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Abstract

This working paper examines how the systematization of a gamified teaching
experience contributes to improving pedagogical practices in English as a Foreign Language
(EFL) during the teaching practicum. Using a qualitative and interpretive approach based on
the systematization of educational experiences, the study reconstructs and critically analyzes
the implementation of gamified lessons with fifth-grade students at Metropolitano del Sur
public school in Bucaramanga, Colombia. Documentary sources, reflective journals, mentor
observations, and classroom artifacts were used to understand the pedagogical process.
Findings indicate that gamification can enhance students’ participation, motivation, and
willingness to communicate in English when game elements are aligned with communicative
objectives and supported by formative feedback. The study highlights the importance of
reflective practice and contextual adaptation, showing that systematization transforms lived

experiences into professional knowledge that can guide future EFL teaching practices.

Keywords: Gamification, English as a Foreign Language (EFL), Teaching practicum,

Reflective practice, Systematization of experiences.
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Resumen

Este documento de trabajo examina como la sistematizacion de una experiencia
docente gamificada contribuye a mejorar las practicas pedagdgicas en la ensenanza del inglés
como lengua extranjera (EFL) durante las practicas docentes. Mediante un enfoque cualitativo
e interpretativo basado en la sistematizacion de experiencias educativas, el estudio
reconstruye y analiza criticamente la implementacion de lecciones gamificadas con alumnos
de quinto grado en la escuela ptblica Metropolitano del Sur de Bucaramanga, Colombia. Se
utilizaron fuentes documentales, diarios reflexivos, observaciones de mentores y artefactos
del aula para comprender el proceso pedagogico. Los resultados indican que la gamificacion
puede mejorar la participacion, la motivacion y la disposicion de los estudiantes para
comunicarse en inglés cuando los elementos del juego estan alineados con los objetivos
comunicativos y respaldados por retroalimentacion formativa. El estudio destaca la
importancia de la practica reflexiva y la adaptacion contextual, mostrando que la
sistematizacion transforma las experiencias vividas en conocimiento profesional que puede

guiar futuras practicas de ensefianza de EFL.

Palabras clave: Gamificacion, inglés como lengua extranjera (EFL), Préacticas

docentes, Practica reflexiva, Sistematizacion de experiencias
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Introduction

English as a Foreign Language (EFL) teaching has faced increasing demands for
pedagogical innovation, learner engagement, and context-responsive instructional practices.
Low student participation, uneven motivation, limited communicative use of English, and weak
connections between instructional design and learners’ experiences have remained persistent
challenges in many EFL classrooms. Within this context, gamification emerged as a
pedagogical approach that integrated game design elements into educational settings to promote
engagement, participation, and goal-oriented learning (Deterding et al., 2011; Hamari et al.,
2014). Previous research suggested that its effectiveness depended largely on instructional
design quality, contextual adaptation, and pedagogical mediation (Sailer & Homner, 2020;
Zhang & Hasim, 2023).

Previous studies associated gamification with higher learner motivation, greater classroom
engagement, improved oral performance, reading comprehension, formative assessment, and
more positive attitudes toward language learning when game mechanics were aligned with
pedagogical objectives (Dehghanzadeh et al., 2021; Vergara-Pareja et al., 2021; Chan & Lo,
2024; Zhang & Crawford, 2024; Cheng et al., 2025).

Nevertheless, researchers also reported important limitations related to excessive
competition, weak alignment with linguistic goals, technological constraints, and insufficient
teacher preparation (Luo, 2024; Li et al., 2025). Consequently, further analyses of authentic
classroom experiences remained necessary.

This working paper systematized a pedagogical experience developed during the teaching
practicum. Systematization was understood as a process of critically reconstructing and
interpreting educational practice to identify its internal logic, tensions, decisions, and learning
outcomes rather than merely evaluating results. According to Jara Holliday (2018),
systematization focuses on understanding the meanings generated throughout an educational
experience and transforming them into knowledge that informs future pedagogical action. This

perspective was particularly relevant in practicum settings, where professional knowledge was
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constructed through planning, implementation, reflection, and adaptation rather than through
instructional outcomes alone.

The study was guided by the following research question:

How could the systematization of a gamified teaching practicum contribute to the
development of more effective pedagogical practices in the teaching of English as a Foreign
Language?

The pedagogical experience analyzed in this study took place during the teaching
practicum at Metropolitano del Sur, a public school located in Bucaramanga, Colombia. The
intervention was implemented with one group of fifth-grade students who were beginning their
English as a Foreign Language learning process. A pre-service English teacher designed and
implemented the gamified lessons under the guidance of a mentor teacher who supervised and
supported the pedagogical process.

Rather than attempting to demonstrate that gamification was universally effective, the
study sought to understand the pedagogical conditions under which gamified strategies became
meaningful, the challenges that emerged during their implementation, and the professional
learning generated through reflective practicum experience. This perspective was consistent
with research showing that reflective practice enables pre-service teachers to interpret
contextual demands, question instructional assumptions, and transform classroom experiences
into professional knowledge (Farrell, 1999; Castanieda-Trujillo & Aguirre-Hernandez, 2018).

Methodologically, the study adopted a qualitative and interpretive approach based on the
systematization of educational experiences. The methodological framework was
interdisciplinary because it integrated theories of gamification, EFL pedagogy, learning
assessment, and reflective teacher education. The study followed the stages proposed by Jara
Holliday (2018): defining the point of departure, reconstructing the pedagogical process,
critically interpreting the experience, and communicating the lessons learned. This approach
was particularly appropriate because it allowed the analysis to focus not only on the
instructional products of the intervention but also on the reasoning, adaptations, and contextual
factors that shaped the teaching process.

The originality of this working paper lay in two complementary aspects. First, it examined
gamification from the perspective of a lived teaching practicum rather than from an

experimental or technology-centered approach. Second, it connected gamification with the
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Latin American tradition of systematization, emphasizing pedagogical processes instead of
isolated learning outcomes. Although empirical evidence on gamified EFL instruction has

increased considerably, relatively few studies have explored how pre-service teachers
reconstruct and reinterpret gamified interventions as sources of professional knowledge,
particularly in authentic school contexts where classroom decisions are made continuously
(Chan & Lo, 2024; Hong et al., 2025).

This study was relevant from both theoretical and practical perspectives. Theoretically, it
contributed to understanding gamification as a situated pedagogical strategy rather than merely
a motivational resource. Practically, it provided insights for planning, implementing, and
improving gamified EFL lessons through reflective practice. In addition, it offered guidance for
future pedagogical decision-making concerning student engagement, scaffolding, formative
feedback, and the responsible use of competition and rewards in language classrooms (Sailer &
Homner, 2020; Li et al., 2025).

The paper was organized into four sections. Following this introduction, the state of the art
reviewed the principal conceptual and empirical discussions on gamification, EFL learning, and
reflective practicum-based inquiry. The methodological section described the research design,
the institutional context, the participants, the sources of information, and the stages of the
systematization process. Finally, the references section compiled the scholarly sources that
supported the study. This submission therefore presented the project structure, the theoretical

framework, and the methodological development required for the partial report.
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Objectives
General objective

To examine the role of the systematization of a gamified teaching experience in
understanding and pedagogically projecting English as a Foreign Language (EFL) practices
during the teaching practicum with fifth-grade students at Metropolitano del Sur public school

in Bucaramanga.
Specific objectives

-To describe the pedagogical underpinnings and game components that underline

gamification in EFL teaching.

-To determine what contributions and tensions are being reported in the literature about

motivation, participation and language development in gamified EFL settings.

-To rebuild and critically analyze the practicum experience using a route of systematization

that links planning, implementation, reflection, and improvement proposals.
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State of the Art

Recent research on gamification in English as a Foreign Language (EFL) education has
increasingly focused on understanding how game elements can contribute to student
engagement, motivation, and language development in real classroom settings. Since 2016, the
literature has moved beyond defining gamification in general terms and has instead explored
how specific game mechanics influence pedagogical processes, learner participation, and
instructional design in EFL contexts.

Gamification is commonly understood as the application of game design elements in
non-game contexts (Deterding et al., 2011). Although this definition remains foundational,
more recent studies have expanded the discussion by examining how elements such as points,
badges, leaderboards, missions, feedback systems, and narrative structures function
pedagogically in language learning environments. Their educational value depends largely on
their alignment with learning objectives, assessment strategies, interaction patterns, and
students’ needs (Sailer & Homner, 2020; Chan & Lo, 2024).

Current evidence on gamification in education presents a moderately positive but
context-dependent panorama. Sailer and Homner (2020), through a meta-analysis, found that
gamification can positively influence cognitive, motivational, and behavioral learning
outcomes, although these effects are generally small to moderate and highly dependent on
instructional design quality. Similarly, Zhang and Hasim (2023), in a systematic review of
empirical studies on EFL/ESL instruction, reported that gamification has been associated with
improvements in learner engagement, language performance, and emotional involvement
across different educational settings.

In language teaching specifically, recent studies have shown that gamified instruction
may support more meaningful and participatory learning experiences. Dehghanzadeh et al.
(2021) concluded that digital gamification can contribute positively to English language
learning when it is purposefully integrated into classroom practice. Chan and Lo (2024) further
argued that gamification becomes more effective when it is understood as a pedagogical design

strategy rather than merely a motivational supplement.
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Motivation and engagement remain central analytical categories in recent EFL research.
Zhang and Crawford (2024) found that gamified formative assessment tools such as Quizizz
can increase students’ willingness to participate through immediate feedback, competitive
dynamics, and challenge-based activities. Likewise, Li et al. (2025) emphasized the importance
of visible progress, continuous feedback, and low-stakes assessment activities in sustaining
learner engagement over time. These findings are especially relevant in teaching practicum
contexts, where pre-service teachers must balance participation, classroom management, and
language development simultaneously.

Another important area of recent research concerns language development outcomes.
Vergara-Pareja et al. (2021) reported improvements in oral English performance among young
learners through gamified educational activities, particularly in vocabulary, pronunciation,
fluency, and grammar. Similarly, Cheng et al. (2025) demonstrated that gamified interventions
positively affected reading comprehension and language enjoyment among Chinese
undergraduate EFL students. Maimaiti and Hew (2025) also found that gamified self-regulated
learning environments improved students’ reading comprehension, motivation, self-regulation
skills, and engagement patterns.

Recent literature also highlights important limitations and challenges associated with
gamification. Luo (2024) demonstrated that teachers’ acceptance of gamified EFL tools
depends strongly on perceived usefulness and ease of use, suggesting that teacher agency and
digital confidence are essential for successful implementation. In addition, Hong et al. (2025)
found that students demonstrate differentiated preferences regarding game elements, meaning
that gamified instruction should respond to diverse learner profiles rather than relying on
uniform motivational assumptions.

Overall, recent studies suggest that gamification can contribute positively to EFL
learning when implemented with clear pedagogical intentionality, meaningful communicative
tasks, formative feedback, and contextual adaptation. However, the literature also indicates the
need for more reflective and process-oriented studies that examine how pre-service teachers
experience, interpret, and redesign gamified pedagogical practices during their teaching

practicum.
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One of the common weaknesses in the literature is the possibility of overestimating
novelty effects. Zhang and Hasim (2023) found technical issues, the temporary nature of certain
motivational benefits, and the potential adverse impact of too much competition to be
significant disadvantages. Dehghanzadeh et al. (2021) also observed that even though
gamification can create positive experiences, it can yield uneven results when technological
access, quality of feedback, or pedagogical coherence is low. This is why the literature focuses
more on calibrated gamification: the selective application of mechanics that facilitate
communication, autonomy, and long-term engagement without substituting learning goals
(Chan and Lo, 2024; Li et al., 2025).

Another theoretical axis that can be applied to the current working paper is reflective
practicum-based learning. Farrell (1999) claimed that reflective practice in EFL teaching is only
meaningful when teachers critically analyze their beliefs, instructional choices, and classroom
experiences rather than merely accumulating techniques. Practicum reflection has been
identified as one of the most important spaces for developing contextual awareness,
professional identity, and pedagogical reinterpretation in teacher education. Likewise,
Castafieda-Trujillo and Aguirre-Hernandez (2018) demonstrated that the written reflections of
pre-service English teachers throughout the practicum reveal a growing awareness of classroom
realities and the importance of mentorship and situated interpretation. Together, these studies
suggest that pedagogical innovation becomes professional knowledge only when it is critically

processed through reflection.

In the context of systematization, Jara Holliday (2018) proposes the historical
reconstruction, critical interpretation, and transformation of educational experiences into
communicable knowledge that informs future action. This perspective is particularly valuable
for research on gamification during the teaching practicum because most published studies
focus on learning outcomes, technological resources, or motivational effects, whereas
comparatively fewer studies examine the lived pedagogical experience, including how teachers
designed the intervention, how students responded, what challenges emerged, what adaptations
were required, and what lessons informed future practice. Consequently, a gap remains between
evidence demonstrating that gamification can be effective and understanding how pre-service
teachers construct professional knowledge through its implementation in authentic EFL

classrooms.
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The current working paper addresses this gap. Rather than validating the already well-
documented motivational benefits of gamification, it seeks to integrate three perspectives that
have often been examined separately: gamification as pedagogical design, EFL teaching as
communicative classroom practice, and systematization as a critical approach to transforming
classroom experiences into professional learning. This articulation provides a process-oriented

perspective that may contribute to both teacher education and pedagogical innovation.
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Methodological Route

The proposed methodological development for this working paper was a qualitative
study based on the systematization of educational experiences. It adopted an interpretive and
critical design because it sought to understand the pedagogical meanings, decisions, tensions,
and transformations that emerged throughout the implementation of gamified EFL lessons. This
methodological choice was aligned with the research question, which focused on reconstructing
and interpreting a lived pedagogical process rather than experimentally verifying predetermined
outcomes (Jara Holliday, 2018; Castafieda-Trujillo & Aguirre-Hernandez, 2018).

The experience systematized was the implementation of gamification as a pedagogical
approach during an EFL teaching practicum. Operationally, the unit of analysis was the
pedagogical process through which a pre-service English teacher planned, implemented,
reflected on, and refined a sequence of four gamified lessons. The intervention took place at
Metropolitano del Sur, a public school in Bucaramanga, Colombia, and involved one group of
25 fifth-grade primary-school students, one pre-service English teacher, and one mentor
teacher. The instructional sequence consisted of four lessons designed under different
pedagogical approaches: (1) a Presentation—Practice-Production (PPP) lesson, (2) an
Experiential Learning lesson, (3) a Flipped Classroom lesson, and (4) a Gamification lesson
plan that integrated game mechanics throughout the instructional process. This participant
profile and instructional sequence defined the scope of the systematized practicum experience
and situated the pedagogical intervention within a specific school-based EFL context.

Since the aim of the study was to gain an in-depth understanding of a pedagogical
experience, the sampling strategy was purposeful rather than probabilistic. Participants and
documents were selected because they were directly involved in the gamified teaching process
and therefore constituted information-rich sources. The documentary corpus consisted of the
four lesson plans, reflective journals written throughout the practicum, mentor observation
reports, classroom artifacts, assessment rubrics, photographs of classroom activities, and post-
lesson reflections. Together, these materials provided the evidence required to reconstruct and
critically interpret the pedagogical process.

The logic of the systematization followed the stages proposed by Jara Holliday (2018).
The first stage consisted of defining the point of departure by identifying the experience, its

participants, and the central research question. In this study, the focus was placed on the
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implementation of the four gamified EFL lessons and the pedagogical decisions that shaped
their development. The second stage involved reconstructing the lived pedagogical process
chronologically. This reconstruction included the contextual conditions, instructional
objectives, selection of game elements, classroom activities, students' responses, challenges
encountered, adaptations introduced, and the outcomes observed throughout the intervention.
A chronological matrix was used to organize the planning, implementation, and reflective
stages of each lesson.

The third stage involved the critical interpretation of the experience. Rather than merely
describing the intervention, the analysis examined it through conceptual categories derived
from the literature. The preliminary analytical categories included: (a) pedagogical purpose of
gamification, (b) learner motivation and participation, (c) language learning opportunities, (d)
classroom management and interaction, (e) formative feedback and assessment, and (f)
tensions, limitations, and redesign decisions. These categories remained open to refinement
throughout the analysis as new themes emerged inductively from the data. The final stage
focused on drawing conclusions and identifying lessons learned that could inform future
implementations of gamified EFL instruction. The primary data collection techniques were
documentary and reflective. First, all available pedagogical records generated during the four
instructional sessions were collected and organized. Second, reflective narratives produced
during and after the intervention were analyzed to identify pedagogical reasoning, perceived
successes, emerging concerns, and instructional adjustments. Third, mentor observations
provided an additional perspective for understanding classroom events and validating
interpretations. If considered methodologically appropriate by the research advisor, a short
semi-structured interview with the pre-service teacher or the mentor teacher could also be
conducted to clarify critical incidents, instructional decisions, and retrospective interpretations.
This additional technique would broaden the explanatory scope of the systematization without
altering its qualitative nature.

Data analysis was conducted through thematic analysis supported by chronological
reconstruction matrices and category coding. The first analytical step involved organizing the
documentary evidence according to the successive stages of the practicum and the four gamified
lessons. The second step consisted of open coding to identify recurring themes, critical

incidents, students' responses, and pedagogical decisions. Finally, the emerging codes were
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grouped into broader interpretive categories connected to the theoretical framework. This
analytical process allowed the study to move beyond describing what occurred toward
explaining why the pedagogical process unfolded as it did and what implications could be
drawn for future EFL teaching practice (Farrell, 1999; Jara Holliday, 2018).

To ensure methodological rigor, several quality criteria associated with qualitative
research were considered. Credibility was strengthened through the triangulation of multiple
sources of evidence, including lesson plans, reflective journals, mentor observations, and
classroom artifacts. Dependability was addressed by maintaining a transparent audit trail
documenting the organization of the evidence, coding procedures, and analytical decisions.
Confirmability was promoted by grounding interpretations in documented evidence rather than
subjective impressions. Although statistical generalization was not intended, transferability was
supported through a detailed description of the educational context, the participants, the four
instructional sessions, and the conditions under which the gamified intervention was
implemented. Ethical considerations guided the entire research process. The confidentiality of
participants and the integrity of the school context were protected through the use of
pseudonyms or identification codes whenever necessary. Images or visual materials were
included only with prior authorization, and no identifying information about minors or the
educational institution was disclosed without permission. Because this working paper emerged
from a teaching practicum, the ethical perspective also emphasized the formative nature of the
experience. The purpose was not to evaluate individual performance but to critically learn from
the pedagogical process in order to improve future teaching practice. The methodological
pathway was expected to generate three complementary outcomes. First, it would provide a
chronological reconstruction of the four gamified EFL lessons implemented during the
practicum. Second, it would offer a critical interpretation of the pedagogical value, challenges,
and limitations of gamification within a real school context. Third, it would generate practical
recommendations for redesigning future gamified lessons, particularly regarding the selection
of game mechanics, language scaffolding, formative assessment, and the balance between
student engagement and language learning objectives. In this way, the methodological process
remained consistent with the purpose of educational systematization: transforming lived
pedagogical experience into practical knowledge capable of informing and improving future

educational practice.
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Results and Discussion
Recovery of the Lived Process

The pedagogical experience systematized in this working paper took place during the
teaching practicum at Metropolitano del Sur, a public school in Bucaramanga, Colombia. The
participating group consisted of fifth-grade primary school students who were in an early stage
of formal contact with English as a Foreign Language. Throughout the process, a pre-service
teacher designed and implemented a sequence of gamified EFL lessons, with the guidance of a
mentor teacher who observed and provided ongoing feedback on the intervention.

The development of the experience unfolded across three interconnected moments:
lesson planning, classroom implementation, and post-session reflection. From the very
beginning, it became evident that the pre-service teacher needed to navigate a dual challenge
designing activities that would genuinely capture students' attention while ensuring that the
game elements chosen actually served the linguistic objectives of each lesson. This tension is
not foreign to the literature: as Chan and Lo (2024) have argued, the most encouraging results
in gamified EFL settings emerge when game mechanics are treated as pedagogical spaces rather
than motivational add-ons layered onto otherwise unchanged instruction.

The activities designed and implemented during the practicum included point systems
for oral participation, team-based vocabulary missions, visible progress boards accessible to all
groups, and immediate feedback delivered through symbolic badges. Each session opened with
the activation of a daily mission that situated the class within a broader narrative framework
centered on solving English-language challenges. This type of narrative structure has been
identified by Dehghanzadeh et al. (2021) as one of the gamified elements with the greatest
potential to generate positive learning experiences, provided it is coherently integrated with the

communicative tasks at hand.

During the first sessions, student participation was hesitant but gradually increasing.
Many students showed noticeable insecurity when speaking English in front of their peers,
which constrained the natural flow of the oral interaction activities that had been planned.
However, as sessions progressed, a meaningful shift was observed: teams began to take more

ownership of the activities, more attempts at communication in the target language were heard
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across the room, and students who had previously avoided participating started to engage more
actively when the gamified format reduced their individual exposure to making mistakes in
public. This pattern aligns with what Vergara-Pareja et al. (2021) documented in their research
on the strengthening of oral English skills in young EFL learners through gamification:
collaborative game structures tend to reduce linguistic anxiety and create more favorable

conditions for oral production.

A particularly significant moment occurred during the third session, when a vocabulary
challenge, activity was introduced in which teams had to name classroom objects in English
under time pressure. The moderate competitive dynamic generated by the format triggered a
level of participatory energy that had not been achieved through more conventional activities.
However, a tension also surfaced: students with a stronger command of English tended to
dominate the turns, while less confident peers chose to remain silent. This difficulty prompted
a redesign in subsequent sessions, incorporating rotating roles within each team to ensure that
every student had equitable opportunities to use the language. As Luo (2024) warns, teacher
agency is irreplaceable in gamified processes: even a pedagogically appealing design can fall

short when it is not adjusted in real time to the actual dynamics of the classroom.

The documentary sources used to reconstruct this process included the four lesson plans,
the mentor teacher's observation reports, students' written products, classroom assessment
records, and photographs documenting the implementation of the gamified activities. These
complementary sources strengthened the credibility of the interpretation through data
triangulation, as they provided different perspectives on the same pedagogical process (Jara

Holliday, 2018).
In-Depth Reflections

The reflective analysis of the experience made it possible to identify several significant
pedagogical learnings that go well beyond a simple description of what took place. First, it
became clear that gamification does not produce its effects automatically or merely by
introducing playful elements into the lesson. The pedagogical value of the strategies
implemented was proportional to the degree of coherence between the game mechanics chosen
and the communicative objectives of each session. When that coherence existed, students

showed greater willingness to take linguistic risks; when it did not, the game became an end in
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itself and the actual use of English receded into the background. This finding is consistent with
the caution raised by Sailer and Homner (2020), who found that the positive effects of
gamification are small to moderate and depend heavily on the quality of the instructional design

behind them.

Second, the reflection on the process revealed that student motivation was a dynamic
and uneven phenomenon rather than a uniform response. While most students reacted positively
to the gamified formats, some children responded with indifference or even mild frustration
toward the competitive elements. This motivational variability had already been anticipated by
Hong et al. (2025), who demonstrated that EFL learners hold differentiated preferences
regarding game elements, implying that gamified design cannot generically assume which
mechanic will work for every student. This realization led the pre-service teacher to diversify
participation formats, incorporating both individual and collaborative challenges to

accommodate different learner profiles within the same group.

Third, the experience highlighted the importance of formative feedback as a central
articulator of the gamified process. The sessions in which the pre-service teacher provided
immediate and specific feedback on English language use not just on performance in the game
were precisely those in which students showed greater linguistic awareness and stronger
readiness to self-correct. This finding resonates with the results reported by Zhang and
Crawford (2024), who found that integrated immediate feedback in gamified environments
reinforces learners' desire to stay engaged with English learning, and with Li et al. (2025), who
identified visible progress and continuous feedback as core components for sustaining student

commitment over time.

The reflection also brought to surface tensions inherent to the practicum context itself.
Curricular time constraints, the school's technological limitations, and the need to manage both
the game and classroom discipline simultaneously represented real obstacles that theory does
not always anticipate. These challenges are coherent with what Dehghanzadeh et al. (2021)
noted in their systematic review: when technological access, pedagogical coherence, or
feedback quality are insufficient, the outcomes of gamification are likely to be uneven.

Acknowledging these limitations does not invalidate the experience quite the opposite. It is
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precisely in the friction between an idealized design and the realities of an actual classroom that

situated pedagogical knowledge is built (Farrell, 1999).
Key Findings

The results derived from the systematization of this experience point in three
complementary directions. The first concerns the impact of gamification on students' oral
participation. Across the sessions, a progressive increase was documented in both the frequency
and the quality of students' attempts to communicate in English, particularly during those
activities in which the gamified format reduced individual exposure to error and encouraged
collaborative interaction. This change was especially visible among students who, at the
beginning of the intervention, consistently avoided speaking English in front of the group.
Team-based formats and progressive challenges appear to have functioned as both affective and
linguistic scaffolding, a condition that Vergara-Pareja et al. (2021) have identified as a

determining factor for the strengthening of oral competence in school-based EFL contexts.

The second direction points to pedagogical coherence as a non-negotiable condition for
effective gamification. The data analyzed suggest that not all game elements introduced the
same value into the learning process: those directly linked to real communicative tasks, such as
contextualized vocabulary missions or team-based oral production challenges, generated more
meaningful opportunities for English use than those primarily oriented toward competitive
performance. This distinction between gamification as pedagogical design and gamification as
surface-level motivation, emphasized by Chan and Lo (2024), proved to be one of the most

productive interpretive axes throughout the analysis.

The third direction relates to the professional learning of the pre-service teacher herself.
The systematization of the process did not merely document what students did, but also
illuminated the decision-making journey of the one who taught: what was assumed during
planning, what had to be adjusted during implementation, and what was understood differently
upon reflecting on what had been lived. This kind of situated professional learning is precisely
what Jara Holliday (2018) considers the central purpose of systematization: not to evaluate final
results, but to understand the internal logic of the process so that it can meaningfully guide

future action. In keeping with Castafieda-Trujillo and Aguirre-Hernandez (2018), the
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experience confirms that reflective teaching practice remains one of the most fertile spaces for

the construction of pedagogical knowledge among pre-service EFL teachers.

Taken together, these findings support the argument that gamification, when
implemented with deliberate pedagogical intentionality, can make a meaningful contribution to
strengthening the teaching of English as a Foreign Language. This is not a claim for a universal
solution or an infallible formula, but rather a recognition of a strategy with genuine potential to
transform classroom dynamics, increase student participation, and create more favorable
conditions for the development of communicative competence in English. This conclusion is
supported by evidence gathered throughout the intervention, including the four lesson plans,
mentor observation reports, students' learning products, classroom assessment records, and
photographs documenting the implementation of the gamified activities. Together, these
sources provide a consistent reconstruction of the pedagogical process and strengthen the
credibility of the findings.

Based on these results, the first proposal is the systematic integration of gamification
into the primary school English curriculum, not as a closing activity or occasional motivational
resource, but as an organizing axis of instructional design. This integration must ensure that the
game mechanics selected respond to clear linguistic objectives, accommodate inclusive
participation formats for different learner profiles, and embed formative feedback cycles that
keep the focus on English use rather than solely on game performance. This recommendation
aligns with the conclusions of Li et al. (2025), who propose that gamified formative assessment
should be articulated with visible progress strategies, continuous feedback, and low-stakes
activities in order to sustain student engagement over time.

The second proposal is the design of structured reflection protocols for pre-service
teachers who implement gamified strategies. Since gamification requires constant adjustments
in response to how students are engaging, the ability to critically observe one's own practice
and adapt the design in real time is essential. Tools such as lesson analysis protocols,
chronological reconstruction matrices, mentor feedback, and classroom observation records can
strengthen this reflective process and transform each teaching session into an opportunity for
professional learning (Farrell, 1999; Jara Holliday, 2018).

The third proposal calls for greater attention to the individual and contextual variability

of learners when selecting and calibrating game elements. As Hong et al. (2025) make clear,
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EFL learners' preferences regarding gamification mechanics are not uniform, which
means that teachers must develop a diagnostic sensitivity that allows them to identify what kind
of challenge, what level of competition, and what form of recognition is most motivating for a
given group. That sensitivity is not acquired theoretically; rather, it is built through the process
of implementing, observing, reflecting, and adjusting teaching practices.

This interpretation was supported by the reflective field journal written during the
practicum. After the fourth gamified session, the following observation was recorded:

"Students showed greater enthusiasm when they worked collaboratively than when they
competed individually. Several learners who had participated only occasionally in previous
lessons became more willing to answer questions and interact with their classmates during the
team challenges. However, some students focused more on earning points than on using English
accurately, suggesting that game mechanics should always remain aligned with the language-
learning objectives."

This reflection illustrates that students responded differently to the gamified activities
and reinforces the importance of continuously adapting instructional decisions according to
learners' needs, participation patterns, and classroom dynamics.

In sum, the present systematization contributes to the field of EFL education by
providing a type of knowledge that experimental research rarely produces: an understanding of
the pedagogical process from the inside, including its tensions, adjustments, and unexpected
learning opportunities. The conclusions presented in this study were supported by multiple
sources of evidence, including the lesson plans, students' learning products, photographic
records, mentor teacher observations, and the reflective field journal. Together, these sources
made it possible to reconstruct the pedagogical experience critically and identify lessons that
may guide future classroom practice.

When communicated with honesty and analytical rigor, this knowledge has formative
value not only for the pre-service teacher who experienced it but also serves as a practical and
theoretical reference for other teachers in training who face similar challenges in their own EFL

classrooms.
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Conclusions

The central objective of this working paper was to examine how the systematization of
a gamified teaching experience could contribute to understanding, improving, and projecting
pedagogical practice in the teaching of English as a Foreign Language during the practicum.
Looking back at the full arc of the process from the initial planning of the gamified lessons to
the reflective reconstruction of what was lived it is possible to affirm that this objective was not
only met, but that the very process of meeting it generated a kind of learning that goes beyond
what any lesson plan or outcome measure could have captured on its own. Systematization, as
Jara Holliday (2018) argues, is not about judging whether something worked or did not work;
it is about understanding why the experience unfolded the way it did, and what that

understanding means for the future.

Figure 1. Students participating in the Presentation-Practice-Production (PPP) lesson.

Source: Author's own photograph.

The conclusions drawn here emerge directly from the evidence gathered throughout the
intervention: the pre-service teacher's reflective journals, the mentor's observation reports, the
lesson plans and their real-time adjustments, and the documented responses of fifth-grade EFL
students at Metropolitano del Sur. Each of these sources contributed a different layer of
meaning to the overall picture. What the reflective journals captured in terms of uncertainty,
decision-making, and gradual pedagogical clarity, the observation reports confirmed or
complicated from an external perspective, and the student artifacts and participation patterns

gave concrete shape to what had otherwise been impressionistic assessments of engagement



% SYSTEMATIZING GAMIFIED EFL TEACHING 22

and language use. Together, they validate the core finding of this study: that gamification, when
designed with pedagogical intentionality rather than deployed as a motivational shortcut,
creates conditions in which EFL learners are more willing to take communicative risks, more

responsive to formative feedback, and more actively involved in their own learning process.

This finding enriches the existing conversation in EFL education in at least two ways.
Theoretically, it adds weight to the position held by Chan and Lo (2024) and Sailer and Homner
(2020) that the value of gamification is not intrinsic to its game mechanics but is produced
through the quality of the pedagogical design surrounding them. Points, badges, and
leaderboards do not teach English but when they are coherently tied to oral production tasks,
collaborative vocabulary challenges, and low-stakes communication activities, they can lower
the affective barriers that often prevent young learners from engaging with the foreign language.
Methodologically, the study demonstrates that systematization is a rigorous and accessible tool
for pre-service teachers to make sense of their own practice, not as a bureaucratic exercise, but
as a genuine mode of professional inquiry. The analytical categories developed throughout the
process pedagogical coherence, motivational variability, formative feedback, and real-time
adaptation offer a conceptual vocabulary that other practitioners can adapt and apply in their
own contexts.

In terms of practical implications, the experience points toward several concrete actions
that could improve EFL teaching in similar school settings. The first is to treat gamified design
as a planning commitment rather than an improvisation: the pre-service teacher's most
successful sessions were those in which game elements had been thought through in relation to
specific communicative objectives, not added to the lesson after the fact. The second is to build
structured reflection into the practicum routine from the beginning, not as a requirement to
fulfill but as an actual working tool. The moments of deepest professional learning in this
experience did not occur during the lessons themselves, but in the written reflections that
followed them particularly when those reflections were guided by questions about what students
were actually doing with English, rather than just whether the activity went well. The third
practical implication concerns equity of participation: any gamified activity that relies on
competitive speed or individual performance will systematically disadvantage less confident or
less proficient learners, and this needs to be addressed through intentional design choices such

as rotating roles, team-based accountability, and varied formats for language production.
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figure 2. Students completing activities during the Experiential Learning lesson.

Source: Author's own photograph.

It would be dishonest, however, to present these conclusions without acknowledging
the limitations that shaped them. The experience documented here involved a single group of
students, one pre-service teacher, and a specific institutional context defined by its own material
conditions, scheduling pressures, and pedagogical culture. The findings are not statistically
generalizable, nor were they intended to be. What they offer is a thick, contextualized account
of how one gamified EFL intervention was lived, adjusted, and understood and that kind of
knowledge, while bounded, carries genuine transferability for practitioners who recognize their
own situation in it. It is also worth noting that the scope of the systematization was limited by
the duration of the practicum itself, which meant that some of the redesign decisions made
toward the end of the intervention could not be fully implemented or assessed within the time
available.

These limitations, rather than closing the inquiry, open it up toward future directions
that deserve serious attention. Future research could expand the systematization of gamified
EFL experiences to other educational levels particularly secondary school and higher education
contexts where the linguistic demands and motivational dynamics differ substantially from
those of primary school. It would also be valuable to conduct comparative systematizations
across different institutional settings, including private schools, rural schools, and urban public
schools, to understand how contextual factors shape both the design and the reception of
gamified strategies. Another productive line of inquiry would involve the voices of students

more explicitly: the present study relied primarily on the pre-service teacher's perspective and
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the mentor's observations, but a systematization that incorporates structured student reflections
on their own learning process would produce a considerably richer interpretive picture.
Figure 3. Students participating in the vocabulary challenge during the Flipped

Classroom lesson.

Source: Author's own photograph.

What this experience ultimately leaves behind is not a checklist for gamifying English
lessons, but something more durable: a way of looking at teaching practice as something worth
understanding carefully, not just performing efficiently. The pre-service teacher who
documented, adjusted, and reflected on this intervention did not emerge from the practicum
simply with more techniques she emerged with a different relationship to her own pedagogical
decisions. That shift, from unreflective execution to critical awareness, is what Farrell (1999)
and Castafieda-Trujillo and Aguirre-Herndndez (2018) have long argued is the true outcome of

a meaningful practicum. And it is, in the end, what systematization makes possible.

Figure 4. Students participating in the final gamified English lesson.

Source: Author's own photograph.



% SYSTEMATIZING GAMIFIED EFL TEACHING 25

References

Castafieda-Trujillo, J. E., & Aguirre-Hernandez, A. J. (2018). Pre-service English teachers’
voices about the teaching practicum. HOW, 25(1), 156-173.
https://doi.org/10.19183/how.25.1.420

Chan, S., & Lo, N. (2024). Enhancing EFL/ESL instruction through gamification: A

comprehensive review of empirical evidence. Frontiers in Education, 9, Article
1395155. https://doi.org/10.3389/feduc.2024.1395155
Cheng, J., Lu, C., & Xiao, Q. (2025). Effects of gamification on EFL learning: A quasi-

experimental study of reading proficiency and language enjoyment among Chinese
undergraduates. Frontiers in Psychology, 16, Article 1448916.
https://doi.org/10.3389/fpsyg.2025.1448916

Dehghanzadeh, H., Fardanesh, H., Hatami, J., Talaee, E., & Noroozi, O. (2021). Using

gamification to support learning English as a second language: A systematic review.
Computer Assisted Language Learning, 34(7), 934-957.
https://doi.org/10.1080/09588221.2019.1648298

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

gamefulness: Defining “gamification.” In Proceedings of the 15th International
Academic MindTrek Conference: Envisioning Future Media Environments (pp. 9—15).
ACM. https://doi.org/10.1145/2181037.2181040

Farrell, T. S. C. (1999). Reflective practice in an EFL teacher development group. System,
27(2), 157-172. https://doi.org/10.1016/S0346-251X(99)00014-7
Hong, J. C., Hwang, M. Y., Liu, M. C,, Ho, H. Y., & Chen, Y. L. (2025). EFL university

students’ differentiated preferences for game elements in gamified instruction.
[Complete publication details should be verified].

Hong, Y., Saab, N., & Admiraal, W. (2025). EFL university students’ game element
preferences and learning needs: Implications for the instructional design of digital
gamified classes. System, 131, Article 103670.
https://doi.org/10.1016/].system.2025.103670

Jara Holliday, O. (2018). La sistematizacion de experiencias: Prdctica y teoria para otros

mundos posibles. CINDE.



% SYSTEMATIZING GAMIFIED EFL TEACHING 26

Li, C., Fryer, L. K., & Chu, S. K. W. (2025). Utilising gamified formative assessment to
support English language learning in schools: A scoping review. Innovation in
Language Learning and Teaching, 19(2), 188-204.
https://doi.org/10.1080/17501229.2024.2352789

Luo, Z. (2024). Factors contributing to teachers’ acceptance intention to gamified EFL tools:

A scale development study. Educational Technology Research and Development,

72(2), 447-477. https://doi.org/10.1007/s11423-023-10249-6

Maimaiti, G., & Hew, K. F. (2025). Gamified self-regulated learning improves EFL reading
comprehension, motivation, self-regulation skills and process patterns: Quasi-
experiment with process mining. Computers & Education.

https://doi.org/10.1016/j.compedu.2025.105240

Sailer, M., & Homner, L. (2020). The gamification of learning: A meta-analysis. Educational
Psychology Review, 32(1), 77-112. https://doi.org/10.1007/s10648-019-09498-w
Vergara-Pareja, C. M., Nielsen-Nifo, J. B., & Nifio-Vega, J. A. (2021). La gamificaciéon y el

fortalecimiento de la habilidad oral en inglés a nifios de primera infancia. Revista de
Investigacion, Desarrollo e Innovacion, 11(3), 569-578.
https://doi.org/10.19053/20278306.v11.n3.2021.13355

Zhang, S., & Hasim, Z. (2023). Gamification in EFL/ESL instruction: A systematic review of

empirical research. Frontiers in Psychology, 13, Article 1030790.
https://doi.org/10.3389/fpsyg.2022.1030790

Zhang, 7., & Crawford, J. (2024). EFL learners’ motivation in a gamified formative
assessment: The case of Quizizz. Education and Information Technologies, 29(5),

6217-6239. https://doi.org/10.1007/s10639-023-12034-7




SYSTEMATIZING GAMIFIED EFL TEACHING 27

Annex’s

Anex’s A. Presentation—Practice—Production (PPP) Lesson Plan

Lesson Number: 1

Sestitution: Colegio Mgtr000E200 S0l Sur Sode B
Pre-service teacher's name: Anyi Yurani Rivera Rodrguer
Grase/ Lovel: 5°

Date of e 14/03/2025 i 2 howrs

objective:
By the end of the ksson, students will be 3bie to identify 3nd NAMe Parts of the Body in English
throwgh indivicual and group activities

Tearnog cuicome.

Studants will be abie 10 e phrases y i . SCh 35 "It & 2 small head,” to
Gescride the parts of thair Monster.

Warm up
Precedure Time
In dass, the teachar begin by two videos of songs That doal with body 10 minuts

ParTs. While the videos 3re PLIVING STuGEATs 3re invited to MOVE 10 the rhythm of the music,
thes promoting mobility and active participation of Jil. As the music plays, the teacher instrects
students to Sng the body Parns that are MENtoned, for SxAaMpe, when the SONg says
“shouiders,” students should touch their SROUIBErs 3t the SIME Lima 35 AIMing them NoT cnly
G065 this Synamic make learning more fun, Bt it A0 helps STUBENTS J5SOC e Words with
COMMRsponding acticns.

Video a1

€5 SANT0Tomas

Procedure Time
The toachar Bagins Dy iNrO0-GNG the vocabulary Of the parts of the ody: eyes, ears, mouth, 30 munuts
hand, feet, head, nosa, legs, shoulders, knees.

*  Vecabulary Presentation: Show pictures for @ach part of the body.

EDOVUBERE

*  Guided Repetition: kwite studens 10 r@peat phrases such as “They are ears.” "R &3
mouth,” and “They are hands™ after the regetition.

*  Active Practice: StuSents repeat the phrases 10 becoma famikar with the vocabulary and
use of the verb to be”

*  Action Commands: After this, the Teacher introduces the vocabulary by havieg the students
Pay AEAtion 1O COMMaNdS SuCh 36 “LouCh YOU @yes”, “IouCh YOUr MOLTH”, TOLh your
shouiders”, among others. This allows tham 10 identify 3md point out body parts whie
following instructions.

*  Review of Promouns. Before mowving 0n, the teacher makes 3 rief review of the pronouns
that will be used whan describing the parts of the body. Explains when 10 wse “they™ to
refer 10 plural parts (e, “They are shoulders™) and "it™ to refer to a single part (g, "R isa
MOuth™). This review @nsures that all tudents understand the differance and correctly use
Pronouns in their sentences.

Link Figshcards: b

Jfgoo.sujs

(Own creation)

2- Practice
Procedure Time
Activity # 1: 35 munuts

In this part of the lesson plan, the teacher crganizes 3 game of Bingo to renforce the
vacabulary of the parts of the body. The stegs of the activity are descrived below:

*  Game Explanation: The teacher explains 1o the STudents that thay will be playing Bingo
using pictures of the body parts. It tells tham that they must be Jttentive to the
Instractions amd that the goal & to be the first to compkete a line.

o Card Delivery: Tha toachar gives @ach sTudent a shoet with images of diffarent parts of
the body. Each Bingo card has 3 Unigue rrangement of thesa IMages.
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@B SaNTOTomss
e Development of the Game: The teacher begins 1o name the parts of the body out lowd, -

for @ampie, "Pead™ or "hands”™. Students should check 1o see if thay have the body parn
mentioned on thair card.

e Marking the Images: if 3 stusent has the comesgonding image on their card, place 2
small Bean grain on it 2 a marker.

e Bingo Wismer: The first student 10 complete a line, whether horizomtal, vertical, or
diagonal, must shout "Singol” to indicate that they have won. The teacher Chacks your
card to confem the winner.

Link Bingo: D10s /900 20D UUINV (Own craation)
Activity 82

The teacher presants an image of Mario Bros on the board and asks the children who want 10
participate in abaling Mario's Body parts to COMEe Lo the fromt. it ako offers tham the option of
doing 50 from thair seats.

e Image Presestation: The teacher shows the image of Mario Bros, capturing the
attention of the students.

*  Invitation to Participate: She encouwrages Childeon 1o COMe to the board if they wish to
participate. Those who prefer 10 stay in their seats can also participate by raising their
hancs.

* Body Part Labeling: Students who approach the board can label Mario's Dody parts
using phrases such as

"It is 2 big head”.
“Thay are seall ears™.
"It is 3 big nose™
While labeling, students practice the structure of the verb "to be" in a fun, visual contexa.

’ —
> 53
Link https //wordwall .net /es/resource/ 790626 13 /body -parts (Own craation)

—
€5 SANT0Tomas
Stage 3: Production

Procedure Time
In the production part, the teacher Organizes the students into Tve groups. The staps of the: 45 minuts
activity are detailed below:

o Delivery of the Sketch: The teacher gves each group a shatch of 3 blank monster,
which will serve a5 3 Basi for the students 10 draw.

o Creatisg the Mosster: Students should use thair creativity 10 draw the body parts they
have leamad, such 35 the e ad, eyes, €ars, NOSe, e1C. Each group will work together 1o
design thair wn Monster, INCOMporating the body parns in a fun way.

*  Oral Presentation: Once the groups finish their dawings, each group will come to the
front 1o present their During the pi b students will D¢ required to
orally same body pans wsing phrases such as: "It is 3 big head”™, “Thay are small ears”,
"It is 2 long nose”™.

Assessment and evaluation (How the student will be evaluated
In the 15500 on body Parts, Iormative and SUMMAtve ssessaent strategies will be used to ensure that
students achieve leaming outcomes. During the warm-up, a formative assessment will Be appled wsing 2
checklist 10 clsarve tha active participation of the students a5 they sing and touch the body parts. In the
presentation of vocabulary, guided repetition with immedsate feedback will be encouraged 10 355ess
prosunciation and comgerahansion. In the Bingo activity, the perfcemance of the studenms in the
identification of the parts of the body will be observed, 350 35 3 formative evaluation. In Mario Bros.
agging, will Be provided 10 3655055 ACCUNACy and engagemant, encuring the ComMect use
of the verb ™10 Ba." Finally, in the roup Production, 3 sSuMmmative evaluation will be applied through a rubric
that will evaluate creativity, Colaboration and use of vocabulary during the peesentation of thair monsters.

REPORT RUBRIC ‘

SEATLY CLEAR
ey

Vot
" Care

oAt
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Anex’s B. Experiential Learning Lesson Plan

Ve ‘ f/k ”
SANT6TomAs
LESSON PLAN

Teacher's name: Anyi Yurani Rivera Rodriguez
A del sur - Sede B

‘s name:
Topie: Present continuos
Date: march 28
Students: 5% grade

1. ives

ﬁ;

Students will be able to use the present continuons tense (be + -ing) to describe actions happening in real-time.
They will practice vocabulary related to various actions such s watching TV, cooking, climbéng, and mare.

F.‘.IIIIEE Sentence: "1 am watching TV right now™.

2. Refl stions (Write the reflecti stions you will ask during the experienee)
What arc you doing fght now?
Haow do you feel while doing it?
What is your friend doing?
Why is usieg the wm continuous tense MMI?

3. Phases (Deseribe the activities you will during cach phase of the expericnce. Be very
descriptive)

Warm up activity:
The teacher begins the dass with the activity “Simoa Says.” She explains the rules of the game and instructs the
students to perform the action she mentions only if she says “Simon says.” She uses the following action verbs
in the present fudl

«  Simon says: "Start jumping®” (Students jump and say: *1 am jumping®™)

* Simon says: “Pretend you are cooking!” (Students pretend to cook and say: “1 am cooking pasta!™)

«  Simon says: “Act lke you are playing™ (Students pretend to play basketball and say: *1 am playing

baskethall!

The teacher continues with various actions, ensuring that all students participate and use the correct present
in full
| Phasc 1: Expericnee a situation In a real context:
Introduction to Present Continuous
The teacher will provide a brief oa th £ the peesent tense. This
will inclode:
Explanation of Structure:
The teacher will explain that the present continuous tense is formed using the verb "to be” (am, is, are) followed
by the sction verb in its -ing form. For example:

« Subject + am/fis/are + verbeing

SANTG TpmA:

agled DAG NAZutm " b i hy

chutton
Action Verbs Overview:
The teacher will introduce a variety of action verhs that will be used later in the activity.

Visual Presentation with Context

Image Display:

The teacher will display random pictures related to each action verb and its complement in a real-world context.
Each image will be revealed gradmally to encourage stodents to guess the action before seeing the complete
image. For example:

-
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Guessing Game: SANTOThmAs
As each image appears on the sereen, students will have a chance to guess the actica before the full sedféhed & ="
revealed.

After some guesses, the teacher will present the complete sentence associated with the image. For instance:
« “The children are reading a book.”

Onee the pi lete and stud hu\rhndachmbcnwmthlhcmnmnuiprm
guessing mc nmnns. thn teacher will transition 1o the miming activity.
This comp ive approach that stud have a solid unds ding of the present continuous tense

and the action verbs they will use, setting the stage for an engaging and educational experience!

Miming Exercise Instructions
In this activity, the teacher will provide cach group with a slip of paper i ! in the
present continuows, which they will then act out. Hmnmseﬂuuu{or-ll\hcm‘rd: listed:

They are watching TV.

They are cooking pasta.

They are climbing a tree.

They are jumping on the trampoline.
They are ranning in the park.
They are walking to schoal.
They are swimming in the pool.
They are drawing a picture.

. They are singing a song.

They are sleeping oa the bed.
They are eating an apple.
They are drinking water.

. They are daing homework
They are reading a book.

. They are studying for a test.

. They are riding a bicyele.

. They are dancing at the party.

BARGEGREEPREVIPVPWNTF

- of
The teacher gives each group a slip of paper with one of the above sentences. (Three sentences per group)
« Miming Performance:
One student from the group will act out the action described in the sentence while the other group members

guess the action.
* Response Requirement:
Once a stodent g ly, they must respond with the fall for ple, “They are cooking
pasta”
*  Winning Criteria:
ﬂumplhlgmurmlvmmmhamtwhdm i dent and the performing group cam

points for using the correct present coatinnous strocture.

Phase 2: Ervor reflection and d ding the topic, creating new experiences: R .
Group Discussion: SANTOThMmAs
After the miming activity, the teacher willl facill a group d where stud can reflect oo any &Toes | -

they made during the activity. The teacher encournges students to share:
‘What they found challenging about using the present continuwons tense.
Common mistakes they noticed amoag their peers, such as forgetting to use “am,” "is" or "are” correctly.

Feedback Session:
The teacher will provide constructive feedback on common errors, reinforcing the correct structure of the
present continuous tense. Students will have the chance to ask questions and darify their understanding.

Creating New Experiences

The teacher will organize a scavenger hunt where students will search for specific actions represented by images.
This activity will help them practice using the present continuons tense while engaging with their classmates
and sarrou
’n:en:.-chcrwlllwrpmnnukdslmpeslbn!dtpui\mmmhmwﬁrmmmmmm
For example, the images might include:

é
|

httpe: £/ wvew comv ilEp o fi
CAw&utm _campai n-daﬂ nshan-lzmm mminm-hnkz&ulm munxﬁshnn—hulum
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Tastructions 1o the Stadents: —<ap
Thclmd:awﬂla;ilmthenlsn(lhcm\mrhuublhcmdﬂnxﬁr_\'willbcdividdin.m:mw DMAS
and given the images to Jook for around the dassroom or schoal. B
Each group will be tasked with finding people or objects that match the actions shown in the images.
Recording Findings:
As students find each action, they will write a sentence in the present continuous tense to describe what they
see. For example:

1. She & reading a book.

2. He is writing in his notebook.

3. They are playing foothall.

4 Thedog is eating.

5 She is ranning in the park.

6. He is drawing a picture.

7. They are singing a song.

8. She s dancing to the music.

This worksheet is designed to hedp stud: F ice the present i tense through three
sections.

Seetion 1: Look at the Pictures and Answer the Questions

Instructions: Look at the images provided and answer the questions bedow each picture using the present

continuous tense.
2 Lock ot e petares and onsaer e quistions
* What i James dong” * Whae s Nna dong?

O A He s fiyrg a plare v" O3 A Sne s eating food
B He 3 drawg 8 car. B Sne s deepng.
C He ave nding a skateboard \ C Sre s drwkong water.
D He i3 riding & bike a3 D Sne is riding 2 bike

Seetion =: Write the Sentences in the Coerect Order
Instructions: Unscramble the words to form correct sentences in the present continuous tense.

3 Wrie U strlorods m Ui gorrest sndey
T i/ e g Wecs®

i O
PYP——, ‘f\;‘-
[ ) -’

2 Pt/ sowgy \\ohevirty'tnd Wy ey are?

I plagrg/Trog'on g e Do d/s
r
Seetion 3: Look at the Pictures and Write Sentesces About What the People Are Daing SANTGThMAs

Instructicas: Look at the images and write a complete sentence in the present continmons tense for cach IR

< Lock ot the pctures Bnd weile sentences Blout winat the people are dong.

Asscssmcnt and fecdback:

Exit Tickets with a Traffic Light Theme
Traffic Light Concept:
» Green Light: “I Can Do 111"
e who fecd in their of the present continuons tense can write a sentence using
this tense on their index card.
* Yellow Light: “I'm Almost There!™
Students who feed they are dose to understanding but may need a little more practice can write a sentence and
perhaps a gquestion they still bave.
* Red Light: “I Need Hep, Please!™
Students who are struggling can express their need for assistance and write a sentence or a specific area where

they need clarification. S E—
1 Can Do It!
!
How Do You Ty T —————
Feel about gy
Today's ‘
Lesson?
— B —
I Nesd Help Please!
B
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Ane’x C. Flipped Classroom Lesson Plan

B Y

SANTGTomAs

LESSON PLAN
FLIPPED CLASSROOM

Teacher's num Anyl Yurani Rivera Rodriguez
) del sur -~ Sede B

Coum.s"
Topic: What time is it?
Date: April 4

1. Learning objectives:
Leaming outcome:
Students will be able to tell time in English using analog docks and will be able to ask and
answer questions about ime.

2. Students activities at home:

Pre-class activities: ~7

waich and take no

ic, that students have o

ideo, reading acti
ic, to particpate in ¢

-
hitps - /hwww youtube comiwatch 2v=3cwzRNZI0a0

In the previ class, the a video from YouTube that focuses on how to tell
time in English. Thswdaosmgmdlohelpstudemsgraspessmasmpemm
teling time, including:
 How to ask for the ime (e.g., “What time is it?")
e How to read the ime on both analog and digital docks.
o Key phrases for different times, such as:
On the hour (e.g., “It's 3 o'clock.”)
Hailf past (e.g s half past 2.7)

SANTGTomAs

Quarter past (e.g., “If's guarier past 4.7)

Quarter
Students were instructed 1o watch lhawduoalhu-nnand\akachlaiadmusmmesekzy
and how to focmri times in Englsh This preparation will enable them to
ively partici inclass and related to the fopic. Bybﬂ.lslrgcn
these foundational elements, students will build their inusing t

https//scortar link/mOvHSD

Additionally, students will be provided with a guide image of an analog clock that they need
to either draw or print. They should then paste this dock in their notebooks. This diock will
serve as a template for them to practice ther skills and visualize how to tell time effectively

3. Classroom activities:

Op.nlng activity: ion from the students)
Wslﬁa TnmaM me O Clock
¥y

hitps-ihaww twinkl com colgolreso: - 17 8-whasts-the Sme-mr-wolf-game
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The teacher will explain %o the students that they are going to play "What's the Time, Mr.
Wolf?* The cbjective of this game is 1o help Mr. Wolf reach his dinner. Each clock along
Mr. Wolf's path will show a different time. The children will need % choose te correct
option %o clear the path and allow Mr. Wolf to get doser to his dinner. This interactive
game will enable them to practice and reinforce their abdity to tell time in a fun and
dynamic way.

Recap the topic ] dasah k= (E in the topic in a general way, answer the
possible mmachﬂ:tsfrunha students)

i i
=l
@lal

=
J

©
.
.
— e

hitpsfidecs googie com/presentatonid/1eCwi7-

HVJ 5G7cilaB#AeC Jz8c0eEV/edit?usp=shanng&ouid=1001797676356353 1654,
edsd=true

The teacher will present a PowerPoint presentation that explains how to tell time in English.

In the p ion, the will introduce the basic of a clock. Students will
Immalheblghandlscaladl!ummhard while the small hand is the hour hand. The
big hand points to the minutes, and the small hand indicales the hour.

The teacher will explain that a full cirde on the dock represents 60 minules, and there are
60 minutes in an hour. Additionally, students will discover that there are 30 minutes in half an
hour. When it is 30 minules past the hour, the teacher will clarify that we say it is “half past”
that hour. For example, if the small hand is on the 3 and the big hand is on the 6, the correct
expression would be_ “it's half past 3.7

SANTOTomas
To rei their i the will include practical activities in the PowerPoaint. One
xﬁviywimﬁmbokng‘nmmmmehm&ohyad For instance, if
the dock shows 4:30, students will practice saying, “It's half past 4.

Lesson activity to practice in class: (Present the man activity to be developed by the
students in class, it must be a production activity)

: Worksheet v¢
- Telling the Time
.1... 'I\ . -

hitps-/hwww canva comidesign/DAGIOHRHDTE2AO8GCERQ1HORQ 1IN2-
iQledit?utm _content=| FOHRHDT8&utm ca =designsharefutm medium=ink2&u
tm_source=sharebution

will provide each student with a that docks, each
mdsmgaﬂleremm Below each dock, there will be a line where students are
instructed to write down the time that the dock shows.
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Thes activity s designed to reinforce ther understanding of how to read analog clocks. As
students cbserve the clocks, they will practice identifying the positions of the hour and
minute hands. For example, if a clock shows the small hand on the 2 and the big hand on
the 12, mbﬂlmﬁ “It's 2 o'clock™ on the line below.

By

g this o will enhance their abiity %o tell time in English and gain
inexp ‘_i . The teacher will Groulate around the classroom to
pravi i and any e that may arise, enswring that all students feel

4. Assessment and feedback
Role-Playing Activity: Asking and Telling Time
The teacher will organize a role-playing activity focused on asking and teling the time. This
exercise will help reinforce students’ understanding of the topic while enhancing their
speaking and listening skills in English
The teacher will prepare a bag containing slips of paper, each with a different time written on
it. along with a drawing of a clock showing that time (e.g., 5:30, 7:45, 2:15, elc.).
Students will be divided into pairs. Each student will take tumns drawing a slip of paper from
the bag.
After drawing a slip of paper, the first student will ask their partner, “What time is 87"
The partner will respond with the Sme indicated on their slip, for example, “It's 530
Then, the partner will ask, “What time is #7” and the first student will respond with their ime.
This exchange will continue for a few rounds, ing each 1o p both asking
and answering.
Feedback: After the activity, the teacher will provide feedback to each pair, highlighting strengths
and areas for improvement.

P P
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SANTOToMAs

5. Resources/materials

Resource #1: Video Assignment
A

Resource #2: Drawing Assignment

bitpsiacodar ink/mOvHED
Resource #3: What's the Time Mr. Wolf? Game O'Clock
hitps:/iwww twink].com.cox urce/lg-ga- 17 8-whats-the-time-mr-wolf-game
R #4: Pr tion: Telling the time

A, ) b .
HVJ 5GT7cilaB#AeC JEzB800eEV/edit?u: - pd=10017976763563531654
edsd=true

O!ed-l?utm nomrh AGIOHR Tahnm cai paic -ass mhare&mn medium=ink2&u
tm_source=sharebution

Extra resources that you can use to understand how to create a lesson using flipped
classroom.

https:l'www.youtube.com/watch?v=BClxik0q73Q (What is flipped classroom and how to
use it)

https:l'www.youtube.com/watch?ve=tsCIHSkKcc0 (Flipped classroom leaming,

i L

https-www.youtube.com/watch?veyzMFJDTEFSA (Differences from traditional and
flipped classroom)
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Ane’x D. Gamification Lesson Plan

QLA d

Gamification — lesson plan

InsBtution’s | 1etropolitanc del sur — Sede B Date: April 25th
name:
Teacher’s s - ) "
name: Anyi Yurani Rivera Rodriguez English course: 5th grade
Topic: Professions
By the end of the lesson, students will be able to identify, describe, and orally
Leaming present different professioﬂs usirg target Yocabdary (e.g., firefighter, teacher,
. doctor), workplace prepositions (in a hospital, at school), and sentence
objective: structures ("He/She is a...", “| wear/use...”) through collaborative gamified
missions.
Design engaging content for the game
Attention, future professionals! You have been selected for Mission: “Career
Galaxy”, a journey through the Planet of Professions where every job is
essential to keep the universe running. But there's a problem: all the tools and
job descriptions have been scattered across different planets!
Your mission is to:
* Recover lost details
* Decipher career clues to eam your Expert Badge.
* Build your dream profession and present it to the class.
Only the most dedicated teams will complete all challenges and become
Guardians of the Career Galaxy! Ready for liftoff?"
Introduction
to the game:
Link Planet of Professions:
hitps Jiview o
professions

1. Teamwork is Key!:
-Work in your assigned teams (4-5 students).

Set the rules -Everyone must participate in each mission to eam points.
for the 2.C issi to Ad 3
game: 3. Respect the Time & Space:
-Listen for the teacher's timer (e.g., 25 or 35 minutes per mission).
-No shouting-use team whispers to discuss answers.

Points:

 Warm-Up (Hot Potato): 5 points

* Mission 1 (Worksheet): 10 points

« Mission 2 (Maze): 15 points

« Mission 3 (Cone Craft): 20 points

Bonus Points:

« Creativity: +5 points

o Teamwork: +3 points

« Speed Bonus: +5 points (if finished early)

Points and
Rewards:

Rewards (Printable Diplomas):

« Galaxy Champions— Highest total points

* Most Creative Crew — Best-designed cone craft
« Super Team Players — Most teamwork points

Development of the game

Hot Potato Career Launch:

The teacher organizes students in a circle and infroduces the
"Hot Potato™ game using a ball that will be passed while music
plays. When the music stops, the student holding the ball picks a
Gamified random flashcard featuring a profession (e.g., doctor, chef, Time:
warm up police officer) and must: 10 minutes

« Name the p ion in
Médico).

« Construct a sentence using “He is...” or “She is..." +
workplace (He is a doctor. He works in a hospital.).

English and ish (Doctor /
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Ve =

The teacher can prompt students with guided questions (Is she a .

teacher? Where does she work?) to expand responses and ﬂTdT. M.“v\.s

reinforce vocabulary. The game repeats for multiple rounds,
ining quick thinking structure, and fun.

A f

| Flnﬁghur mj} ! Engineer
r

- - - 4
Link FLashcards: https://acortar link/uZKIFK

) O

Levelimission 1: Planet R (Group Wor SANTGTamAs
The teacher divides the class into small groups of 4-5 students
and assigns each team a different profession (e.g., doctor,
teacher, police officer, chef). Each group receives a specialized
worksheet titled “When | Grow Up..." tailored to their assigned

profession. For the gl team’s wc
includes prompts like: “Firefighters wear ," “They use
" “They drive a . and “They help

accompamed by a word bank wnh relevant vocabulary (unlform.
helmet, hose, etc.) and comresponding images.

Critical Rule: All team bers must ly the
information in their notebooks copying the filled-out wurksheet
s. The each 's before

allowing the group to advance. If even one member hasn't
finished correctly, the entire team must review and correct their
work before progressing. This ensures collective accountability Time:
and reinforces learning. The first team to complete the task 25 minutes
Gamifi error-free and have all notebooks approved earns priority
practice: passage to Mission 2.
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Wheon | Grow Up.. When | Grow U

e g o, T4 e b
St e
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When | Grow Wy

Link Worksheet: 2

Level/mission 2: Maze of Workplaces

Time:

In the next mission, the teacher will provide each team with a )
25 minutes

symbol-decoding challenge and maze worksheet. Each
profession and workplace is hidden behind coded symbols,
where every letter of the word is represented by a unigue symbol
(e.g.. *=D, A=0, m=C, =i, =0, #=7T — * Ame®es = Doctor).

Teams must: SANTO [gMmAs

Decode the Symbois to reveal:

Their assigned profession (e.g., teacher)
= Its correct workplace (e.g., school)
Using a provided symbol-key poster.

Solve the Maze:
Draw a line connecting the decoded prof ion to its wor

Grammar Practice:

All members write in their notebooks:

e He/She is a [decoded profession].

e He/She works in a [decoded workplace].

Critical Rule:

The teacher checks all notebooks for perfect spelling and
grammar.

If one member has errors, the team must collaborate to fix them
before advancing.

Labyrinth of professions

[R— —

ABCORFOMI I KLMANOFORS TUVWXY 2
SRR PO W R cOTPER I A3 A4DT S
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Labyrinth of professions SANTE TgMmAS

o bk s by gt Emms S B, Sk s S k. ek

ABCOEFOMI IKLMNNOFORS TUVWRY X
FAIRID I TP W COTOIRIAITEBIS

- 2

®PIAIAMIOA

Link Labyrinth: nitps (/oo sw/KEWH

Level/mission 3: Build Your Career Cone

For the final mission, the teacher provides each student with a
cone-shaped tempiate representing a generic human silhouette.
The students will personalize it to depict their dream profession
as adults. Each student will:

e Select their dream profession (e.g.. firefighter, doctor, chef, zs‘l'it_ne.
astronaut). min
e Decorate the cone to transform it into a professional figure
by:
-Painting characteristic outfits (e.g., helmet and yellow jacket
for firefighters, white coat for doctors, chefs hat).
-Drawing or gluing key objects that identify the occupation:
Firefighter example: Draw a hose in the hand or glue a paper
axe to the belt.
SANTG TgmAs

Cone template: https-//goo_su/MwGRIC

Result
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For this ir tive nent, st s will present their S.,,. T )
profession cones while demonstrating mastery of target /.‘.Fjﬁ..( .M.“.\.S
vocabulary and grammar. Each learmer has 60 seconds to:

e Present their cone using the required structure:
“When | grow up, | want to be a [profession].
1 wear [clothing].
1 use [tool].”

« Display their cone’s key features (pointing to drawn/glued
elements as visual aids).

e Each student has 1 minute to present their work done in
class.

Example:

A student presents a doctor cone:

| want to be a doctor. | wear a white coat. | use a stethoscope.

Assessment Rubric

Gamified | [T [ ime:

assessment NEEDS 35 minutes
ceneren [y we mEECVEMENT
and WASECUATE
foodback ~—~
S oipe ey -y
T SRy - Wy S %
Ehurveg o hewr premncison O o —.—
Presertwioe --—n—n-. o h [ — doramd
o tetory s e it = e g
iy et v e — — it et
T
Closing Note:

At the end of the session, the teacher will carefully tally all the
points accumulated by each team throughout the different
missions. The winning team will receive the prestigious
“Guardians of the Career Galaxy” diploma, recognizing their
outstanding performance. Additional special diplomas will be
awarded for "Most Creative Team” (best cone designs) and
“Super Collaborators™ (best teamwork). This dlosing ceremony
serves to celebrate students' achievements, reinforce the
lesson’s leaming objectives, and motivate continued participation
in future gamified activities. The brief awards moment -

accompanied by enthusiastic class applause - creates a positive e R
and rewarding conclusion to the class. SémI(tM AS

Stud * self
Setlg-Assessment

Cotor 1ha Srvtey fooe thal Bast Thans Dowr aUPericmee st cack
Haterserd:

Aoree Susapres remdorcersesd

® e e

1 umed the correct
vacabetary for profassions
and retated toots

1o the gramme

SEructene | wesrfese,Melp
comrectly.

1pronsesced werds clearly
and spoke cosfidently

1 practicad before
Prarting ry werk
1 ndarstood the tapic
st proferisons sed
vocatedarg

The chs wos fun and
dgramic

The taacher's instructions
derivg class were chaar and
a2y to follow.

Resource #1: Planef of Professions

hi liview. genially com/E680337576de68ed 52037 506/ Interactive-content-planet-of-
professions

Resource #2: FLashcards

https:-//acortar link/uZKIFK

Resource #3: Labyrinth

Resources
or materials:

hitps g0 SUKEIVH
Resource #4: Cone femplate
https:-/igoo su/MwGRIC




