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Abstract: Notwithstanding the importance and relevance of gamification as a topical methodology
in education, and after a literature review, there are just a few studies using role-playing games. In
order to motivate and facilitate English as second language (ESL) learning of first year of Bachillerato
(year 12) students at a public high school in the Region of Murcia (Spain) and following an action
research methodology, we design, implement and evaluate a role-playing game, which consists of
the creation and management of a company, The Tik Tok School. The results confirm that students
felt more comfortable speaking in English because they were more motivated. They also state
that during the experience they were more focused on learning rather than winning the game and
that they prefer a gamification approach over traditional settings. Furthermore, they have been
participating constantly using more English than Spanish. After the data analysis, we conclude that
this methodology positively impacts motivation and the acquisition of a second language.

Keywords: role-playing games; gamification; second language instruction

1. Introduction

Education is important for the development of societies. Therefore, there is a constant
search to improve it, in which innovative education plays a crucial role [1], as it involves
the implementation of other ways of completing the educational task that contribute
to enhancing the behaviors of individuals, organizations and economies. Nowadays,
most teachers have opted for innovative education to transform and upgrade educational
practice, although there are still many that feel more comfortable with traditional teacher-
centered methods. Gamification is one of the most significant methodologies within
innovative education [2–7], maybe due to the many advantages that it is said to have. It is
a groundbreaking methodology that is here to stay, as many others have in the past.

To avoid the usual confusion regarding gamification and some associated terms, some
definitions are commonly used. Deterding et al. [8] (p. 1) understood gamification as “the
use of game design elements in non-game contexts”, in this case, the educational field in or-
der to motivate and engage people [6]. It is a process that contributes to “making activities
more game-like” [9] (p. 266), applying the characteristics and benefits of games to real-
world processes and problems [7]. Gamification is based on game mechanics, aesthetics and
reasoning to motivate and promote learning [10], and the main difference between ludifica-
tion and gamification is that the former prioritizes the recreational aspect [11], whereas the
latter matches the educational curriculum with skills students will need in their lives [12],
focusing on competences. For the purposes of this study, gamification is understood as an
unbeatable opportunity to generate active learning environments in which students learn
curricular content in a relaxed, collaborative, dynamic and experiential environment.

Within the most common elements that make a gamified experience, some stand out:
avatars, badges, boards, prizes and stories [5,13]. Visual support can also be used, especially
at the beginning of the gamification, to engage the students [14]. Considering the literature
review conducted by Dehghanzadeh et al. [15], the most used elements are feedback,

Educ. Sci. 2021, 11, 697. https://doi.org/10.3390/educsci11110697 https://www.mdpi.com/journal/education

https://www.mdpi.com/journal/education
https://www.mdpi.com
https://orcid.org/0000-0002-3617-215X
https://orcid.org/0000-0002-6401-161X
https://doi.org/10.3390/educsci11110697
https://doi.org/10.3390/educsci11110697
https://doi.org/10.3390/educsci11110697
https://creativecommons.org/
https://creativecommons.org/licenses/by/4.0/
https://creativecommons.org/licenses/by/4.0/
https://doi.org/10.3390/educsci11110697
https://www.mdpi.com/journal/education
https://www.mdpi.com/article/10.3390/educsci11110697?type=check_update&version=1


Educ. Sci. 2021, 11, 697 2 of 16

challenges, points and rewards. The latter is achieved by winning experience points when
you master some activity or achieve a milestone [16]. Furthermore, gamified curricular
design involves three main elements: abstraction (transform real-world scenarios into a
series of challenges), mechanics, and interfaces, which are designed to invite continuous
participation [16].

The growing research on gamification has led to the proliferation of gamified educa-
tional experiences. Unfortunately, only a few have been evaluated. In fact, there is very
little literature on the development and assessment of innovative educational programs [8],
so that the debate on the effectiveness and improvements attributed to gamification con-
tinue to be open. The relevance of this research is the evaluations that students make of a
role-playing gamification experience. The following questions can be answered: To what
extent does this innovation promote the motivation and attention of students? Does it really
improve learning and academic performance? To what extent does it affect the acquisition
and implementation of competencies? Additionally, more specifically in relation to ESL,
how does gamification contribute to the improvement of linguistic competence? In this
study, students had to create a company from scratch, deciding, in the so-called team
meetings, how they are going to run the business, pay their taxes and the best way to ad-
vertise themselves. The main objective of the role-playing is learning to become successful
Tiktokers, which is why it is named the Tik Tok School. Through this experience, we intend
to work on the acquisition of skills focused on economic management, entrepreneurship,
communication processes, negotiation and decision making, among others.

There are different types of gamification in the educational field [17]. Regarding the
contents, there are two subtypes: the structural one, in which the contents do not vary, but
some gamified elements are added, and the content one, in which gamification is applied
to both the contents and the structure, to have a game-like appearance, but we can also
classify gamification according to whether it is a punctual action or the complete syllabus
of a course [2]. From this point of view, the experience carried out is a punctual action in
the syllabus of the English course that fits the second of the described modalities.

Precisely, making a new learning environment is one of the multiple challenges
that teachers face. Furthermore, once the multiple benefits attributed to gamification are
recognized, the question to be asked is: could these benefits be applied in ESL? More
specifically, the following research problem was posed: what effects, achievements and
difficulties arise from the application of role-playing games in ESL? As we detail throughout
this paper, innovative methodologies in education, and more specifically gamification, are
increasingly relevant as a method to help secondary school students improve their English
skills [3], such as in a role-playing experience using puppets, with results showing that
students improved their oral skills such as pronunciation and fluency [18]. Considering this
context, this study has a twofold objective. On the one hand, it aims to provide a gamified
intervention program, which increases the motivation with which students perceive the
ESL class. On the other hand, it analyzes the students’ perceptions, within the context of
ESL and after carrying out such an intervention, about their proficiency levels, role-playing
games, educational gamification and English use during the game.

Specifically, we started from a state of the art of gamification as a methodological
resource in the ESL classroom, then moved on to the design, implementation and evaluation
of an educational experience based on a role-playing game in which a group of first-year
Bachillerato students (Year 12) had to create their own company, facing some difficulties
during the process.

2. Theoretical Framework
2.1. Literature Review: Gamificación in English as Second Language

Since Wittgenstein adapted many board games for teaching English, particularly card
games, and coined the concept of language games [19], the literature about this topic has
evolved considerably; in fact, there are several gamification experiences related to language
learning. More specifically, Dehganzadeh and Dehganzadeh [20] identify English as the
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language in which gamification is most used, mainly to teach vocabulary and, to a lesser
extent, grammar.

If we want gamification to be increasingly used when teaching English, we must
understand how it is currently being used and design strategies to help teachers implement
it. In the study conducted by Singh et al. [21], several ESL experiences are analyzed, and
they conclude that new technologies provide teachers with sufficient resources to gamify
curricular content. Likewise, students showed more willingness to use mobile applications
to learn languages in the future and positively valued the interaction possibilities [22].

Within gamification studies, the use of online quiz-type tools such as Quizzizz or
Kahoot! stands out. The main positive aspects highlighted by Jiménez-Sánchez and
Gargallo [23] are that they make classes more fun and have a competitive factor. However,
role-playing games do not usually use external applications but rely on the creation of a
gamified game environment.

In another ESL experience focused on traditional African stories called Ubuntu, stu-
dents were introduced to different social contexts, approaching other cultures and creating
their narratives while expanding their lexical knowledge and understanding better the
components of a story. Furthermore, it fostered creativity and critical thinking [24]. Simi-
larly, Lam et al. [25] developed critical thinking and argumentative writing in high-school
students through gamification. They conclude that is a more effective method than teacher-
led direct instruction as it promotes writing longer, more creative and critical texts with
the appropriate argumentative and structural components. Moreover, the subsequent
on-line discussion allows students to read and reply to their peers’ contributions, favoring
interaction and feedback.

On the one hand, other investigations analyze the effect of role-playing games on
learning English vocabulary, such as the one led by Fahim and Sabah [26]. They had
similar results as before: students valued gamification positively and performed better
than the control group. Another experience conducted by Girardelli [3] proved that when
using gamification and role-playing games, trying to imitate a famous American TV show,
students gained confidence when making short interventions in English and were more
aware of the importance of organizing their speech and of non-verbal communication. On
the other hand, Yen et al. [27] designed a mobile application focused on learning English
vocabulary. It showed that students increased the time they spent using English and their
proficiency level compared to the control group.

2.2. The Use of Role-Playing Games in Education

Of the different gamification approaches, this paper focuses on role-playing games.
In 1974, Dungeons and Dragons was published, considered the world’s first role-playing
game, and it defined many of the characteristics and canons still in use. It established that
imagination should be used and emphasized the need to perform a role [28]. A role-playing
game could be defined as a shared fiction that develops some type of narrative with no
predefined script in which each player assumes a specific role and acts consequently [29,30].
This is the main difference with another gamification modality: simulation. For this reason,
due to the choices made by the players there will be no two similar role-playing games,
even if they are based on the same story. Furthermore, during the game, the characters will
develop and obtain new skills [31]. Finally, Mackay [32] adds the idea that a role-playing
game must be “episodic”, that is, it has to be carried out in several sessions, not just in one.

A role-playing game is a tool that will allow teachers to introduce real life-like activities
with which students can understand more deeply a topic. For example, in the study of
Gordon [33], students learnt the differences between American and Mexican cultures.
Additionally, they acquired new vocabulary such as “pyramid, Aztecs or archaeological
dig” (p. 713). Nuriyanti [34] states that to know a language means being able to use it in
written and oral form to express your feelings or ideas, regardless of the context. This type
of gamified methodologies, such as role-playing games, aim to increase students’ level
of confidence speaking English so that their oral expression can make quantitative and
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qualitative improvements. Research conducted by Ayuningtias et al. [35], which compares
teaching the same content in two ways, traditional memoristic learning and role-playing,
showed that students participated more actively in their own learning in the latter. This
ended up increasing their enthusiasm, motivation and, therefore, their oral expression
skills. As these kinds of games are based on storytelling, they can help pass oral traditions
and narratives through mix with popular culture to younger generations.

Like any methodology, gamification has supporters and a detractor who discuss its
educational use in an open debate. The former argue that it is an active, student-centered
methodology that faces learning with a different attitude and motivation that compensated
for the generalized students’ disinterest in the curriculum [11]. It is ideal for creating
learning environments that actively involve, engage and motivate people and favor conflict
resolution in the learning process [10]. It makes ESL classes more fun and, therefore, more
motivating for students. The more motivated the students are, the more “effective” the
activities carried out [36]. Among role playing games’ most motivating characteristics,
those that stand out are leaderboards, experience points and badges [4]. Moreover, this
methodology promotes students’ autonomy and improves leaning outcomes similarly to
how the brain learns than traditional teaching [37].

Using role-playing games, students can contribute to blended assessments, seeking
new solutions to the posed problems, justifying their opinions and assessing their peers [38].
Likewise, through gamification teachers can assess content in an integrative way [11], so
that students feel that their efforts will be rewarded with different instruments not only with
a single final evaluation. In another study carried out by Purnama and Nurdianingsih [39],
the conclusion is that if we want to improve the oral expression of our students, teachers
need to focus on higher order thinking skills and one way to do so is by through role-
playing games

Nevertheless, not everything surrounding gamification and role-playing games is
positive. There are also some negative aspects. One of the most mentioned is the difficulty
and effort involved in its design, as the teacher must prepare everything thoroughly so that
the teaching–learning process achieves the proposed objectives [34]. Jassen [40] supports
this idea by arguing that it is a demanding methodology; therefore, the teacher will need
to prepare for each experience. In addition to a clear objective that provides content
and meaning to the experience, specific training and a certain technological mastery are
required to prepare, design and develop each session. These reasons may be the reason
that its use is still not very widespread, despite all the potential benefits [12].

As we have presented, there have been several gamification studies in ESL classrooms,
with each one using a different technique: mobile applications, video games, role-playing
games, etc. Nevertheless, all of them have something in common, the positive assessment
and more significant progress of the participants. In the studies presented, motivation,
satisfaction, and grades in English increased more in the gamified learning group than
in the control group. In fact, in a literature review by Dehghanzadeh et al. [15], the most
repeated words about the gamification experience were enjoyable, interactive and exciting,
not finding any negative evaluation. Moreover, a role-playing game experience using
students studying for an engineering degree showed that the game itself was the most
useful learning element during the course [41]. However, other variables such as classroom
activities and demographics have not been considered to elaborate on such studies, so the
conclusions are still at a preliminary stage [42]. As Ishaq et al. [43] found, mobile learning
allows students to learn remotely and adapt their routines to their circumstances. Another
app to consider is “Grammar Grabber”, which makes it possible to evaluate the student’s
grammatical knowledge while receiving constant feedback. Moreover, it is possible to
repeat incorrect answers [44].

Thanks to role-playing games, students can work on not only the main content but
also on some transversal elements—for example, using French as a means of learning about
the Enlightenment and the history of France [45].
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3. Materials and Methods

This experimental study is based on an objectivist model, following a quantitative
paradigm [46].

3.1. Participants and Context

The gamified experience was carried out in a public secondary school of Murcia
(Spain), during the academic year 2020–2021.

The participants are part of a bilingual English–Spanish group in their 1st year of
Bachillerato (year 12). As can be observed in Table 1, it is made up of 12 students (7 girls
and 5 boys). None of them needed educational support. A large majority were 16 years
old at the time of the research. It is noteworthy that none of them had lived in an English-
speaking country and just a few have English-speaking relatives. In addition, most of them
do not attend private English classes.

Table 1. Sample distribution of participating students.

Variables Options Percentage Frequency

Age
16 75% 9

17 25% 3

Gender
Girl 58.3% 5

Boy 41.7% 7

Attend private classes
Yes 41.7% 5

No 58.3% 7

English-speaking relatives
Yes 25% 3

No 75% 9

Lived in an English-speaking country
Yes 0% 0

No 100% 12

The most significant aspect is undoubtedly the little contact that the students have
with English outside the classroom. As we can see, none of them have lived in an English-
speaking country and a large majority (75%) do not have English-speaking relatives. This
is reinforced by the fact that only 41.7% of the students attend English private classes.

3.2. Methods

There are three stages in this investigation. The first one was a literature review about
educational gamification. Subsequently, we designed and prepared all the materials used,
following the previously studied guidelines. The second phase consisted of the imple-
mentation of the role-playing game and the gamified sessions with the students. Once
the students had completed the experience, they assessed the experience through a ques-
tionnaire. Finally, we analyzed the data collected, considering the following parameters:
gender, attendance to English private classes and having English-speaking relatives.

Implementing a gamified didactic unit implies reorganizing the teacher–student
relationship, as the game has been designed for peer groups. In this sense, and considering
the role-playing game format, formality and professionalism must be two of the main
features that mark students’ relationships among themselves and with the teacher, since
they must remain as true as possible to their assigned characters. Therefore, the terminology
and forms of politeness must be appropriate for the situation [47].

The role-playing game is designed to work on the vocabulary, grammar and expres-
sions students have learned during theoretical sessions. It consisted of creating a company,
the Tik Tok School, in which the students had to face the challenges of any entrepreneur.
Such challenges were to find the first students, how to deal with a tax payment or, once the
students arrived, how to run the school successfully.
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Before a role-playing game starts, players must complete a character sheet with basic
features and valuable information. This sheet must be updated as the game progresses [48].
In our study, we designed three character sheets (Figure 1), depending on the role each
student chose. The first one is the CEO, who oversees decisions made at the company as
well as makes sure it is profitable; the marketing person, who is in charge of advertising
the company on social media; and the teacher, who is responsible for designing the classes.
The organizational chart that the students made is in Figure 2. To help them internalize
their characters and play their roles as partners in a company, they had to fill in some
details such as weaknesses, strengths or objectives. Depending on the moment, the teacher
may act as a representative of tax authorities or a television reporter, among others.
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On the one hand, a game handbook was designed with the company logo (Figure 3)
and the objectives to be achieved in each team meeting, with space to take notes and
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plan the strategies to be followed. We also used task cards that some students received
during the experience, such as the letter from Her Majesty’s Revenue and Customs (HMRC)
(Figure 4), demanding a fine for non-payment.
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These cards have the function of giving more dynamism to the game, since some
characters during the team meetings will have to carry out the secret mission that appears
in each one.

On the other hand, gamified activities were integrated within the role-playing game
itself. For example, to practice vocabulary related to economy and money, we designed an
activity inspired by the board game Taboo. Moreover, we used an activity based on the
Battleship game to practice the passive voice. Finally, we used classroom discussions to
learn some structures to show agreement/disagreement, ask for someone’s opinion, etc.

Likewise, we used two videos (Figure 5) so that students could get into the character
more effectively during the game. The first one was used to introduce the experience and
to help students choose their characters. We played the second video at the end of the
experience. It was a news program showing that the students had won an innovation
award. Finally, they had an informative note about the game posted on Google Classroom.
It was a summary of how the experience worked.
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Among the ethical considerations that were considered, it should be noted that all
participants received relevant information about the project in two different ways: informa-
tion sheets and an oral presentation in the classroom. As it is an innovative methodology,
they were informed that they all had to participate in the learning experience to acquire
the didactic unit’s curricular competencies. However, they could refuse to participate in
the completion of the questionnaire that evaluated it. As the participants were minors,
the families received an informed consent form emphasizing that participation in the
data collection through the questionnaire was voluntary, and that all data collected were
anonymous and kept in a safe place. The choice to participate was not conditioned or
pressured, since the research team is external to the educational center, and it was made
clear to the students that failure to complete the questionnaire would not affect the grade
for the subject, since the subject coordinator would not have this information.

3.3. Data Collection Instrument

The questionnaire used [49], which has been previously validated, has the ultimate
goal of determining and analyzing the perception that secondary school students have of
ESL learning through games and gamification. The instrument is divided into several sec-
tions. The first one integrates sociodemographic questions and questions aimed at finding
out the students’ proficiency levels and relationships with English. The following 28 items
are closed-ended, with a five-grade Likert-type scale (1: strongly disagree; 2: disagree;
3: neither agree nor disagree; 4: agree and 5: strongly agree). These are further subdivided
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into four dimensions. The first seven items are dedicated to role-playing games, the next
six to the gamification sessions, the following six to the use of the English language in the
game and the last nine to find out their general opinion.

3.4. Data Collection Techniques

The technique used to analyze the information obtained is statistics and, specifically,
descriptive analysis. It is used to summarize the information contained. Version 24.0 of the
Statistical Package for the Social Sciences (SPSS) predictive and graphic analytics platform
was used for analyzing the data.

4. Results

This section may be divided into subheadings. It should provide a concise and
precise description of the experimental results, their interpretation, and the experimental
conclusions that can be drawn.

4.1. Students’ Perceptions about Their Own Proficiency Level, Once the Gamification Is Over

The descriptive statistics of the research variables, specifically the mean scores (X˜)
and standard deviations (σ), of the purpose stated in the study, are shown below.

As Table 2 shows, students’ have intermediate proficiency levels (X˜PA1.3 = 3.58). More
specifically, they state they have better oral (X˜PA1.4 = 3.92) and written (X˜PA1.5 = 3.92)
comprehension. However, their production proficiency levels, both oral (X˜PA1.6 = 3.58)
and written (X˜PA1.7 = 3.50), are average.

Table 2. Descriptive statistics of students’ perceptions of their English proficiency levels.

X˜ σ

A1.3. My overall proficiency
level is: 3.58 0.669

A1.4. My oral comprehension
proficiency level (listening) is: 3.92 0.793

A1.5. My written
comprehension proficiency
level (reading) is:

3.92 0.996

A1.6. My oral production
proficiency level (speaking) is: 3.58 0.793

A1.7. My written production
proficiency level (writing) is: 3.50 0.798

4.2. Student’s Perceptions about the Use of Role-Playing Games in the ESL Classroom Once the
Gamification Is Over

Regarding students’ opinions about the use of role-playing games in the English
classroom, Table 3 shows that they believe that role-playing games help them improve
their speaking (X˜PB1.2 = 4.50) and listening (X˜PB1.1 = 4.33) skills. Moreover, they state that
they feel more comfortable and confident to speak English in the classroom (X˜PB1.5 = 4.33)
and, above all, board games motivate them to participate more (X˜PB1.6 = 4.42), fostering
peer interrelations (X˜PB1.7 = 4.08).
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Table 3. Descriptive statistics of students’ perceptions about the use of board games in the ESL classroom.

X˜ σ

B1.1. They help improve my oral
comprehension skills (listening). 4.33 0.778

B1.2. They help improve my oral
production skills (speaking). 4.50 0.798

B1.3. They help improve my written
comprehension skills (reading). 3.75 1.215

B1.4. They help improve my
written production skills (writing). 3.50 1.168

B1.5. They help me to be more
confident when speaking in English 4.33 0.778

B1.6. They motivate me to
participate in class. 4.42 0.669

B1.7. They help meet and get to
know better with my classmates 4.08 1.084

4.3. Students’ Perceptions about Educational Gamification in the ESL Classroom Once the
Gamification Is Over

As Table 4 shows, students believed that they all had the opportunity to participate in
the game (X˜PB.2.6 = 4.75) and that they have focused more on learning and enjoying rather
than on winning (X˜PB.2.3 = 4.75). Moreover, they participated constantly during the game
(X˜PB.2.2 = 4.67) and spoke more in English than in Spanish (X˜PB.2.1 = 4.53).

Table 4. Descriptive statistics of students’ perceptions about the educational gamification in ESL.

X˜ σ

B2.1. I have spoken more in
English than in Spanish 4.53 0.559

B2.2. I have been participating
constantly during the game 4.67 0.778

B2.3. I have been more
focused on learning and
enjoying rather than winning

4.75 0.622

B2.4. I have respected my
classmates’ turn to play. 4.42 0.793

B2.5. I have listened to my
classmates and respected their
speaking time

4.25 0.866

B2.6. Everyone could
participate more than once
during the game

4.75 0.622

4.4. Students’ Perceptions about the Use of English during the Game Once the Gamification
Is Over

As reflected in Table 5, students claim to have been able to understand their peers’
points of view (X˜PB.3.2 = 4.42), having always or almost always used English to communi-
cate (X˜PB.3.3 = 4.42). In addition, they stated they have always or almost always answered
in English to the teacher (X˜PB.3.6 = 4.25), understanding all or almost all conversations held
in English with peers and/or the teacher (X˜PB.3.1 = 4.25).
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Table 5. Descriptive statistics of students’ perceptions about the use of English during the gamification.

X˜ σ

B3.1. I have understood all or almost all
conversations held in English with my
classmates and/or the teacher.

4.25 0.588

B3.2. I have been able to understand my
classmates’ points of view. 4.42 0.793

B3.3. I have spoken in English always or
almost always to speak with my classmates. 4.42 0.900

B3.4. I have spoken in English always or
almost always with the teacher. 4.08 0.669

B3.5. I have been able to answer always or
almost always in English to my classmates
when they have posed a question.

4.08 0.793

B3.6. I have been able to answer always or
almost always in English with the teacher
when he has posed a question.

4.25 0.754

4.5. Students’ General Perceptions about the Gamified Experience

Finally, as Table 6 shows, students assess gamification sessions as a very effective tool
to improve their English proficiency level (X˜PB.4.2 = 4.75). Moreover, they generally prefer
them to other types of activities (X˜PB.4.3 = 4.58), because they are, according to them, more
entertaining than a traditional session (X˜PB.4.1 = 4.58). In addition, they find it a very good
idea to learn English while playing (X˜PB.4.4 = 4.67).

Table 6. Descriptive statistical of students’ perceptions about their general opinion about the experience.

X˜ σ

B4.1. I like the gamification sessions because
they are entertaining and motivate me to
continue learning.

4.58 0.669

B4.2. I believe that the gamification sessions
are effective to improve my English
proficiency level.

4.75 0.622

B4.3. I prefer these activities than the usual
ones that I do in ESL classes. 4.58 0.669

B4.4. I think it is a good idea to learn English
while I play. 4.67 0.651

B4.5. Instructions have been clear and easy
to understand. 4.42 0.793

B4.6. There has been enough playing time. 4.42 0.900

B4.7. The classes were well organized. 4.67 0.651

B4.8. The game materials are related to the
topics learned in the didactic unit. 4.58 0.793

B4.9. I found it easy to follow the activities. 4.42 0.79

5. Discussion

Throughout the study, we have been detailing the benefits that role-playing games
and educational gamification in general regarding motivation and improving students’
outcomes [6,23,36,39]. Therefore, the relevance and appropriateness of the design, imple-
mentation and evaluation of gamified didactic units in the classroom are amply justified.
Furthermore, the results obtained show that students prefer gamified sessions to tradi-
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tional teaching methods. This verifies what has been previously stated by authors such as
Sarmiento et al. [11], Kapp [10], Hernández-Ramos and Belmonte [36] or Rueckert et al. [37].

The role-playing game described in this paper was based on creating a company, im-
proving the disciplinary curricular content and the students’ entrepreneurship skills, team-
work and motivation. Although there is no perfect methodology to work on entrepreneur-
ship, the results can be improved as it is an experiential learning tool [50]. Moreover,
gamification can achieve the paradigm shift from teacher-centeredness to student-centered
teaching [11].

Regarding their English proficiency levels, students started from an average perception
in all skills: listening, reading, speaking and writing, with the last two being the lowest
ones, and therefore the ones that need to be improved. Even though speaking is always
the most difficult skill that students find, they do not practice enough due to practical
difficulties, such as anxiety, embarrassment or mistake phobia [51]. The results obtained
after the evaluation of the experience by the students indicate that the skill they claim
they most improved is speaking. As we have previously indicated, gamification had
very positive results for teaching verb tenses [5], vocabulary [52] and for fostering more
interaction among students [22]. In fact, some studies claim that through role-playing
games students improve this skill as they express themselves actively and meaningfully,
while fostering their creativity [53].

On the other hand, the scientific discourse on gamification in terms of the gender
variable has a long history in which the initial supremacy of men in the video game industry
led not only to the proliferation of men playing them, but also to an exaltation of sexualized
women. However, the review by Lynch et al. [54] notes a greater presence of women as
protagonists in games and a clear preference for role-playing games over other types of
games and less sexualized features. In terms of teamwork, it should be noted that during
the gamified intervention using role-playing games, students consider that everyone has
had the opportunity to participate in the game, having focused more on learning and
enjoying themselves than on winning. Role-playing games are a tool with which students
must work in teams to achieve the same objectives, as they would do in the real world [55].
In addition, they claim to have maintained a constant level of participation throughout the
game, having spoken more in English than in Spanish.

It is also worth mentioning the positive evaluations they make about how motivating
the experience is, being a direct consequence of this, they feel more comfortable speaking
English in the classroom, corroborating the studies of Sarmiento et al. [11] and Kapp [10].

Finally, we would like to mention the future possibilities and limitations of this study.
Undoubtedly, the most important one is the limited number of participants with whom
we could work. It would be advisable to repeat the experience with more students and a
control group. Moreover, if it could be repeated in another educative context, i.e., with a
non-bilingual class, more complete conclusions could be drawn.

In other previous studies in which gamification and role-playing games have been
used to teach curricular content, other sociodemographic variables have not been consid-
ered [42]. Therefore, although all the results corroborate the relevance of this methodology,
it is necessary to know the context in which we are working to maximize the results.

One of the difficulties related to the teaching–learning process, and not so much to
the game itself, stems from having to work collaboratively in hybrid educational contexts
derived from the COVID situation [56], and with the need to maintain social distance.
Due to the use of masks, it was really complicated to understand the pronunciation, the
gesticulation and dramatization accompanying the role-playing games, the preparation
and work of the group outside the school premises, the exchange of materials, etc.

On the other hand, some difficulties derived from the designed game were detected
regarding the excessively specialized and technical vocabulary used in some elements
of it, such as the HMRC letter. The lack of experience of the students in these dynamics
was reflected in the insecurity of not controlling the game and how the decisions taken
in each of the challenges affected them, as well as in the lack of criteria, knowledge and
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arguments for making business decisions, making it difficult to stimulate the debates in
the work groups. Moreover, the lack of familiarity with the role-playing strategy, shyness
and fear of communicating in the classroom, together with the work overload for teachers
and students, are two of the limitations associated with the game itself [57].

Regarding the teacher–student relationship, the role as facilitator played by the former
should be emphasized. Sometimes students get carried away by fun and entertainment,
overshadowing learning; therefore, it is important that the teacher acts as a moderator,
taking control of all roles, redirecting the process and fostering students’ motivation and
their intention to act [58,59]. They were to act as different characters depending on the
situation, whether as a television reporter or someone looking for information about the
school. Moreover, it has been demonstrated that the teacher also enjoyed these kinds of
games and is looking forward to seeing how the game develops [18]. There were some
moments when the students were stuck, so he would intervene by mentioning some
guidelines for them to follow. Furthermore, in the team meetings, the teacher would
ask questions to stimulate the discussions and to encourage new ideas. He needs to be
supportive through feedback, to help students overcome the fear of speaking in public and
to create a climate of trust and respect. Thanks to this, students become more spontaneous
and enthusiastic [57].

As this was a gamification experience in ESL, the teacher also had to resolve the
linguistic doubts that arose, both so that the students could express themselves and so that
they could understand the situations that were being presented. Finally, the role of the
teacher was basically that of a game master, i.e., the person in charge of the game, of setting
the timing, of establishing and finalizing new challenges, among others.

Some of the challenges that the students faced as entrepreneurs were, first, to find
an innovative idea. Role-playing games can raise awareness of entrepreneurial spirit [60],
which is a powerful economic tool for the future of a country [61]. However, as this was
partially delimited in the introduction of the role-playing game, the students had to show
their creativity in delimiting the aspects of content, marketing, target audience, structure,
organization chart of the company, etc. Afterwards, they had to look for a way to finance
their project and, once this was obtained, to pay their taxes. When the company was
operational, one of the main difficulties encountered by any entrepreneur or worker is
managing business conflicts and interpersonal relations between workers and employers.
Persuasive communication, which is vital in the business world and not so often taught in
schools [60], is a key element of these relationships and one way to work on this is through
role-playing games as they foster students’ confidence when speaking. Regarding conflicts,
role-playing games positively influence students’ self-efficacy in problem solving, critical
thinking and teamwork [62]. This is supported by another study which concludes that
entrepreneurship education through role-playing games is a completely effective and valid
method [61]. As Radianto and Santoso [63] state, the entrepreneurship process has two
main aspects: the financial and non-financial ones. It is crucial that the teacher understands
how students are running their business to give them proper guidance.

In conclusion, we would like to highlight the importance that gamification and other
innovative methodologies have and will have in education due to their educational implica-
tions and the good results they have been obtaining. Similarly, we would like to emphasize
the need for teachers to be trained in gamification, which, as indicated by Jassen [40], is a
very demanding methodology for them. However, as have been detailed in gamification
studies, they achieve excellent results [15,35,52]. In addition, we believe that more training
in new technologies and innovative methodologies will reduce the time needed to create
new gamified experiences and the insecurity of some teachers when employing them in
the classroom [64].
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