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Gamification within courses has offered great opportunities for students to engage further into the course 
material. Traditionally, gamification is used with one or two elements of a course. This study investigated full 
course gamification of a Second Language (L2) classroom, which has not been explored heavily within research. 
The researchers used a constructivist grounded theory methodology to deepen the understanding of the student 
perception and possible impact of a full course gamification. Course curriculum, including textbook and 
assignments, remained the same for the 71 students enrolled in the L2 classes. The pedagogical approach to the 
course organization was gamified. Participants responded to open-ended questionnaires at the beginning and end 
of the course. The data from the questionnaire was coded line by line to deduce categories and then themes. 
Overall, students experienced higher levels of mastery learning, engagement, motivation, and lower levels of 
stress. This study demonstrates successful implementation of gamification as a course organizing principle, which 
should continue to be explored in future research. 

__________________ 

INTRODUCTION 

Gamification is the concept of gamifying non-game contexts by incorporating games or 
gameful experiences (Deterding et al., 2011; Hamari et al., 2014; Werbach, 2014). Non-game 
contexts can include educational settings like classrooms in which games are played to teach 
or review course material (e.g., Jeopardy, Kahoot, or 20 questions) or, less commonly applied, 
games can be used as an organizing principle for the entire course. Gamification in learning 
has been defined as “the use of game elements, including action language, assessment, 
conflict/challenge, control, environment, game fiction, human interaction, immersion, and 
rules/goals, to facilitate learning and related outcomes” (Landers, 2014, p. 5). Gamification, 
outside of the second language (L2) classroom, has been found to increase motivation, 
engagement, and academic achievement (Beemer et al., 2019; Castañeda-Vaszquez et al., 2019; 
Garcia-Cabot et al., 2019; Le, 2020; Linehan et al., 2011; Pinter et al., 2020; Sailer et al., 2017; 
Stansbury et al., 2016). In the second language (L2) classroom, research has discovered that 
gamification plays a role in both lexical and pragmatic L2 development and fosters intercultural 
competence development and global learning (Knight et al., 2020; Liang, 2012; Luk, 2013; 
Peterson, 2010; Thorne, 2008). It also influences engagement and participation in the L2 
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classroom (Holden & Sykes, 2011; Le, 2020; Luk, 2013), which can be attributed to the fact 
that games provide a sense of community and supportive L2 environment while decreasing 
foreign language anxiety (Bryant, 2006; Knight et al., 2019; Le, 2020; Thorne et al., 2009). 
Moreover, gamification can be used in tandem with a task-based language teaching approach 
(Sykes et al., 2010). 

Indeed, there is a plethora of research stating the benefits of using games in the L2 
classroom for a variety of reasons, and using individual games is the most common occurrence 
of gamification in the L2 classroom. However, an area that has not been as deeply researched 
or explored is using games as an organizing principle for a course. Reinhardt et al. (2014) 
proposed the following: “What might it mean to take games…as an organizing principle for 
foreign language curricula?” (p. 172). To the authors’ knowledge, there is no published 
research on gamification as a course organizing principle in L2 curricula. Therefore, the 
purpose of this study is to explore gamification as an organizing principle for L2 curricula and 
to understand students’ perceptions of full course gamification in their L2 class.  

DESIGN AND POSITIONALITY 

The basis of this study came from constructivist grounded theory methodology as introduced 
by Charmaz (2006). Constructivist grounded theory was used throughout this study as a way 
to construct the in-depth perceptions of full course gamification in participants’ L2 classroom. 
Within this methodology, a literature review does not come until after data has been analyzed 
so as to “avoid importing preconceived ideas and imposing them on [the] work” (p. 165). As 
such, this article follows the structure of grounded theory within both the methodology and 
the report of the study. It is important to note researchers did not conduct a pilot study or 
literature review before starting this study. The full course gamification was implemented to 
be part of a new classroom experience. The key element of using constructivist grounded 
theory is to fully understand the impact of gamification and the experiences of the participants 
in relation to gamification, which researchers are able to do without preconceived notions. As 
constructivist grounded theory follows a qualitative approach, open-ended questionnaires 
given at the beginning of the course and after game play were collected to understand 
participants’ initial experiences and perceptions of gamification within the classroom. Data 
was analyzed using a constructivist grounded theory approach, which is detailed in the data 
analysis section. 

THE STUDY 

Institutional and Program Context 

This study was conducted at a midsized, southeastern, private university in the United States. 
The university is a predominately white institution with no university-wide mandatory 
language requirement. The curriculum within the L2 classrooms follow a communicative 
approach. Specifically for Spanish courses, students use the same textbook across all sections. 
Faculty members create and design their own activities, projects, exams, etc.  

The local culture surrounding the university is heavily influenced through the history 
of the area, which includes pirates, food, and sports. Students at the university are able to 
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connect with these various elements in the local community throughout their time at the 
university as the student population is entrenched in the local culture. 

Participants 

Participants were 71 students enrolled in an intermediate level Spanish course. The participants 
were predominately female (n=53), while males represented a portion of the sample (n=18). 
Most participants were also in their first or second year of college (n=57). The average age 
was 19.3 years, and 70 of the students were primary speakers of English with one student 
being a primary speaker of Portuguese. Students were enrolled in four sections of intermediate 
level Spanish, and all sections were taught by the same instructor during the same semester. It 
is important to note that none of the students in this study were studying Spanish as a primary 
major, and the majority of students were taking the course to fulfill either a general education 
requirement or a major language requirement. 

Students were asked about prior or current gaming experience. Fifty-four students 
(76.1%) reported having played computer or console gaming with 30 students (42.2%) 
indicating that they play rarely; 17 students (23.9%) saying they rarely play; 13 (18.3%) playing 
weekly; eight (11.3%) playing monthly and three (4.2%) daily. All but one student stated that 
they currently played or had played board games or puzzles with the majority stating they play 
rarely (53.5%), which was followed by monthly (26.8%), weekly (14.1%), daily (4.2%), and 
never (1.4%). Students reported playing strategy (54.9%), puzzle (53.5%), and/or multiplayer 
games (50.7%) as the most common games played and indicated that the reasons they played 
games were because they were bored (76.1%) and/or wanted to play with others (56.3%). 

THE GAME 

Gamification was used as the course organizing principle. This means no course content or 
student learning objectives were changed. Only the grading structure of the course was 
changed to follow gamification. The previous student learning objectives, which followed 
Bloom’s Taxonomy (revised by Anderson & Krathwohl in 2001), scaffolding of assignments 
and content, which followed Vygotsky’s theory (1978), had been effective and remained the 
same. The only change was to the number of points on assignments in order to meet 
gamification requirements.  

The course was pirate-themed to connect to the culture of the local area. Students 
started the semester with 0 points (XP) and leveled up by earning points through task 
completion, skill development, and material mastery. Each level of the game corresponded to 
a letter grade as required by the institution and a level of a rank of a person on a pirate ship, 
which can be seen Table 1. Total available XP was 155,000.  

 
Table 1 
Grading scale with corresponding levels 

Level XP Earned Course Grade 

1 Swab 0 F 
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2 Striker 30,000 F 

3 Sea Artist 50,000 F 

4 Pilot 93,000 D 

5 Carpenter 100,000 CD 

6 Surgeon 106,000 C 

7 Boatswain 113,000 BC        

8 First Mate 120,000 B 

9 Quartermaster 128,000 AB 

10 Captain 135,000 A 

11 Captain Jack Sparrow 138,000 ABOVE & BEYOND 

 
The course assignments were divided into four main groups or tasks, which were Voyages, 
Battles, Quests, and Treasure Chests to earn XP, as seen in Table 2. The Voyages category 
had assignments that included attendance, participation, and online homework. Battles were 
six chapter quizzes, a midterm and final exam, and two conversation exams. Quests were made 
up of four projects, and Treasure Chests were additional practice activities, experiential 
learning, out-of-class activities, etc. The focus of these classes was on mastery of material. As 
such, for the online homework and chapter quizzes, students had unlimited attempts to master 
material and earn points. For the written projects and midterm and final exams, students were 
given the option to revise and resubmit their work, following certain criteria, to earn additional 
XP while learning the material and focusing on mastery of the material.  

Table 2 
Course assignments and corresponding XP 

VOYAGES XP 

Attendance/Asistencia 6000 (500 x 12) 

Participation/Participación Varies each day 

Online Homework/Tarea en Línea 13,000 
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BATTLES XP 

Chapter Quizzes/Pruebas 15,000 (2500 x 6) 

Conversation Exams/Exámenes de 
Conversación 

18,000 (9000 x 2) 

Exams (Midterm and Final)/Exámenes 
(Parcial y Final) 

20,000 (10,000 x 2) 

QUESTS XP 

Projects/Proyectos 36,000 

TREASURE CHESTS XP 

Midterm LearnSmart Modules 900 

Final LearnSmart Modules 400 

Survey Ticket 4000 (2000 x 2) 

Reflection Ticket 4000 (2000 x 2) 

Interview Ticket 4000 

Give Back Ticket 4000 (2000 x 2) 

 
To connect the game to the course, the instructor included the theme throughout the semester 
and students were encouraged to earn points. In traditional courses, students typically lose 
points if they do not complete an assignment or if they do not get a 100%.  In comparison, 
full course gamification is focused on students earning points to level-up. For example, 
students were encouraged to master the material through the opportunity to earn points by 
completing different tasks and assignments.  

As previously mentioned, only the grading structure of the course was changed. The 
content of individual assignments remained the same as when the course was previously 
taught. Additionally, there was no other gamified content except for the grading structure and 
course organization. 
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DATA COLLECTION AND ANALYSIS 

Students were given an open-ended questionnaire at the beginning and end of the course 
online using Qualtrics. At the beginning of the course, students were asked to answer the 
following questions: How do you feel about games being incorporated in a learning environment? and What 
are your expectations related to games being incorporated in a learning environment? At the end of the 
semester, students were asked the same questions except in the past tense and were asked to 
reflect about their experience with course gamification. Additionally, they were asked the 
following: What were the benefits and challenges of incorporating a game into a Spanish class? 
Questionnaires were not compared based on individual student responses. Instead, they were 
aggregated to make a large corpus to address the purpose of student perception of 
gamification. 

All data was collected using Qualtrics, and students were given time during class to 
complete the questionnaires. Students wrote about 1-5 sentences per open-ended response. 
Students were not given a minimum or maximum number of words or sentences. Students 
were asked to write freely. This allowed researchers to understand their true perspective 
without forced requirements.  

Data was then coded following line-by-line coding for each individual response, 
memoing, and focused coding in which categories and themes ultimately emerged from the 
data analysis (Charmaz & Thornberg, 2021). This coding system allows for researchers to 
determine an overall representation of students’ perceptions of gamification throughout the 
given data set. This ultimately provides researchers with a holistic view of all findings. This 
approach to data analysis is rooted in credibility, originality, resonance, and usefulness 
(Charmaz & Thornberg, 2021). The researchers coded responses independently and met to 
review the categories and determine themes. Any discrepancies were discussed and an 
outcome was agreed upon by both researchers. Moreover, researchers reflected throughout 
the research process to recognize their own positionality. The authors of this study recognize 
their role as both educators and researchers, which undoubtedly influences their perceptions 
of the data. 

FINDINGS 

The findings emerging from the data are full course gamification in the L2 context has 
elements of lowering stress levels, focusing on mastery learning, and increasing motivation 
and engagement while being fun and new. While these areas emerged as recurring themes, it 
should be noted that it is the intersection of these areas that makes the results salient.   

Stress Levels 

The idea of lower stress levels emerged as a prominent theme from the data. Participants 
indicated that the course gamification made the class less stressful because students could only 
gain points meaning that their grade could only increase. One student reflected on the 
classroom environment saying, “The outlook that students have on the class shifted to a less 
stressed approach as the structure was more relaxed and fun.” Another student discussed the 
benefits of incorporating the game and indicated that “it relieved some pressure and stress 
that is associated with a normal college class. If you miss an assignment in a non-game class, 
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you become stressed because it's hard to make up those points.” As this student highlights the 
effects the game had on their grades, another student has a similar response saying that “[the 
game] did not put so much stress on getting a good letter grade. It also helped me not be so 
harsh on myself and let me have plenty of opportunities to raise my grade.” 

Mastery Learning 

This notion of the point system and grading is another recurring theme. Students focus on the 
mastery of materials while at the same time earning points for mastering the course content. 
One student highlighted mastery learning by saying, “I enjoy [the game] and it makes me feel less 
like I am going through a semester of Spanish class, but more like I have many opportunities 
to do my best. More experience focused than performance driven.” Similarly, another student 
said, “The point system ultimately made me try my best and learn more of the material from 
class. I was motivated to earn as many points as possible and make it to the highest level.” 
There is a juxtaposition that is occurring between both mastery learning and performance 
orientation that permeates the data. Another student focused on the drive they felt to earn 
points while at the same time learning course material and said, “[The game] drives students 
to be dedicated to gain as many points as possible, as it really kept me motivated, engaged, and 
determined to get work done in the course so that I gain as many points as possible and still 
learn in a fun way.” 

Motivation and Engagement 

Increased motivation was an additional concept that emerged from the data as a result of full 
course gamification. Motivation emerged as an effect of the intersection of mastery and 
performance, which is exemplified in this student’s response: “I think [the game] is a good 
way to motivate students to participate and do the best they can.” Participation and doing the 
best one can are examples of performance and mastery goals. Motivation is seen as a factor 
rising from full course gamification.  
 Engagement is another concept that emerged in two ways. The first was engagement 
with course material and content. A student said “A benefit of [the game] was that it was very 
engaging and it kept me on my toes and I always felt the need to improve on my points as the 
semester went on.” There is engagement with the course content with the indication of a want 
to continue learning and improving. This again ties into the mastery learning concept as well 
as performance orientation as this student relates the two together. Additionally, there was 
engagement with the course due dates and actual course organization. One student said “[the 
game] made it easier to navigate the course and to know when things were due.” Not only was 
engagement seen with the course content itself but with organizational factors as well.  

Another area was the notion that full course gamification was fun and new. One 
student said, “I think that [the game] is an awesome and new way to alter class in a more 
attractive way for students.” Elements of fun were inherently added because of the novelty of 
full course gamification; however, with newness, there can also be some apprehension. One 
student said they were hesitant towards the idea of the game because “it's not something I'm 
necessary [sic] comfortable with because it's foreign.”  

A code, but not a recurring theme, that emerged from a few students was a strong 
desire to know their grade, which is representative of being used to and having requirements 
that force students and faculty to adhere to a traditional grading structure. One participant 
noted this in their response by stating, “If school wasn't graded and truly just based on one's 
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learning, I think this would be a great way to teach.” Another participant mentioned, “The only 
thing I did not particularly like about [gamification] is that it [was] harder to keep track of how 
well you are doing in the class until the end.” This is indicative of students' focus on 
performance and how they have been socialized within the education system to believe that 
their performance on assignments is all that matters instead of focusing on mastering the 
material. Nonetheless, the majority of students had a positive outlook towards gamification, 
while some were more hesitant towards the new course and grading structure.  

POSITIONING THE RESULTS IN THE LITERATURE 

As Brown (2006) states, “the purpose of the grounded theory literature analysis is to 
demonstrate how the hypotheses and theoretical concepts that emerged from this research 
support and/or question existing literature” (p. 49). The results that emerged from the data in 
this study bring together multidisciplinary constructs and combine areas of gamification, 
psychology, sociology, and curriculum and instruction. Specifically, the results build upon 
Achievement Goal Theory, Sociocultural Theory, Second Language Acquisition (SLA) 
theories, and the Theory of Gamified Learning. 

Mastery Learning Coupled with Performance Factors Explained by 
Achievement Goal Theory 

The focus on mastery learning coupled with performance factors can be described by 
Achievement Goal Theory (AGT) (Ames, 1992; Ames & Archer, 1988; Diener & Dweck, 
1980; Dweck, 1991; Dweck & Leggett, 1988; Elliot & Dweck, 1988; Leggett and Dweck, 
1986). The main tenet of AGT is a concept called goal orientation, which looks at a person’s 
motivation behind achievement-seeking behavior. Within AGT, there are mastery goals and 
performance goals. Within a classroom setting, mastery goal-oriented students seek to master 
the course content, and performance goal-oriented students look to earn a certain grade. This 
theory has been further adapted to include approach and avoidance tendencies, which explore 
how a person approaches their goal (Cury et al., 2006; Elliot et al., 2016; Elliot & McGregor, 
2001; Elliot & Murayama, 2008; Law et al., 2012; Murayama et al., 2011; Van Yperen et al., 
2009). A mastery approach goal-oriented student may have a goal to understand the concepts 
in the course whereas a mastery avoidance-oriented student may have a goal that is to not 
misunderstand the concepts in the course. Similarly, a performance approach goal-oriented 
student may have a goal to earn the most points in the class, but a performance avoidance 
individual may have a goal that is to make sure others do not perceive them as incompetent.  

A study by Martin and Magerko (2020) examined the connection between games, game 
design, and goal orientation in educational contexts. They found a significant relationship 
between achievement goals, causal attributions (attributions that affect motivation and 
behavior), and player experience. Based on their findings, they suggest that “game 
designers…not only design for challenge and immersion, but also design experiences that 
encourage players to form mastery approach achievement goals” (p. 18).  

Still, within AGT, there is also the idea of having multiple goal orientations meaning 
that someone could be both mastery approach and performance approach, and this particular 
orientation is thought of as being very adaptive and effective for goal achievement (Barron & 
Harackiewicz, 2001; Harackiewicz et al., 2002a; Harackiewicz et al., 2002b; Pintrich, 2000; 
Wolters, 2004).  
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The majority of students in this study had mastery approach goals, and they explicitly 
mention mastery learning but juxtapose it with performance. In one sentence, they will say 
that their focus is on mastery of material, but the second sentence discusses gaining points, 
which is related to performance. This juxtaposition permeated students' results, which points 
to the indication of multiple goals or a multiple-goal-rich-environment. As research in AGT 
has shown that multiple goals are common and are adaptive and effective for goal 
achievement, this is an area that should be explored further in future research. 

Lower Stress Levels Supported by Sociocultural Theory and the Zone of 
Proximal Development 

The results of this study are supported by Vygotsky’s (1978) Sociocultural Theory, which states 
that social contexts and interactions within those contexts play a major role in language 
development (Lantolf & Thorne, 2007). In particular, these interactions must occur in the 
Zone of Proximal Development (ZPD). According to Vygotsky, the ZPD is defined as “the 
distance between the actual developmental level as determined by independent problem 
solving and the level of potential development as determined through problem-solving under 
adult guidance, or in collaboration with more capable peers” (Vygotsky, 1978, p. 86). This 
means that when a learner is in the ZPD and has collaboration, interaction, and scaffolding, 
they can optimally move through the task (Aljaafreh & Lantolf, 1994; Lantolf, 2000; Mitchell 
& Myles, 1998; Swain & Lapkin, 2002). The idea of gamification as presented in the current 
study could help push students into this optimal zone of learning, but more research is needed. 
 Scaffolding is a debated concept as to whether it belongs within Sociocultural Theory 
and the ZPD (Xi & Lantolf, 2021). Scaffolding was first connected to the ZPD, albeit 
adjacently according to Xi and Lantolf (2021), by Cazden (1979, 1983), who related language 
games to instructed activities in the ZPD and said that learning that occurs must lead to 
development. Whether or not scaffolding belongs within Vygotsky’s theory, much research 
has explored this notion and has said that within scaffolding, learners interact with a tutor who 
uses scaffolding so to “enable a child or novice to solve a problem, carry out a task or achieve 
a goal which would be beyond his unassisted efforts” (Wood et al., 2006, p. 199). One of the 
functions of feedback to scaffolding entails not making the process stressful for learners 
(Wood et al., 2006). Based on this study, lower stress levels were a main perceived outcome 
of the game and could be related to the scaffolding elements of the course and the game, but 
more research in this area is warranted. Furthermore, both cognitive and social stress play a 
role in Sociocultural Theory (McCafferty, 1994; Nyokos & Hashimoto, 1997), but not much 
research has explored this connection to L2 learning. 

Moreover, it is interesting to note that the word “goal” is used in Wood et al.’s (2006) 
definition of the process of scaffolding. This shows the permeation of goals throughout many 
different aspects of language learning. 

Motivation and Engagement in Second Language Acquisition 

Motivation is an extensively covered topic within Second Language Acquisition (SLA) 
research and has been found to affect language acquisition, academic achievement, and a 
multitude of competencies and individual differences (Dashtizadeh & Farvardin, 2016; 
Gardner et al., 2001; Karlak & Velki, 2014; Noels et al., 2000; Semaan & Yamazaki, 2015; Wen, 
1997). SLA theories of motivation have grown and expanded over the years from Gardner’s 
(1985) socio-educational model to Dornyei’s (2005) L2 motivational self system, and evidence 
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shows that motivation is a key component to learning another language. The word 
“motivation” filled the results of this study as students indicated the game and its structure 
were highly motivating and pushed them to master material. While this study did not examine 
the effects of game-enhanced motivation on language acquisition, future research should 
examine the connection between an extrinsic motivational force coupled with mastery learning 
and language acquisition.  

Engagement in language learning is an area that has grown with rapid interest in recent 
years (Reinders & Nakamura, 2022). Research has found that engagement is crucial for 
meaningful learning, learning efficiency, academic achievement (Dornyei, 2019; Hiver et al., 
2021a; Hiver et al., 2021b; Lei et al., 2018; Woodruff, 2021), but it depends on a number of 
situational and individual factors, such as motivation (Reinders & Nakamura, 2022). 
Motivation and engagement are intrinsically connected as motivated learning behavior can 
influence task engagement (Sadoughi & Hejazi, 2022). Similar to motivation, engagement was 
a theme that emerged from the data as a result of the game and game structured course. 
Aspects of engagements, such as task engagement and/or psychological components affecting 
engagement, were not examined in this study, and future research should investigate how a 
course structured as a game, influences these different areas of engagement. 

Furthermore, in the definitions of both motivation and engagement, there is mention 
of goal-directed activity. Motivation is defined as “the process whereby goal-directed activity 
is instigated and sustained” (Schunk et al., 2008, p. 4). Engagement is defined as “the active, 
goal directed, flexible, constructive, persistent, and focused interactions with the social and 
physical environments (Furrer & Skinner, 2003, p. 149 as cited in Sadoughi & Hejazi, 2022). 
Research has shown that goals from AGT influence motivation (Cury et al., 2006; Elliot, 1999; 
Elliot & Church, 1997; Elliot & Murayama, 2008) and engagement (Cho et al., 2019; Datu et 
al., 2022; McGregor & Elliot, 2002; Phan, 2014). As such, the intersection of motivation, 
engagement, goals, and games is an area that warrants future research. 

Gamification and the Theory of Gamified Learning 

The classroom gamification aspect of this project can be attributed to the Theory of Gamified 
Learning. This theory states that there are two main pathways between game elements and 
learning and says:  

For gamification to be successful, it must successfully alter an intermediary learner 
behavior or learner attitude. That behavior or attitude must then itself cause changes 
in learning directly (as a mediating process) or it must strengthen the effectiveness of 
existing instructional content (as a moderating process)” (Landers, 2014, p. 14). 

In the present study, learners perceived a shift in motivation and engagement, which are both 
behaviors and attitudes, and they are both proven to increase learning outcomes. Therefore, 
this particular form of gamification could be considered a mediating process. It could also be 
considered a moderating process as it strengthened effective existing instructional content. 
However, more research should be done in this particular area especially as this theory 
emphasizes game elements. 

Moreover, one study examined goal orientation, focusing on mastery, performance 
approach and performance avoidance goals, and The Theory of Gamified Learning (Garcia-
Marquez et al., 2021). This study found that goal orientation was a suggested moderator 
between game attributes and learners’ behaviors and attitudes (e.g. self-efficacy) and may 
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lessen negative effects from performance avoidance goal orientations, which further upholds 
the potential connection between goals and full course gamification. 

There are not many studies that have used the Theory of Gamified Learning as a 
theoretical framework (Garcia-Marquez et al., 2021; Sanchez et al., 2020). The studies that 
have used the framework to examine game elements and moderating and mediating processes 
into learning contexts have found that gamification increased interaction, motivation, and 
satisfaction, shifted attitudes, and improved learning outcomes and performance (Armstrong 
& Landers, 2017; Landers & Landers, 2014; Nair & Mathew, 2021; Smith, 2017). 

PEDAGOGICAL IMPLICATIONS 

The benefit of full course gamification is it can be implemented for any course as no content 
is changed. This allows faculty to bring a new pedagogical organizing course principle within 
their classrooms to engage, motivate and assist students in mastering the material. Since no 
content is changed, it is easy to train instructors or graduate teaching assistants to implement 
and maintain this organizing principle. Furthermore, it is important for faculty to connect the 
theme throughout the course so as to fully entrench the students in the culture of the game.  

When implementing a full course gamification, it is important to frame grading as an 
opportunity to gain points and level-up. This way the focus for students, as highlighted by the 
data, is on learning the material and lowering levels of stress. As educators, it is important to 
acknowledge our impact on the student experience and how pedagogical structures influence 
students’ mastery of material. To help with students’ hesitancy when it comes to a new grading 
system with a focus on mastery and not performance, it is important to add checkpoints so 
that students are better able to relate their points to the traditional grading system with which 
they are socialized. Ultimately, reframing how grades are presented to students is an important 
component of gamification because the focus should be on mastery of the material. 

LIMITATIONS 

This study is not without its limitations. It only examines the context of the L2 university 
classroom and more specifically intermediate Spanish courses, and therefore, future research 
should investigate the generalizability of these results across languages, curricula, and 
disciplines. Furthermore, the research was conducted at one university, which also speaks to 
the generalizability of the results. Future research should explore the context of full course 
gamification at different institutions. Additionally, this study did not explore other data points 
such as specific L2 gains, and future research should examine this area further. 

CONCLUSION 

The purpose of this study was to understand students’ experiences and perceptions of full 
course gamification and found an intersection of lower stress levels, increased motivation and 
engagement, and a focus on mastery learning coupled with performance factors in full course 
gamification in the L2 classroom. The results of this study indicate that full L2 course 
gamification fosters goals and goal setting, provides an environment for multiple goal 
orientations, and encourages mastery learning and adaptive behaviors, which can all influence 
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L2 acquisition and learning. Future research is necessary to fully develop full course 
gamification and to understand acquisition and learning processes that are influenced by L2 
course gamification

REFERENCES 

Aljaafreh, A., & J. P. (1994). Negative feedback as regulation and second language learning in the zone of 
proximal development. Modern Language Journal, 78(4), 465-483. 

https://doi.org/10.1111/j.1540-4781.1994.tb02064.x  
Ames, C. (1992). Classrooms: Goals, structures, and student motivation. Journal of Educational Psychology, 84(3),  

261-271. https://doi.org/10.1037/0022-0663.84.3.261  
Ames, C., & Archer, J. (1988). Achievement goals in the classroom: Students’ learning strategies and motivation  

processes. Journal of Educational Psychology, 80(3), 260-267. https://doi.org/10.1037/0022-0663.80.3.260 
Anderson, L. W., & Krathwohl, D. R. (2001). A taxonomy for learning, teaching, and assessing: A revision of Bloom's  

taxonomy of educational objectives. Longman. 
Armstrong, M. B., & Landers, R. N. (2017). An evaluation of gamified training: Using narrative to improve  

reactions and learning. Simulation & Gaming, 48(4), 513-538. 
https://doi.org/10.1177/10468781177037  
Barron, K. E., & Harackiewicz, J. M. (2001). Achievement goals and optimal motivation: Testing multiple goal  

models. Journal of Personality and Social Psychology, 80(5), 706-722. https://doi.org/10.1037/0022-
3514.80.5.706  

Beemer, L. R., Ajibewa, T. A., DellaVecchia, G., & Hasson, R. E. (2019). A pilot intervention using 
gamification to enhance student participation in classroom activity breaks. International Journal of 
Environmental Research and Public Health, 16(21), 1-11. 

 https://doi.org/10.3390/ijerph16214082   
Brown, B. (2006). Shame resilience theory: A grounded theory study on women and shame. Families in Society,  

87(1), 43-52. https://doi.org/10.1606/1044-3894.3483  
Bryant, T. (2006). Using World of Warcraft and other MMORPGs to foster a targeted, social, and cooperative  

approach toward language learning. Academic Commons. 
Castañeda-Vázquez, C., Espejo-Garcés, T., Zurita-Ortega, F., & Fernández-Revelles, A. B. (2019). La 
formación  

de los futuros docentes a través de la gamificación, tic y evaluación continua. SPORT TK-Revista  
EuroAmericana De Ciencias Del Deporte, 8(2), 55-63. https://doi.org/10.6018/sportk.391751  

Cazden, C. (1979/1983). Peekaboo as an instructional model: Discourse development at home and at school.  
Stanford papers and reports in child language development. In B. Brain  (Ed.), The sociodgenesis of 

language  
and human conducts (Vol. 17, pp. 33-58). New York, NY: Plenum Press. https://10.0.3.239/978-1-4899-
1525-2_3  

Charmaz, K. (2006). Constructing grounded theory: A practical guide through qualitative analysis. Sage. 
Charmaz, K., & Thornberg, R. (2021). The pursuit of quality in grounded theory. Qualitative Research in 

Psychology, 18(3), 305-327. https://doi.org/10.1080/14780887.2020.1780357  
Cho, E., Toste, J. R., Lee, M., & Ju, U. (2019). Motivational predictors of struggling readers’ reading  

comprehension: The effects of mindset, achievement goals, and engagement. Reading and Writing, 
32(5),  

1219-1242. https://doi.org/10.1007/s11145-018-9908-8  
Cury, F., Elliot, A. J., Da Fonseca, D., & Moller, A. (2006). The social-cognitive model of achievement 

motivation and the 2 x 2 achievement goal framework. Journal of Personality and Social Psychology, 90(4), 
666-679. https://doi.org/10.1037/0022-3514.90.4.666  

Dashtizadeh, P., & Farvadrin, M. T. (2016). The relationship between language learning motivation and foreign  
language achievement as mediated by perfectionism: The case of high school EFL learners. Journal of 
Language and Cultural Education, 4(3), 86-102. https://doi.org/10.1515/jolace-2016-0027  

Datu, J. A. D., Valdez, J. P. M., & Yang, W. (2022). The academically engaged life of mastery-oriented students:  
Causal ordering among positive emotions, mastery-approach goals, and academic engagement. Revista 
de Psicodidáctica (English ed.), 27(1), 1-8. https://doi.org/10.1016/j.psicoe.2021.02.001  

Deterding, S., Dixon, D., Khaled, R., & Nacke, L. (2011). From game design elements to gamefulness: 



Miller de Rutte & López  Gamification in language learning 

 

Defining  
"gamification". In Proceedings of the 15th International Academic MindTrek Conference: Envisioning Future 

Media  
Environments (pp. 9-15). https://doi.org/10.1145/2181037.2181040  

Diener, C. I., & Dweck, C. S. (1980). An analysis of learned helplessness: II. The processing of success. Journal 
of Personality and Social Psychology, 39(5), 940-952. https://doi.org/10.1037//0022-3514.39.5.940  

Dornyei, Z. (2005). The psychology of the language learner: Individual differences in second language acquisition. Lawrence 
Erlbaum. 

Dornyei, Z. (2019). Towards a better understanding of the L2 Learning Experience, the Cinderella of the L2  
Motivational Self System. Studies in Second Language Learning and Teaching, 9(1), 19-30. 
https://doi.org/10.14746/ssllt.2019.9.1.2  

Dweck, C. S. (1991). Self-theories and goals: Their role in motivation, personality, and development. Nebraska  
Symposium on Motivation, 38(3), 199-235. https://doi.org/10.4324/9781315783048  

Dweck, C. S., & Leggett, E. L. (1988). A social-cognitive approach to motivation and personality. Psychological  
Review, 95(2), 256-273. https://doi.org/10.1037/0033-295X.95.2.256  

Elliot, A. J. (1999). Approach and avoidance motivation and achievement goals. Educational Psychologist, 34(3),  
169-189. https://doi.org/10.1207/s15326985ep3403_3  

Elliot, A. J., Aldhobaiban, N. Kobeisy, A., Murayama, K., Goclowska, M. A., Lichtenfeld, S., & Khayat, A. 
(2016). Linking social interdependence preferences to achievement goal adoption. Learning and 
Individual Differences, 50(1), 291-295. https://doi.org/10.1016/j.lindif.2016.08.020  

Elliot, A. J., & Church, M. A. (1997). A hierarchical model of approach and avoidance achievement motivation.  
Journal of Personality and Social Psychology, 72(1), 218-232. https://doi.org/10.1037/0022-3514.72.1.218  

Elliot, A. J., & McGregor, H. A. (2001). A 2x2 achievement goal framework. Journal of  Personality and Social  
Psychology, 80(3). https://501-519.10.1037/0022-3514.80.3.501   

Elliot, A. J., & Murayama, K. (2008). On the measurement of achievement goals: Critique, illustration and  
application. Journal of Educational Psychology, 100(3), 613-628. 

Elliot, E. S., & Dweck, C. S. (1988). Goals: An approach to motivation and achievement. Journal of Personality 
and  

Social Psychology, 54(1) 
Furrer, C., & Skinner, E. (2003). Sense of relatedness as a factor in children's academic engagement and  

performance. Journal of educational psychology, 95(1), 148-162. https://doi.org/10.1037/0022-
0663.95.1.148 

Garcia-Cabot, A., Garcia-Lopez, E., Caro-Alvaro, S., Gutierrez-Martinez, J. M., & de-Marcos, L. (2020).  
Measuring the effects on learning performance and engagement with a gamified social platform in an  
MSc program. Computer Applications in Engineering Education, 28(1), 207-223. 
https://doi.org/10.1002/cae.22186  

Garcia-Marquez, C., & Bauer, K. N. (2021). An examination and extension of the Theory of Gamified 
Learning: The moderating role of goal orientation. Simulation & Gaming, 52(4), 407-434. 
https://doi.org/10.1177/1046878120958741  

Gardner, R. C. (1985). Social psychology and second language learning. Edward Arnold. 
Gardner, R. C. (2001). Integrative motivation and second language acquisition. In Z. Dornyei & R. Schmidt  

(Eds.), Motivation and Second Language Acquisition (pp.1-19). Honolulu: HI:  
The University of Hawaii, Second Language Teaching & Curriculum Center. 
Hamari, J., Koivisto, J., & Sarsa, H. (2014). Does gamification work?: A literature review of empirical 
studies on gamification. In 2014 47th Hawaii International Conference on System Sciences (pp. 3025-3034). 
https://10.1109/HICSS.2014.377  

Harackiewicz, J. M., Barron, K. E., Pintrich, P. R., Elliot, A. J., & Thrash, T. M. (2002a). Revision of 
achievement goal theory: Necessary and illuminating. Journal of Educational Psychology, 94(3), 638-645. 
https://doi.org/10.1037/0022-0663.94.3.638  

Harackiewicz, J. M., Barron, K. E., Tauer, J. M., & Elliot, A. J. (2002b). Predicting success in college: A  
longitudinal study of achievement goals and ability measures as predictors of interest and performance  
from freshman year through graduation. Journal of educational psychology, 94(3), 562-575. 
https://doi.org/10.1037/0022-0663.94.3.562  

Hiver, P., Al-Hoorie, A. H., Mercer, S (2021a). Student Engagement in the Language Classroom. Multilingual Matters. 
Hiver, P., Al-Hoorie, A. H., Vitta, J. P., & Wu, J. (2021b). Engagement in language learning: A 
systematic review of 20 years of research methods and definitions. Language Teaching Research, 1-30. 
https://doi.org/10.1177/13621688211001289  



Miller de Rutte & López  Gamification in language learning 

 

Holden, C. & Sykes, J. (2011). Leveraging Mobile Games for Place-based Language Learning. International 
Journal  

of Game-Based Learning (IJGBL), 1(2), 1-18. https://doi.org/10.4018/ijgbl.2011040101  
Karlak, M., & Velki, T. (2015). Motivation and learning strategies as predictors of foreign language  

communicative competence. Croatian Journal of Education, 17(3), 635-658. 
https://doi.org/10.15516/cje.v17i3.1759  

Knight, S. W. P., Marean, L., & Sykes, J. M. (2019). Gaming and informal language learning. In M. Dressman &  
R. W. Sadler (Eds.), The handbook of informal language learning (pp. 101–115). Wiley. 
https://doi.org/10.1002/9781119472384.ch7 

Landers, R. N. (2014). Developing a theory of gamified learning: Linking serious games and gamification of  
learning. Simulation & Gaming, 45(6), 752-768. https://doi.org/10.1177/1046878114563660  

Landers, R. N., & Landers, A. K. (2014). An empirical test of the theory of gamified learning: The effect of  
leaderboards on time-on-task and academic performance. Simulation & Gaming, 45(6), 769-785. 
https://doi.org/10.1177/1046878114563662  

Lantolf, J. P. (2000). Introducing sociocultural theory. In J. Lantolf (Ed.), Sociocultural theory and Second language  
learning (pp. 1–26). Oxford University Press. 

Lantolf, J. P. & Thorne, S. L. (2007). Sociocultural theory and second language learning. In B. VanPatten & J.  
Williams (Eds.), Theories in second language learning. An introduction (pp. 201- 224). Erlbaum.  

Law, W., Elliot, A. J., & Murayama, K. (2012). Perceived competence moderates the relation Between  
performance-approach and performance-avoidance goals. Journal of Educational Psychology, 104(3), 806- 
819. https://doi.org/10.1037/a0027179  

Le, L. (2020). A real game-changer in ESL classroom? Boosting Vietnamese learner engagement with  
gamification. Computer-Assisted Language Learning Electronic Journal, 21(3) 198-212. 

Leggett, E., & Dweck, C. (1986). Individual differences in goals and inference rules: Sources of causal 
judgments. Unpublished manuscript. 

Lei, H., Cui, Y., & Zhou, W. (2018). Relationships between student engagement and academic achievement: A  
meta-analysis. Social Behavior and Personality: an international journal, 46(3), 517-528 
https://doi.org/10.2224/sbp.7054  

Liang, M. Y. (2012). Foreign ludicity in online role-playing games. Computer Assisted Language Learning, 25(5), 
45573. https://doi.org/10.1080/09588221.2011.619988 

Linehan, C., Kirman, B., Lawson, S., & Chan, G. (2011, May). Practical, appropriate, empirically validated  
guidelines for designing educational games. In Proceedings of the SIGCHI Conference on Human Factors in 
Computing Systems (pp. 1979-1988). Association for Computing Machinery. 
https://doi.org/10.1145/1978942.1979229  

Luk, J. C. (2013). Forms of participation and semiotic mediation in board games for second language learning.  
Pedagogies: An International Journal, 8(4), 352-368. https://doi.org/10.1080/1554480X.2013.829279 

Martin, W., & Magerko, B. (2020, September). The game as a classroom: Understanding players’ goals and  
attributions from a learning perspective. In International Conference on the Foundations of Digital Games (pp. 
1-4). Association for Computing Machinery. https://doi.org/10.1145/3402942.3403027  

McCafferty, S. G. (1994). Adult second language learners' use of private speech: A review of  
studies. Modern Language Journal, 78(4), 421-436. https://doi.org/10.2307/328581 

McGregor, H. A., & Elliot, A. J. (2002). Achievement goals as predictors of achievement-relevant processes 
prior to task engagement. Journal of Educational Psychology, 94(2), 381-395. 
https://doi.org/10.1037/0022-0663.94.2.381  

Mitchell, R. and Myles, F. 1998. Second Language Learning Theories. Arnold. 
Murayama, K., Elliot, A. J., & Yamagata, S. (2011). Separation of performance-approach and performance- 

avoidance achievement goals: A broader analysis. Journal of Educational Psychology, 103(1), 238-256. 
https://doi.org/10.1037/a0021948  

Nair, S., Mathew, J. (2021) Evaluation of Gamified Training A Solomon Four-Group Analysis of the Impact of  
Gamification on Learning Outcomes. TechTrends, 65(5) 750-759. https://doi.org/10.1007/s11528-
021-00651-3 

Noels, K. A., Pelletier, L, G., Clément, R., & Vallerand, R. J. (2000). Why are you learning a second language?  
Motivational orientations and self-determination theory. Language Learning, 50(1), 57-85. 
https://doi.org/10.1111/1467-9922.53223  

Nyokos, M., & Hashimoto, R. (1997). Constructivist theory applied to collaborative learning in teacher 
education. In search of ZPD. Modern Language Journal, 81(4), 506-517. 
https://doi.org/10.2307/328893 



Miller de Rutte & López  Gamification in language learning 

 

Peterson, M. (2010). Massively multiplayer online role-playing games as arenas for secondlanguage learning.  
Computer Assisted Language Learning, 23(5), 429-439. https://doi.org/10.1080/09588221.2010.520673  

Phan, H. P. (2014). An integrated framework involving enactive learning experiences, mastery goals, and  
academic engagement-disengagement: A causal modeling examination. Europe’s Journal of Psychology, 
10(1), 41-66. https://doi.org/10.5964/ejop.v10i1.680  

Pinter, R., Čisar, S. M., Balogh, Z., & Manojlović, H. (2020). Enhancing higher education student class 
attendance through gamification. Acta Polytechnica Hungarica, 17(2), 13-33. 
http://doi.org/10.12700/APH.17.2.2020.2.2 

Pintrich, P. R. (2000). Multiple goals, multiple pathways: The role of goal orientation in learning and 
achievement. Journal of Educational Psychology, 92(3), 544-555. 

Reinders, H., & Nakamura, S. (2021). In T. Gregersen & S. Mercer (Eds.), The Routledge handbook of the 
psychology of language learning and teaching (pp. 137-148). Routledge. 

Reinhardt, J., Warner, C., & Lange, K. (2014). Digital games as practices and texts: New literacies and genres in 
an L2 German classroom. In J. Pettes-Guikema & L. Williams (Eds.), Digital literacies in foreign and second 
language education (pp. 159–177). CALICO. 

Sadoughi, M., & Hejazi, S. Y. (2022). The effect of teacher support on academic engagement: The serial 
mediation of learning experience and motivated learning behavior. Current Psychology, 1-12. 
https://doi.org/10.1007/s12144-022-03045-7  

Sailer, M., Hense, J. U., Mayr, S. K., & Mandl, H. (2017). How gamification motivates: An experimental study 
of  

the effects of specific game design elements on psychological need satisfaction. Computers in Human 
Behavior, 69, 371-380. https://doi.org/10.1016/j.chb.2016.12.033  

Sanchez, D. R., Langer, M., & Kaur, R. (2020). Gamification in the classroom: Examining the impact of 
gamified quizzes on student learning. Computers & Education, 144, 103666. 
https://doi.org/10.1016/j.compedu.2019.103666  

Schunk, D. H., Pintrich, P. R., & Meece, J. L. (2008). Motivation in Education: Theory, Research, and Applications.  
Pearson. https://doi.org/10.1016/j.compedu.2019.103666  

Semaan, G., & Yamazaki, K. (2015). The relationship between global competence and  
language learning motivation: An empirical study in critical language classrooms. Foreign Language 
Annals, 48(3), 511-520. https://doi.org/10.1111/flan.12146  

Stansbury, J. A., & Earnest, D. R. (2017). Meaningful gamification in an industrial/  
Organizational psychology course. Teaching of Psychology, 44(1), 38-45. 
https://doi.org/10.1177/0098628316677645  

Swain, M., & Lapkin, S. (2002). Talking it through: Two French immersion learners’ response  
to reformulation. International journal of educational research, 37(3-4), 285-304. 
https://doi.org/10.1016/S0883-0355(03)00006-5  

Sykes, J.M., Reinhardt, J., Thorne, S.L. (2010). Multiuser Digital Games as Sites for Research  
and Practice. In: Hult, F. (eds) Directions and Prospects for Educational Linguistics. Educational 
Linguistics, vol 11 (pp. 117-135). Springer. https://doi.org/10.1007/978-90-481-9136-9_8  

Thorne, S. L. (2008). Transcultural communication in open Internet environments and massively multiplayer  
online games. In S. Magnan (ed.) Mediating Discourse Online (pp. 305-330). John Benjamins Publishing  
Company. 

Thorne, S. L., Black, R. W., & Sykes, J. M. (2009). Second language use, socialization, and learning in Internet  
interest communities and online gaming. Modern Language Journal, 93, 802-821. 
https://doi.org/10.1111/j.1540-4781.2009.00974.x  

Van Yperen, N. W., Elliot, A. J., & Anseel, F. (2009). The influence of mastery-avoidance goals on 
performance  

improvement. European Journal of Psychology, 39(6), 932-943. https://doi.org/10.1002/ejsp.590  
Vygotsky, L. S. (1978). Socio-cultural theory. Mind in Society, 6(3), 23-43. 
Wen, X. (1997). Motivation and language learning with students of Chinese. Foreign Language Annals, 3(2), 235- 

251. https://doi.org/10.1111/j.1944-9720.1997.tb02345.x  
Werbach, K. (2014). (Re) defining gamification: A process approach. In International Conference on Persuasive  

Technology (pp. 266-272). Springer. 
Wolters, C. A. (2004). Advancing achievement goal theory: Using goal structures and goal orientations to 

predict students’ motivation, cognition, and achievement. Journal of Educational Psychology, 96(2), 236-
250. 

Wood, D., Bruner, J.S, & Ross, G. (2006). The role of tutoring in problem solving. In J.S. Bruner (Ed)., In search  



Miller de Rutte & López  Gamification in language learning 

 

of pedagogy. Volume 1. The selected works of Jerome S. Bruner (pp. 198-208). Routledge.  
Woodruff, E. B. (2021). Variety in Second Language Instruction: Student Engagement in SLA 
Xi, J., & Lantolf, J. P. (2021). Scaffolding and the zone of proximal development: A problematic relationship.  

Journal for the Theory of Social Behaviour, 51(1), 25-48. https://doi.org/10.1111/jtsb.12260 


