manage
) . ’ . N most groups demonstrated interest, | leadership  dynamics  and
students' attention was challenging, but| " . .. .o lindicating that interactive task- |ensurs that all students
once the activity instructions were given, nand based  approaches  effectively | respect and follow group
. . . Classroom | capture student motivation. The |roles.  This  raises kaj
most groups showed interest in completing Managemen | C2uses of engagement variation | questions: How can
the proposed task. t likely stem from differences in | leadership roles be structured
) . ) + Educational | leadership dynamics and group |to prevent conflicts? What
The students assigned with leadership roles Strategies collaboration ckills. While some | strategies can be
made their best effort to complete the| and Student students embraced leadership roles | implemented to ensure all
Behavior and worked hard to complete the | students  respect  group
challenges. However, some group members task, others struggled with following | decisions? How can rule-
struggled with the activity as they disagreed instructions, leading to conflict and | following  be  reinforced
. - - h disengagement. Consequently, | without relying solely on
with the leaders’ instructions and chose to group cohesion was weakened, and | teacher authority?
ienore them. some students missed opportunities
i . to practice essential skills such as
Once the activity was completed, the teamwork and respect for authority.
corresponding points were assigned to each The emphasis on point assignment
— = = i3 & po B ) and rule-following at the end of the
group, and the importance of following the session helped reinforce classroom
rules set by me at the beginning of the expectations, but the challenges
) ) observed supgest a need for
session was emphasized strategies that stremgthen student
cooperation  and  accountability
within gamified learning
experiences.
Annex 6 (rubric 1) Annex 7 (rubric 2)
[Leadershipand | = ond Behavioral Respect for Group |Leadership |Teamwork and [Behavioral Respect for Self- Task
|Organization . [Rules and Fair [Task ot N .
Group 3 ICooperation [Engagement | i and Cooperation IEngagement |Rules IReflection Completion
(Authority - Cooperation - Peer) |(Authentic/Strategic) [Play (Authority -|Completion Or izati
ILeader) (Coop ) i) \Peer) reanization
1 [Excellent (3) [Regular (2) [Excellent (3) [Excellent (3)  |[Excellent (3) 1 [Excellent (3)  [Regular (2) Excellent (3)  [Excellent (3) Regular (2)  |[Excellent (3)
2 [Regular (2) Regular () [Fegular (2) [Excellent (3)  [Regular (2) 2 Needs Needs Regular (2) Needs Needs Regular (2)
3 Excellent (3] Excellent (3) Excellent (3) Excellent (5)  [Excellent () Improvement (Improvement Improvement (1) [Improvement
(€] (1 (1
Needs Needs freeds
4 fmprovement (1) Regular (2) [Regular (2) mprovement (1) Illz;provemem 3 [Excellent (3) [Excellent (3) [Excellent (3)  [Excellent (3) [Excellent (3) [Excellent (3)
4 [Regular (2) [Regular (2) [Excellent (3)  [Regular (2) Regular (2)  |Excellent (3)
5 [Regular (2) [Needs Improvement |p - tar (2) Regular (2) [Regular (2)
1 5 [Excellent (3) [Excellent (3)  |[Excellent (3)  [Excellent (3) [Excellent (3) |Excellent (3)
[ [Excellent (3} [Excellent (3) [Excellent (3} [Fegular (2) [Excellent (3} 6 Regular (2) Regular (2) [Excellent (3) Regular (2) Regular (2) |[Excellent (3)
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Annex 8 (Field diary)

info on the notebooks before | could implement my
workshop. It took 20 minutes to begin. As soon as |
started, | gave the instructions to the leaders_the
groups were excited to know the activity. The leaders
did their best to explain the topic. The group 5
presented problems in the first part of the dynamic

Cooperation

of unconformity with the lack of

discipline some of their partners have.
One of the causes of the lack of
organization in the activities could be
related to the timing | don’t have
enough time to control and pay
attention to all the group at the same
time and all of them want to have my

OBSERVACION Tema, Analisis Contribucién al Proyecto
Descripcion/narragion Concepto, Causas / Consecuencias Preguntas / Decisiones
Categoria
The class began with the teacher giving thanks for + Commands of Analysisl ) ]
everything. After, he wrote the homewark for the next g!wng_ Most students are m to _HDW LQ Improve my perforrnance
directions understand the dynamics of the in giving the instructions and
classes on the board. The students needed to copythe | , | padership implementation and are showing signs | organizing the group?

since the leader didn't follow the instructions properly. attention
After the explanation time was over, it was time to go
to the soccer field to continue with the second part of
the activity. There was a general mess at the beginning
since the kids wanted to play and struggled to follow
instructions. The group 3 was the fastest in organizing
thus. it was the first one to complete the activity. The
were groups with some technical problems since some
partners punched others or didn’t want fo follow the
instructions. At the end, due to the violent acts, a
reflection was held where the leaders exposed how
they felt and what to improve in future activities
Annex 9 (Rubric)

Leaderzhip and Teamwork and . Self-Reflection and .
|GCroup Orzanization \Coaperation |Rel1.amual Engagement |Respect for Rules Crowi Tazk Completion
1 Excellent (3) [Ragular (2) [Excellent (3} Excellent (3) Fazular (2) Excellent (3)

P Ragular (2) [Fegular (2) [Fagular (2) Ragular (2) Fagular (2) Ragular (2)
5 Excellent (3) [Excellent (3) [Excellent (3} Excellent (3) Excellent (3) Excellent (3)
4 Neads Improvemant (1) [Fegular (1) [Fagular (1) Neads Improvemeant (1) |Needs Improvement (1)  |Feguolar (1)
I INeads Improvemant (1) [Weads Improvemeant (1) feads Improvemeant (1) IMNeads Improvemant (1) |Meeds Improvemsnt (1)  [Meed: Improvemeant (1)
6 Excellent (3} [Excellent (3} [Excellent (3} Excellent (3} Razular (2) Excellent (3)
One for Al 4l for Ona. Part 1
[Leadership and [Teamwork and . Fespect for Rules and Self-Reflection and X
|Group lOrganization lCooperation [Behavioral Engagement Fair Play Crowth [Task Completion
1 [Excellent (3} [Ragular (2) Excellent (3} Excellent (3} [Regular (2) [Excellent (3}
P [Fagular (2) [Fagular (2) Fagular (2) Ragular (2) Regular (2) [Fagular (2)
] [Excellent (3} [Excellent (3} Excellent (3} Excellent (3} Excellent (3) [Excellent (3}
4 [Meads Improvemant (1)  [Faguolar (2) Fagular (2) IMNeads Improvemant (1) |[Weeds Improvemeant (1) [Fagular (2)
I [eads Improvemeant (17 [Meads Improvement (1) Meeds Improvement (1)  |Neads Improvement (1) [Neads Impravement (1) fleeds Impravemeant (13
6 [Excellent (3) [Excellent (3} Excellent (3) Excellent (3) [Fagular (2) [Excellent (3)

One for Al All for One (Second Part)
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Annex 10 (field diary)

OBSERVACION Project Contribution

Descripeion! Causas /| Consecuencias Questions / Decisions

For the implementation of the sixth activity, the thesis advisor Analysis - - How can we transifion students from
The students’ sudden improvement in behavior due to external motivation (e.g., presence of an

conducted an observation process of the teacher-researcher. One of Listening the presence of the thesis advisor reveals a dependency authority figure) to intrinsic motivation

the most important aspects to highlight is that when the students saw Comprehension & on external authority rather than internalized discipline or based on internalized values?

R Attention to intrinsic motivation. This implies that many students know - Should the future workshops include
the advisor enter the classroom, they all agreed to collaborate and Sequence how they are expected to behave but often choose not to more structured reflective moments to
complete the workshop as instructed. This is curious because, Oral Production follow those expectations unless a figure they perceive reinforce benavioral awareness and

. . Stage Fright / as having higher authority is present. The explicit emotional growth?
although the students knew that the points they earned in Activity 5 Public Spealing comment “Teacher, YO:,I Kknow we only hehav_ad_ today . What strategies can help students who
depended on their performance in Activity 6, most of their good Anxiety beitsefshe WE; hE;;e d\?erl}?lﬂslﬁlﬁas tt:mtl:;th is is not al struggle with performance anxiety (e.g.,
3 i matter of misunderstanding the rules, but of conscious! i 2
behavior was actually due to the presence of the thesis advisor. Authasity and deciding whethegoLngt m%ollow them based on Y . Eg‘;‘;ﬁ sustain the level of respect
It is also important to mention that one of the students said verbatim: Behavioral perceived consequences or observation. This reveals a and participation observed during this
“Teacher, you know we only behaved today because she was here.” Awareness and gap between behavioral awareness and behavioral session once the figure of external
- . ) ~ Reflection regulation, suggesting the need for deeper emotional and authority is removed?

't:h:]s show_sr: clear :jv:flaleness :/::l‘nhlhe iroup :ga{:‘jl;g their :.m ion and ethical development within the group. . _Shnuld the ﬁ_nal stages of the _

ehavior. They are fully aware ey often act with disrespect, Team Performance | prom 4 socio-emotional perspective, the students’ ability '"EJWTM':‘Q?U‘? pe:]er—leddroulllf[\esm
intolerance, and a lack of cooperation simply because they choose to. to behave well when they want to show that they are gradually shift leadership and sel

" regulation to the students themselves?
This raises the question: "Why®" What do they gain from a behavior capable of respect, cooperation, and engagement, but
N these qualities are not yet consistent or self-driven. The
they are consciously aware of? presence of stage fright in Group 2 and performance
On the other hand, the activity consisted of organizing the routine that anxisty in Group 5 also points to the need ta further
N y ) ra ° ) support safety and cor building in the
the teach had * " First, they had to pay attention classroom, especially when tasks require public
to the order of the routine jp grder_{q organize it correctly. Finally, each performance or exposure. On the other hand, the
- . oL peri of Group 3 reinfor that in the

group had to act out the routine in front of the class according to the right conditions clear expectations, team support, and an
order they had arranged Iefnco};;_aglng d = students can thrive both
In this activity, as previously mentioned, all groups worked inguistically and socially.
exceptionally well, although Group 5 had some issues when Overall, observation highlighis both progress and

N remaining challenges: while students can engage with
performing the routine sequences because they felt embarrassed the content and collaborate successtully, many are still
acting in front of the whole class. Groups like Group 2 stood out again navigating the emotional maturity and internal motivation

needed to act consistently and respectfully without
because all members performed flawlessly. In Group 2, one student supervision. This underscores the importance of
did not want to participate due to severe stage fright continuing to build a classroom culture where values
} such as cooperation and tolerance are not only taught
Al the end of the activity, the teacher-researcher asked reflective but lived and internalized.
questions about how they perceived the changes in this activity. Many
aitributed the improvement to having listened and paid atteniion to the
rules_ while others, as mentioned before, attributed the success to the
presence of the thesis advisor.
Group  |Leadership & [Teamwork & [Engagement Respect for |Language [Task Completion
Organization ICooperation Rules [Performance
1 [Excellent (3) [Regular (2) [Excellent (3) [Excellent (3) [Regular (2) [Excellent (3)
12 Regular (2) [Needs Improvement [Regular (2) Excellent (3) [Needs Improvement [Regular (2)
n ®
3 Excellent (3) [Excellent (3) [Excellent (3) Excellent (3) [Excellent (3) [Excellent (3)
H Regular (2) [Regular (2) [Regular (2) Regular (2) |[Regular (2) [Regular (2)
> Needs Improvement [Needs Improvement [Regular (2) Regular (2) |Needs Improvement [Needs Improvement
@ 1 (&)} n
6 [Excellent (3) [Excellent (3) [Excellent (3) [Excellent (3) [Excellent (3) [Excellent (3)
OBSERVACION Tema, Gongepto, Analisis Project Contribution
Rescripeidn/nar Categoria Causas / Consecuencias RQuestions / Recisions
In this class was my opportunity to thefirst |°* C Analysis
« Dialogues This session showed that most of the This activity showed that most of the
part or the first cycle of the fourth workshop entitied « Personal students were engaged and willing to students were engaged, motivated,
“the great grocery challenge”. In this session, the information participate in the first part of the fourth and able to work collaboratively

teacher gave me one hour for implementation. In this
space | told the students that they were to color the
products that they will sell in their respective stores.
The students showed enthusiasm to de their best to
color their preducts. Groups 5, and 2 had trouble
finishing their products on time, the rest of the groups.
were fotally focused on the task. While they were
finishing coloring, | asked them to assign prices to the
products and groups 1, 3, 4 and 6, because they were
close to finishing,_started assigning prices. Group 3

pretended to put the prices in millions and | told them
that they should keep it simple since these prices

would be the ones they would use in the activity. At the
end of the class, group 5 and group 2 who did not
finish the drawings scored lower on the rubric, but
overall the whole group did a good job.

workshop called The Great Grocery
Gnallenge. The activity was focused on
coloring the food products that each group
would later use in the main game. From the
beginning, the students seemed excited and
motivated to do their best, which shows how
the idea of using games and creative tasks
actually helped improve their attitude toward
English. Groups 1, 3, 4, and 6 completed
the task and even started assigning prices
to their items before | asked, showing that
they were organized and had a good group
dynamic. This also reflects that they
understood their roles and worked as a
team.

Group 3 made a funny comment about
putting the prices in millions, which shows
that they were really into the activity, even
though | had 1o remind them to keep it
realistic for the next class. On the other
hand, Groups 2 and 5 had problems
finishing on time, and that was reflected in
the rubric. This may be connected to
problems in teamwork or unclear group
roles. Even though they participated, they
didn't show the same level of organization or
responsibility as the other groups

In general, the activity worked well to
connect students with the vocabulary and to
let them feel part of the preparation process
Most of them stayed focused, followed
instructions, and completed the task, which
proves that including creative and game-
based activities improves participation and
motivation in the classroom. It also helped
me identify which groups need more support
with time management and erganization for
the next cycle.

when presented with a creative and
goal-driven task. The use of coloring
and price assigning allowed students
1o connect with the vocabulary in a
playful and purposeful way. It also
helped establish an emotional and
cognitive link to the upcoming
simulation, making the language
more meaningful. The activity
contributed to the project by
reinforcing the importance of
cooperative roles and preparation
phases in game-based learning. It
also helped me identify which groups
already show signs of leadership
and organization, and which ones
may need more SUpport in the next
sessions

How can | support groups that
struggle with time management and
organization like Group 2 and 52
o
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Annex 13 (field diary)

‘OBSERVACION Tema, Concepto, Andlisis Project Contribution
Descripeion) Categoria Causas | Consecuencias Questions / Decisions
After starting with the respective thank-you greeting, the = Coexistence Analysis The session highlighted the importance
N " " Dialogues This session clearly showed that the of the teacher's presence and support
teacher began to write a conversation on the board which, as Personal implementation of the activity didn’t go as planned | during implementation. Without it,
in other sessions, the students were to write and then practice information due to both time limitations and classroom students do not take the activities
behavior. The moment | started to explain the seriously, which affects the development
the pronunciation and then read it with another classmate. As second cycle of the fourth workshop, most ofthe | and outcomes of the workshop.
usual, the students ignored the instruction. When the teacher students were still disengaged from the teacher's
~ 3 earlier activity and carried that same energy into How can | better prepare students to
considered, he told me that | could now start with my part of my part of the session. Even though | tried fo focus and follow instructions even when
the implementation, for which he only gave me 20 minutes capture their attention, only a few students were the teacher is not actively participating?
listening and trying to follow. The rest were not
which was not enough. When | stood in front of the room, as paying attention and continued talking, ignoring Should | modify the workshop to make
the students were ignoring the teacher's activity, they Wf‘atll was r?“;’l‘“q T”QIIEEC"E'[I ‘%3“? me only 20 the instructions shorter and more direct in
minutes, which was not encugh to give proper ' i
continued with the same dynamic in my explanation. As much instructions and ensure that ag” groips “‘:e,: clear case I'm given limited time again?
as | tried to explain the second cycle of activity 4. Only a few on what they had to do_ This lack of time,
B combined with the students’ unwillingness fo
people tried to pay attention to me. The others purposely listen, made it impossible to carry on with the
ignored me, and the teacher did nothing about it to promote activity properly.
- . The following day, | was given just 10 more
attention to me. The class ended with the bell indicating break minutes to finish explaining the activity, but the
and all the children running around regardless_of the fact that | siluation didn't improve. This time, the teacher left
- . the room entirely, which sent the wrong message
had not indicated that the end of my explanation had come. 10 the students. They assumed il was a free
The next day, the teacher gave me the last 10 minutes of the period and didn't take my presence or the activity
space to finish the explanation from the last session but this sefiously. Many of them were out of the .
classroom, and only a few stayed to listen. | tried
time he left the room and was not present at any time which to assign the roles, but not everyone was there,
made the students think they had a free space and were not and the “"EE,WM were present were!'ll fully
paying attention. As a result, | couldn’t close the
present in the room when | assigned the roles to those few explanation or ensure that every student
h there. In the end ded, and | could not understood their role.
whowere there. In the end, space ended, and | could no This experience showed that without support from
conclude cycle 2 of the 4th activity successfully. The teacher the main teacher and proper classroom
entered the classroom, and | commented that it was not conditions, it's very difficult to develop a leaming
B activity successfully. Even though the workshop
proper to leave me alone in the classroom, to which he was well-prepared, the conditions in the
commented that he never left me and was upset. classroom were not right, and the studenis
‘weren't ready fo receive the information. It also
made clear how much influence the teacher's
atfitude and participation have on students’
behavior and respect for the learning process.
This class will affect how | plan the next steps and
how much time | need to reinforce or reinforce the
cycle with the group.
Group  [Leadership and [Teamwork and [Behavioral Respect for  [Self-Reflection and [Task Completion [Leadership and  [Teamwork and tRespecl for Rules [Language .
izati Ny Rules and i Group o N [Engagement . [Task Completion
|Organization (Cooperation |[Engagement ules an Learning Growth Organization Cooperation and Fair Play [Performance
Fair Play -
[Needs
T [Exccellent (3) Excellent (3) [Excellent (3) Excellent (3) |Regular (2) Excellent (3) 1 Regular (2) Regular (2) Regular (2) Regular (2) Regular (2)
[mprovement (1)
2 eeds Improvement [Regular (2) [Regular (2) [Regular (2) [Needs Improvement [Regular (2)
[Needs Improvement [Needs [Needs Improvement
o v [Regular (2) Regular (2) P [Resutar (2)
B [Excellent (3) Excellent (3) [Excellent (3) [Excellent (3) |Excellent (3) Excellent (3) 1) lmprovement (1) (1)
B [Excellent (3) [Excellent (3) [Excellent (3) [Excellent (3) |Excellent (3) Excellent (3) 3 [Evcelient (3) [Exceiont 3) Exceiont 3) [Excelient (3) [Excelient (3) Freceliont (3)
5 [Regular (2) Regular (2) [Regular (2) Regular (2) |Regular (2) Regular (2)
[Needs Improvement| [Needs Improvement [Needs
3 [Excellent (3) Excellent (3) [Excellent (3) Excellent (3) |Regular (2) Excellent (3) 4 [Regular (2) 1 [Regular (2) [Regular (2) 1 nprovement (1)
The Great Grocery Challenge (Cycles 1-3)
5 [Excellent (3) [Regular (2) [Excellent (3) [Regular (2) [Regular (2) [Excellent (3)
6 [Regular (2) IRegulax (2) [Regular (2) [Regular (2) [Regular (2) |Ragular 2)
Workshop 7 “Where 5 My Stuff? ™
Annex 16 (rubric) Annex 17 (emotional mapping)
BAUE 3] M e S s e
Group | Leadershipand | Teamworkand | Engagementin | Respect for Rules | Self-Reflection and | Task = < ekl
Organization Cooperation the Activity and Fair Play Learning Growth | Completion p
1 Regular (2) Regular (2) Excellent (3) Regular (2) Regular (2) Excellent (3) »
2 Needs Needs Regular (2) Needs Needs Improvement | Regular (2) 59
Improvement (1) | Improvement (1) Improvement (1) | (1) i
3 Excellent (3) Excellent (3) Excellent (3) Excellent (3) Excellent (3) Excellent (3)
4 Regular (2) Needs Excellent (3) Regular (2) Regular (2) Excellent (3)
Improvement (1)
5 Regular (2) Regular (2) Excellent (3) Regular (2) Regular (2) Excellent (3)
6 Regular () Regular (2) Regular () Regular (2) Regular (2) Regular ()
Workshop § “The Leaders’ Loghook”
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Annex 18 (rubric)

Group | Leadershipand | Teamwork and | Engagementin | Respect for Self-Reflection Task
Organization Cooperation the Activity Rules and Fair | and Learning Completion
Play Growth
1 Regular (2) Regular (2) Excellent (3) Excellent (3) Excellent (3) Excellent (3)
2 Regular (2) Needs Regular (2) Regular (2) Regular (2) Regular (2)
Improvement (1)
3 Excellent (3) Excellent (3) Excellent (3) Excellent (3) Excellent (3) Excellent (3)
+ Regular (2) Regular (2) Excellent (3) Regular (2) Excellent (3) Excellent (3)
3 Regular (2) Regular (2) Excellent (3) Excellent (3) Excellent (3) Excellent (3)
6 Regular (2) Regular (2) Regular (2) Regular (2) Regular (2) Regular (2)
Workshop 0 “How Wz ve Grown Together”
Annex 19(field diary)
Observation Topics. Categories Analysis Contribucién al Proyecto
Preguntas / Decisiones
The activity carried out on these dates corresponded to + Al vocabulary Analysis How can the use of technology be

Workshop 10, the last sctivity of the intervention. The
main objective of this application was to provide
students with vocabulary that would be useful for
creating the board games ther had to desizgn. Initially,
the activity was scheduled for Mondey, but since it
required the use of technclogy, it had to be postponed
to the following day, Tuesday, as that was when
students had sccess to the computer lab

The activity began with the ressarcher-teacher sharing
her sereen snd showing the vocabulary activation
sxercise related to daily routines. At this point. students
had to guess and recall the vocabulary connected to
routine actions. This activity was completed
successfully. On Tussday, once in the computer lab,
students proceedad ta work on the activities that had
been previously planned in Wazdwall

It is important to highlight that the students were
=nthusiastic about being able to carry out activities on
the computer. [t sesms that most of them particulazly
enjoy virtasl sctivities, especially thoss designed as
zames. Online games or computer-based games clearly
draw their attention and incresse their motivation.
Fram the ohservation, it can be noted that the activity
showed good indicators of participation and interest.
Although, being merely a vocabulary activation exercise,
it was not an extensive task, it is still relevant to
underline that everything functionsd properly and the
activity unfolded smoothly.

*  Use of tachnology
in the classroom

*  Vocabulary
activation
activities

*  Bosrd zame

preparation
[preliminary step)

The implementation of Warkshop 10 showed
a clear shift in student engagement when
technology was introduced into the process.
While the original plan to conduct the
activity in the classroom was delayed due to
lack of rescurces, the eventual use of the
computer lsb on Tuesdsy sllowed the
students to interact with the content in a.
more dynamic way. This revealed an
important element for the research: students
not only respond to the novelty of game-
based learning but also to the integration of
digital tools that resemble the types of games
they enjoy outside of school. The high level of
enthusiasm observed during the Wordwall
exercises suggests that digital platforms may
lower students’ affective filters, allowing
them to focus more on the task while
enjoying the process.

However, it iz also necessery to point out
that since the session focused mainly on
vocabulary activation, the deeper socio-
emotional categories of leadership,
cooperation, and respect were less visible in
this obzervation. The activity functioned
more as preparation for the final product
rather than as a direct opportunity to test
interpersonal values. Nonetheless, its
success highlights the importance of variety
in methodological strategies and suggests
that future implementations could benefit
from a balance between physical workshops
and technology-based dynamics.

balanced with face-to-face workshops
to ensure that leadership,
cooperation, and respect are still
meaningfully developed?

Annex 20

Annex 21
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Annex 22

Skill Assessed Component Evidence from Results %0 of Performance
Students Level

Reading | Identification of explicit correctly ized reinforced 60% 3 Satisfactory
information (daily routines, food, | vocabulary and explicit details from the text.
countries, emotions) Inferential comprehension remains limited.

Writing Vocabulary Use used familiar v from 45% 3 Satisfactory

workshops, mostly repetitive patterns.

‘Writing Sentence Structure (Subject— Limited correct grammatical structure; frequent 30% 2 — Basic
Verb—Complement) spelling mistakes.
‘Writing Coherence and Connectors Few students combined ideas using connectors 20% 2 — Basic

such as and or because.

Listening | Recognition of explicit oral Students identified main information when read 68% 3 Satisfactory
information twice at slow pace; stronger performance in
transportation and emotions vocabulary.

Speaking | Personal Information and Students answered short personal questions 70% 3 Satisfactory
Routines accurately using memorized formulas.

Speaking | Reflection and Emotional Students struggled with reflective questions; many | 25% 2 — Basic
Expression relied on peers or Spanish.

Annex 23
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Annex 25

UNIVERSIDAD PEDAGOGICA NACIONAL
PROYECTOS DE INVESTIGACION EN EL AULA

Pt clary #1 INSTITUCION:

Purpose of the sctity

Name of the student

T Tore Tnalyss Contribution to the Project
Descriptionl narration Concept Causes and consequences questions

Category
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Annex 26

Pedagogical intervention: How We’ve Grown Together

UNIVERSIDAD PEDAGOGICA
MACIOMNAL
| fdeiadece de rdmaadecer |

Name of the institution: Colegio técnice Domingo Faustino Sarmiento Grade: 501
Designed by: Date: Period:
Laura Lizeth Hernindez
Content(s) Competencies to be developed Objectives
L] L ]
Performance Criteria Performance Indicators
L ] L ]

Methodology and activities

Resources: Evaluation criteria

Annex 27 (Material Workshop 1) Annex 28 (Material Workshop 2 and 3)

Cards for the first activity: + 3 SPIN TIMES AROUND.

=8 YOO s

4 turnright  turn left go straight on . FORWARD JUMP TIMES 2.

=1k ® —

go past the... gothvouh the.. - cro the road

Map to locate the countries in the second activity Board to write down the pairs: . TOUCH 4 TIMES YOUR.
-
' !

g g + fake the (first)  take the (first)
s op on the left on the right
é Commands Coded messages
-,;ﬁ h—

4 -

Lo

Annex 29 (Material Workshop 4) Annex 30 (Material Workshop 5)
D A ) . '«Mft\,\,zng

e ee
FAST 29 e
@roon e
N8

@ [ X X}

[ X 1]

000

000
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Annex 31 (Material Workshop 6) Annex 32 (Material Workshop 7)

&

] O s Lost Items: Descriptions of the items to be found:
3 After & %\

53? D*hat,ni hl:| @‘.@ ‘."
- a8 Deon 888

oy oo BEES ST =
Afternoon T =2 TR Y 8 &8 8

R™ L Y sEAg eeew

e it
02 @aaC O a0 O L SSES
s € ;
In the W T P s M
Evening B " bl Dialogue planner worksheet:

g Courer
‘l.... D&g i%ﬂ Ly D!a [‘% O '[ﬂRJ'{a‘{_ﬂ_ffmU‘ il

Play videogames Wash my face

Annex 33 (Material Workshop 8) Annex 34 (Mat.;:_fiaIMWo;kshop 9)

Wamei 4. A strategy that hatps me caim down or focus is..
Dates
, (/)
The Leaders’Loghook ...
v Name: B
Date:
" G:ﬂip Number: © VHoolproud of my group! o= N
’ ; Prcmplc e nshect ovey g e worked bette har Lot v @ You canusse words, amai, o pictures 5. My=Prouc Moment™ ram axths workshopa:
e e ea ] 0 e - e it
—— Pl foi
CYT YL ViRedin
i r—— e U
o
[ ] POCK'
e

helpsdmy groupby. ©. Drow somathing that you think represented your group. An animal,a device, a
= orgaricing restonals rerminding others o the e planat ...

2 Ourleader was successful because they...
Fuomple tanad o everyone, mada o plan encouaged U

3 One thing wa did well s a group was.—.
ot working quety tabng turns siving probloms.

4. I think we eonimprove our teamwer by...
Evamyole: talking s, Rajaig woch other mora staying focused
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Annex 35 (Material Workshop 10)

1. Type of Game ichoose one) Tipo de juego (sefeccana wno)

O Board Game { Juago do mesa
O Rolepday ! suego de rales
I Mission | Misidn

2. Theme of the Game (choose one) Tama el juage (sefecoiana un)

O Food & Drinks | Comids y bebidas

O Caily Routnes ! Autings dianas

O Counimnes & Nationalties | Fases y nacionaidades

O Classrgom English J ingids def saidn (pusden sev Unfes escolanes)
[ Dwrections & Places / Direcciones y ugares

3. Objective of the Game ! Qe dal fusgo

+ Whal is the main goal of the gama? ;Cud! es 1 meta prncipa! del
jumgn?

4. Vocabulary to Use/ Vocabaano a usar

Wirite af least 10 words or expressions from past workshops.
Escribe por o menos 10 palsbras o axpresianas de fos taleres antancras.

1 —
z ;,.-.}
3 .r. [
4 -

i ot
5

5. Characters or Roles | Porsonapes o rojes

« Who are the characlers or reles in your game? jQuisnes son ios
parsorajes o moles e & uego?

4

« What doas each rolefsharacter do? ;Ous hace cada roljpersonaje

o

2\
W
6. Materials Meeded / idatenales necesarios

List all the materigls your game requires (cards, dice, tokens, boasd,
ale.).

Haz la Nsta die fodos fos materiales que fu fvego necesta (cantas, dados, fichas,
tatieva, et )

7. Rules of the Garme (eglas o' juegn

Write the rules clearly. Ezonbe s regias 9 manea ol

8. Cooperation & Leadership | Conperaciin p femzgo

o Hiv will yiolir Group wars tagether during the game? godma
trabafard tu grupo @n equipo duranie ol uega

« Who will be the leadernimanager of your group when playing?

¢ Cwdn sard ol figeriencangad dal grupo gwanfe o jusgo?

9. Creativity & Fun ! Creatividad y diversion

« Whal makes your game ariginal or fun? ;Qué hace gue fu Lego o
ariginal o civarndo?

¢ Final Check J Sewsidn final:
+ My game has a clear theme and goal | AV jusgs hiane un tama p abistive
ciaros

+ lused at least 10 vocabulary words | Usé por fo mancs 10 paiabras de

vECabuans ‘\ f

+ lincluded charsctessinlas incial parsoogesimies
+ I listed the materials § Hice a Vst de matenales
<+ Iwrate e riles/ Escritd (s regias “,

+ | explainad cooparation & leaderehip /Expique (s conperacidn p el
iidarazgo

< 1 added something creative | Adad algo creativ



