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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 cómo la sistematización de una experiencia 

docente gamificada contribuye a mejorar las prácticas pedagógicas en la enseñanza del inglés 

como lengua extranjera (EFL) durante las prácticas docentes. Mediante un enfoque cualitativo 

e interpretativo basado en la sistematización de experiencias educativas, el estudio 

reconstruye y analiza críticamente la implementación de lecciones gamificadas con alumnos 

de quinto grado en la escuela pública Metropolitano del Sur de Bucaramanga, Colombia. Se 

utilizaron fuentes documentales, diarios reflexivos, observaciones de mentores y artefactos 

del aula para comprender el proceso pedagógico. Los resultados indican que la gamificación 

puede mejorar la participación, la motivación y la disposición de los estudiantes para 

comunicarse en inglés cuando los elementos del juego están alineados con los objetivos 

comunicativos y respaldados por retroalimentación formativa. El estudio destaca la 

importancia de la práctica reflexiva y la adaptación contextual, mostrando que la 

sistematización transforma las experiencias vividas en conocimiento profesional que puede 

guiar futuras prácticas de enseñanza de EFL. 

 

Palabras clave: Gamificación, inglés como lengua extranjera (EFL), Prácticas 

docentes, Práctica reflexiva, Sistematización 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; Castañeda-Trujillo & Aguirre-Hernández, 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, 

Castañeda-Trujillo and Aguirre-Hernández (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; Castañeda-Trujillo & Aguirre-Hernández, 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 Castañeda-Trujillo and Aguirre-Hernández (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 
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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 Castañeda-Trujillo and Aguirre-Hernández (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. 
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Annex’s 

Anex’s A. Presentation–Practice–Production (PPP) Lesson Plan 
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Anex’s B. Experiential Learning Lesson Plan 
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Ane’x C. Flipped Classroom Lesson Plan 
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Ane’x D. Gamification Lesson Plan 
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