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國立政治大學英國語文學系碩士在職專班 

碩士論文提要 
 

論文名稱 : 以線上遊戲帶動台灣國中生的英語字彙學習：聚焦於字彙學習經驗 

   與策略的教學行動研究 

 

指導教授 : 招靜琪博士 

 

研究生 : 黃家真 

 

論文提要內容 : 

    本研究旨在探討指導措施搭配上台報告對於使用線上遊戲學英文單字的幫助，

並且分析高成就與低成就學生於此研究中所發展的學習策略。此外，本研究也呈現

出學生以遊戲為基礎的指導活動中所體驗到的優點與缺點。 

    本研究採用質性行動研究。研究對象為研究者所任教的某國中八年級的二十五

位學生。他們被要求在家玩指定的線上遊戲來學單字，並搭配寫日記的方式，進行

為期六週的課程。然後，他們也被要求針對遊戲指定的地方做小組報告來幫助同學

們學習新單字。與本研究蒐集資料來源有五項：(1) 學生需求分析問卷、(2) 遊戲單

字的前測與後測、(3) 教師日誌與課室觀察、(4) 學生線上遊戲日記、(5) 小組與個

人訪談。 

    研究結果顯示，透過玩線上遊戲學習單字並搭配小組報告，不僅課堂上可實施

於這些學生，也確實能提升學生們的字彙量。此外，高成就與低成就的學生皆發展

出類似的學習策略，除了推敲語意這個策略是只有高成就學生才會使用的學習方式。

另外，學生從中也有一些額外的收穫，例如：面對遊戲問題所發展出來的破關策略、

從小組報告中獲得成就感、藉由接觸遊戲英聽提升英聽理解力。 

    本研究結果建議教師可以把線上遊戲融入課室英文中，此方式在增加學習單字

的樂趣，與提供學生新的學習情境都有幫助。建議教師可以自行發展新的指導方式

或新的課程搭配活動，以提升語言學習的效率。此外，本研究亦提供教師現場教學

及未來研究方向之建議。 

 

關鍵字 : 線上遊戲、單字學習、指導、策略、以英語外語 
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ABSTRACT 

This study aims to examine how to boost students’ interests in learning vocabulary 

and it further explore how the instructional measurement and the required presentation 

supported vocabulary learning via online games. It also explores what learning strategies 

were developed by high and low proficiency students in the current study. Moreover, it 

presented the advantages and disadvantages that the students experienced from this 

game-based instructional activity. 

This study adopted a qualitative action research design. The participants were 

twenty-five eighth graders in a class taught by the teacher researcher. They were asked to 

learn new vocabulary by playing an online game at home while keeping a digital game 

diary in a six-week period. They were then required to do a group presentation helping 

their classmates learn the new words that they found in a required section of the game. 

The data were collected from (1) students’ background survey, (2) the game vocabulary 

pre-test and post-test, (3) teaching logs and classroom observation, (4) students’ digital 

game diaries, and (5) group and individual interviews. 

The important findings are listed as follows. First, learning vocabulary through online 

games along with the required group presentation is feasible to these junior high school 

students, and they did learn new words in this process. Second, both high and low 

proficiency students developed their own learning strategies, most of which were similar. 

However, the learning strategy, inferring by using the context, was only adopted by high 

proficiency students. Third, there were some additional benefits students gained from 

participating in this study. For instance, many students also developed their own gaming 

strategies when facing problems. In addition, they obtained a sense of achievement from 

the group presentations. Furthermore, some of their listening comprehension was 

improved by the aural inputs of the game.  

 The findings suggest that teachers can integrate online games into classroom activity, 

which can be useful in increasing the fun of learning vocabulary and creating new 

learning environments for students. Teachers are suggested to develop other instructions 
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or new classroom activities to boost language learning efficiency. Pedagogical 

implication and suggestions for future studies were presented as well. 

 

Key words: online games, vocabulary learning, instruction, strategies, EFL 
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CHAPTER 1  

INTRODUCTION 

 

Background and Motivation 

As the popularity of computer-assisted language learning (CALL) spreads 

worldwide, digital games have been adopted to teach languages. Many researchers 

have focused on language learning which takes place during game play (Steinkuehler, 

2006; Steinkuehler and William, 2006) or through beyond-game interaction (Gee and 

Hayes, 2010; Williams et al., 2006). Although proliferating studies have reported the 

positive effects of digital games on language learning (e.g. Peterson, 2010a; Peterson, 

2010b; Peterson, 2011; Rankin, Morrison, McNeal, Gooch and Shute, 2009; Thorne, 

Black and Sykes, 2009), most of the Taiwanese high school teachers still have much 

concern about the practice of integrating digital games into school curricula. Since 

education of high schools in Taiwan are mainly test-oriented (Pan and Chen, 2011) 

and games are often considered nothing but a kind of entertainment, integrating 

digital games into high school classrooms remains a promising but rare practice in 

Taiwan. 

 

Purpose of the Study 

Many L2 studies about digital games have investigated impacts of games on 

language learning during game play (Steinkuehler, 2006; Steinkuehler and William, 

2006) and learning motivation (Kiili, 2005; McLaren, Adams, Mayer, and Forlizzi, 

2017; Papastergiou, 2009; Pearce, Ainley, and Howard, 2005). However, research 

investigating learning effects of digital games in Taiwan is still rare, let alone 

integrating games into school English curriculum for junior high school students. In 

order to fill this gap, this action research is conducted by a teacher researcher with a 

junior high school English class. The teacher researcher found some of her students 

were not interested in learning vocabulary, so she tried to let her students like to learn 

new words through combining computer games with some instructional activities. 

Through implementing a set of classroom instructions that required the students to 
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learn vocabulary while playing an online game and then to present as a team the new 

words that they picked up from the game, this study has two goals: (1) exploring the 

effects of the instructional measurement and the required presentation on vocabulary 

learning, and (2) investigating learners’ strategies of learning English through playing 

the selected digital game. 

 

Research Questions 

The research questions in the study are as follows: 

1. To what extent did the game and the instructional measurement, including the 

required presentation, support vocabulary learning? 

2. What learning strategies were used? Are there any differences between the high 

and low proficiency students?  
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CHAPTER 2 

LITERATURE REVIEW 

 

The literature review section aims to review the recent studies on (1) the effects 

of digital games on language learning, (2) language learning via digital games with 

instructional supports, and (3) strategies of language learning in games. 

 

Digital Games and Language Learning 

Digital games can both intrigue learners’ motivation and lead to language 

learning during play as well as beyond games. Peterson (2016) categorized all 

computer game genres adopted by CALL into several genres, including text 

manipulation, text-based adventure, simulation, first-person shooter, 3D adventure, 

massively multiplayer online role-playing games (MMORPGs), multi-user virtual 

environment (MUVEs), sports, and rhythm. Several computer games genres have 

been widely adopted in CALL. Among them, the more popular games are those that 

have a virtual world, and players have to interact with others through their avatars 

(Godwin-Jones, 2014). Due to the fact that players have to achieve certain goals in 

virtual worlds, this kind of games are viewed as highly suitable to use in language 

learning (e.g. Peterson, 2010a; Peterson, 2010b; Peterson, 2011; Rankin et al., 2009 

Thorne, Black and Sykes, 2009). The game, World of Warcraft, is one good example 

with lots of studies examining its potential for learning a language (Nardi, Ly and 

Harris, 2007; Rama, Black, van Es, and Warschauer, 2012, Thorne, 2008; Thorne and 

Fisher, 2012; Thorne, Fisher and Lu, 2012; Zheng, Neugarden, and Young, 2012). 

Rankin, Gold, and Gooch (2006) investigated MMORPG, Ever Quest II, and 

chat interaction of a group of ESL learners. The research explored if participation and 

synchronous interaction with players and non-player characters could enhance 

English proficiency. The other goal was to establish language learning supports for 

learners with different language levels. On one hand, the advanced and intermediate 

participants had more chat than the other players. There was also limited evidence for 

improvements in vocabulary because most players displayed better understanding of 
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TL vocabulary in social interactions with other players. However, in the participants’ 

feedback, most of them claimed that their vocabulary, reading, and conversation skills 

had improved. On the other hand, researchers observed that the lower-level learners 

experienced problems with multiple abilities required by the environment, and 

confronted cognitive overload. The learners’ post-study feedback led the researchers 

to conclude that learning outcomes could be better if the game had included built-in 

language supports. 

Another study was conducted at Civfanatics. com (CVC) by Ryu (2013). Six 

participants whose native language was not English were recruited. The research 

adopted a multiple-case study to explore the integration of both game play and 

beyond-game culture. Generally, the repeated words or phrases were learned during 

game play. Interaction with game characters also helped players to learn English in 

meaningful contexts. Last but not least, after game play, the participants could join the 

activities from native or more competent peers to practice language forms in the 

so-called beyond-game community.  

From the above and other related studies, it is obvious that there are many 

benefits to adopt digital games to language learning. It is clear that language learning 

does occur while people are playing games. Especially for MMORPGs, they provide 

players some opportunities to communicate and interact with native speakers or more 

competent players (Peterson, 2010a; Peterson, 2010b; Thorne, Black and Sykes, 

2009). Also, the communication tools offered by the MMORPGs establish an ideal 

environment for language learning (Peterson, 2011; Rankin et al., 2009). In the 

through-game culture or players’ interaction during games and beyond-game culture 

or interaction outside games, there are discussion and interaction between players as 

well. Players can talk about game strategies or skills (Lantolf and Thorne, 2006), 

discuss cooperation (Gass, 2003; Ellis, 2005; Long, 1996; Reinders and Wattana, 

2011), or have meaning negotiation (Rankin et al., 2009). 

The close interaction and collaboration in the players’ online community, or 

“affinity spaces” (Gee, 2008, p.87) can allow players to use vocabulary and syntax 

related to their interests and experiences, so they can learn simple words, phrases or 

advanced sentence structures from native speakers or more competent peers within 

game or beyond-game community (Cheung and Harrison, 1992; Miller and 

Hegelheimer, 2006; Rankin, Gold and Gooch, 2006; Rankin et al., 2009; Ryu, 2013). 

Therefore, there is also a positive correlation between L2 proficiency and the time 
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spent on playing games (Sylvén and Sundqvist, 2012).  

Even though there are many digital games proved to be effective for facilitating 

learners’ language learning outcomes, some studies reveal that digital games may 

have negative impact on learners as well. For instance, there are two studies 

indicating the importance of learning strategy in learning languages through digital 

games. They stressed that players needed proper guidance to lead to successful 

learning experience in digital games, or learners would end up playing games only 

(Chen and Hwang, 2014; Hwang et al., 2014). Additionally, several studies show that 

educational digital games may fail to have expected outcomes if the game designs do 

not include appropriate learning strategy (Sung and Hwang, 2013; Chen and Hwang, 

2014). 

 

Language Learning by Digital Games with Instructional Support  

 Due to the fact that digital games involve complicated learning environments, 

players may not spontaneously devote themselves to learning language without any 

instruction. First, this infers that instructional support scaffolds players to focus and 

select adequate and relevant information, and thus they facilitate language learning 

during games playing. Second, players usually see and react to the results from their 

actions in games; that may result in intuitive learning (Wouters and van Oostendorp, 

2013). In other words, players can understand how to apply what they learn, but they 

cannot explain it (Leemkuil and Jong, 2011). In addition, it is vital for players to 

recount and demonstrate what and how they learn because it makes them organize 

new information and integrate them with previous knowledge. Hence, it causes an 

information and knowledge base with better accessibility and transfer of learning 

(Wouters, Paas, and van Merriënboer, 2008). The following is a meta-analysis of 

various types of instructional support which were proved to be successful in learning 

new knowledge by Wouters and van Oostendorp (2013). 

 Wouters and van Oostendorp (2013) searched studies relevant to game-based 

learning (GBL) with instructional support from the period 1990 to 2012, and 29 

studies were adopted for analysis. In this meta-analysis, they focused on the cognitive 

perspective of learning that was categorized into two parts, knowledge and cognitive 

skills by the classification of Wouters, Van der Spek, and Van Oostendorp (2009). 

Among these studies, they concluded ten kinds of instructional support were regularly 

adopted in GBL: reflection, modeling, advice, collaboration, narrative elements, 
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modality, feedback, personalization, and others. Based on their cognitive process 

types, these ten types were also classified into selection, organization/integration, and 

unknown. Regarding the instruction domains, biology, mathematics, economy, 

geology, and electricity and sciences as others were in the studies for the 

meta-analysis. As to the participants’ ages in these studies, they were divided into 

elementary school, middle/high school, college/university, and adults. With respect to 

level of realism, they used Vogel, J. J., Vogel, D. S., Cannon-Bowers, Bowers, Muse 

and Wright’s taxonomy (2006) to adopt and adapt, and they have realism levels into 

basic/schematic, cartoon, realistic and unknown. The last concerning were the 

methodological variables, entailing that the publication sources could be 

peer-reviewed journal, proceedings, and unpublished, that the studies were coded by 

whether participants were assigned randomly to the conditions, and that the 

experimental design of the studies were either post-test only or both pre-test and 

post-test. 

 Wouters and van Oostendorp used Cohen’s d as an indicator for the effect size on 

the difference of the dependent variable that was learning by GBL with and without 

instructional support. They adopted the random-effects model and moderator analyses 

with 95% confidence intervals about the weighted mean effect sizes. From the 

analyses’ results, they drew some conclusions as follows. First of all, according to the 

cognitive process types, instructional support for selection and 

organization/integration improved learning. And instructional support for selection 

was more influential than that for organization/integration in learning. As for the ten 

kinds of instructional support, reflection, modeling, collaboration, modality, feedback, 

and personalization all improved learning as well. Second, instructional support 

proved to be effective in terms of various domains and biology especially. Third, 

instructional support was only effective for elementary school and college/university 

people regarding participants’ ages. The effect was not statistically significant for 

middle/high school students and adults. Fourth, they further found that instructional 

support improved learning in games when the levels of realism were 

schematic/textual and cartoonlike designs. Last but not least, considering the 

methodological variables, they noticed that studies in peer-reviewed journals had 

higher gains when they were compared to unpublished and proceeding studies. 

Besides that, there was only one study having a nonrandom design, and four studies 

did not show information on the random assignment. It was not sure whether design 
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differences would affect the results. Furthermore, studies with post-test design had 

higher effect sizes than studies with pre-test and post-test design. In short, the 

methodological factors moderated the reported effect sizes.  

 To conclude, it was clear that instructional support facilitated learning in GBL 

when the players’ goals were about knowledge and skills. Corresponding to several 

scholars’ arguments for the importance of instructional support in GBL  

(Ke, 2009; Leutner, 1993), players were unlikely to learn domain-specific knowledge 

and skills without any instructional support. It was needless to emphasize the function 

of instructional support in learning by games. 

 Even though many studies manifested that instructional support helped players 

learn better in games (Clark, Tanner-Smith, and Killingsworth, 2016; Ke, 2009; Ke, 

2016; Leutner, 1993; Wouters, van Nimwegen, van Oostendorp, and van Der Spek, 

2013; Wouters and van Oostendorp, 2013), there were some studies had opposite 

outcomes concerning learning effects with instructional support. The following was 

an example about instructional support’s negative influence on learning. Hawlitschek 

and Joeckel (2017) examined the effects of merging instructional support in an 

educational game, and saw if it was proper to take an educational game as a learning 

material to prompt learning.  

 There were 150 participants at the age of 13 to 17 from three German secondary 

schools in this study, and the participants were randomly assigned to the experimental 

group or the control group. The experimental group received explicit instruction, and 

the control group had entertainment instruction before playing the game “1961” for 

history lessons in the computer labs at their own schools. After playing the game, the 

participants filled the questionnaire concerning intrinsic motivation, mental effort, 

extraneous cognitive load, and learning performance.  

They examined the first three parts by Cronbach’s αand the learning 

performance by four open-ended questions regarding historical situations. Then, they 

first concluded that compared to the prior knowledge before the game, the game 

facilitated learning when they saw the significantly higher outcomes in transfer 

knowledge after the game. However, the students with learning instruction had 

significantly lower scores than those without instruction. Then, it was also obvious to 

see the students with learning instruction in the experimental group had higher 

extraneous cognitive load. On top of that, there was no apparently direct impact from 
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the learning instruction on transfer knowledge, but a direct influence of extraneous 

cognitive load on transfer knowledge by the path analysis. Furthermore, the players’ 

mental effort was not affected by learning instruction, either. 

Therefore, players with learning instruction obtained lower scores in the transfer 

knowledge test, and showed higher extraneous cognitive load. In other words, 

increasing extraneous cognitive load led to lower transfer knowledge, and it meant 

instruction increased irrelevant processing and decreased the learning scores. Other 

studies that reached similar results objected the use of instructional support in games 

as well (Charsky and Ressler, 2011; Johnson and Mayer, 2010). Hence, the 

effectiveness of instructional support might be impacted by other factors. For instance, 

Nelson (2007) mentioned that a player’s intensity to use instructional feature 

influenced the effectiveness of the instruction. Also, whether the instructional features 

were carried out in the game context or outside it affected the efficiency as well 

(Vandercruysse et al., 2016). The application of instructional support in games leaves 

room to be further explored and discussed. 

 

Language Learning Strategies 

Research on language learning strategies (LLS) was influenced by the cognitive 

psychology (McLaughlin, 1987; O’Malley and Chamot, 1990), cognitive learning 

theory (Anderson, 1983; Anderson, 1985; McLaughlin, 1987), social cognitive model 

(Bandura, 1986; Vygotsky, 1978), and information-processing theory (Anderson, 

1980). Besides, there is evidence indicating that language learning is affected by 

metacognition as well (Goh and Hu, 2014; Vandergrift et al., 2006; Wenden, 1999). 

Further, empirical studies have found metacognitive instruction beneficial for learners 

in language learning (Graham and Macaro, 2008; Pressley and Gaskins, 2006).  

Learning strategies are useful to ESL or EFL learners for helping them develop 

language competence in various ways (Oxford, 1990; Rubin, 1981). Thus, teachers 

can improve their students’ learning by instructing learning strategies with the 

assumption that learning strategies can be taught and learned (Chamot and Kupper, 

1989; O’Malley and Chamot, 1990; Oxford, 1990). Indeed, strategy instruction has 

been considered useful in leading to a positive correlation between strategy use and 

language proficiency (Oxford et al., 2004).  

According to Liu’s (2010) brief introduction to O’Malley and Chamot’s (1990) 

strategy classification, these language learning strategies were classified into three 
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main categories, inclusive of cognitive, meta-cognitive and affective strategies. In 

their definitions, “cognitive strategies refer to the direct manipulation or 

transformation of the learning materials, such as resourcing, repetition, grouping, 

deduction, imagery, auditory representation, key word method, elaboration, transfer, 

inferencing, note taking, summarizing, recombination and translation. For 

meta-cognitive strategies, they entail knowing and leading learning through planning 

(including advance organizers, directed attention, functional planning, selective 

attention and self-management), monitoring (checking, verifying, or correcting one’s 

comprehension or performance in the course of language tasks) and evaluating the 

learning procedures (checking the outcomes of one’s own language learning against a 

standard one). As for affective strategies, they mainly involve learners in 

communication with others such as problem-solving exercises (p.101). ”  

Many researchers indicated that a lot of successful learners have the 

characteristics of good exertion of various learning strategies with higher frequency 

(Bruen, 2001; Chamot et al., 1988; Green and Oxford, 1995; Griffiths, 2003; Kim, 

2001; Lai, 2009; Park, 1997; Wharton, 2000), and awareness of strategy use (Chamot 

and Kupper, 1989; Khaldieh, 2000; O’Malley and Chamot, 1990). Also, these learners 

are prone to use cognitive and metacognitive strategies more because these strategies 

are linked to higher level of language abilities (Bruen, 2001; Green and Oxford, 1995; 

O’Malley and Chamot, 1990; Park, 1997; Peacock and Ho, 2003; Wharton, 2000). 

Basically, successful learners often use the two types of strategies to support each 

other (O’Malley & Chamot, 1990). The following is an empirical study concerning 

the relationship between the strategy use and students’ proficiency levels. 

 The study by Lai (2009) was to verify what learning strategies were used by EFL 

learners in Taiwan, and whether there was a relationship between learning strategy use 

and tendencies toward certain learning strategies used by different English levels of 

learners. There were 418 freshmen of three different English levels according to the 

English Language Placement Test practiced by the university, from the College of 

Management. The data were collected by the self-reported language learning strategy 

use by adopting Oxford’s (1990) Strategy Inventory for Language Learning (SILL). 

From the data analyzed by ANOVA test, it was apparent that the higher level students 

used learning strategies more often than the lower level students. In addition, high 

level students used cognitive and metacognitive strategies the most, and memory 

strategy the least. But for low level students, they preferred social and memory 
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strategies instead. 

 In the present study, the digital game not only has text in dialogue bubbles and 

tasks’ directions as inputs, but also offers audio inputs, so listening strategies may 

play an important role in listening comprehension just as many studies (Ahmadi & 

Yamini, 2003; Bidabadi and Yamat, 2010; Chang, 2008; Golchi, 2012; Gonen, 2009; 

Jowkar, 2012; Serri, Boroujeni, and Hesabi, 2012; Vandergrift, 1999) divulge that 

learners use different listening strategies due to many factors.  

According to O’Malley and Chamot’s taxonomy (1990), there are cognitive, 

metacognitive, and affective strategies in the strategy categories. For cognitive 

strategies used in listening, learners directly manipulate or transform the listening 

materials, such as repeating the listening task, using image or keywords, taking notes, 

translating, summarizing and so on. They are the most popular and common type of 

strategies adopted by listeners (Bacon, 1992). Metacognitive strategies are beyond 

cognitive ones to help learners’ listening by planning, monitoring, and evaluating. 

They are often seen as a series of processes to regulate cognitive behaviors and make 

sure to achieve a goal (Wang, Spencer, and Xing, 2009). As for affective strategies, 

they let listeners release their feelings positively and negatively by interaction with 

others in social-mediating activities, such as writing about emotions, asking for 

clarification and cooperating with peers. The strategies can lower listeners’ anxiety, 

build their confidence, and elevate their motivation in improving their listening 

proficiency (Vandergrift, 1997). Here is a study about the use of listening strategy. 

 Chen, Zhang, and Liu (2014) investigated the L2 learners’ listening strategy use 

and factors affecting their choices for strategies in a Web-based computer assisted 

language learning system. Once students started using the listening materials and 

activities, their learning process, performance, and relevant information were recorded 

and sent to the server. The students could keep practicing as long as they wanted, but 

if they did not reach the score of 70 out of 100, they could not practice the next level. 

Data were obtained through a national standardized listening comprehension test, part 

of the CET-4 subtest developed by the Ministry of Education in China. The adopted 

strategy inventory and the factor questionnaire were conducted to analyze students’ 

strategy use, their motivation, learning styles and anxiety. The findings, first, 

manifested similar results as other studies in which cognitive and metacognitive 

strategies were highest in terms of the frequency, while affective strategies were used 

the least. Second, motivation and learning styles significantly predicted the use of 
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listening strategies in a Web-based learning, but motivation was the stronger factor of 

the two. That is, students used strategies more frequently when their motivation 

increased. However, learners’ styles and anxiety showed a relatively negative 

relationship.  

However, some studies reveal different results. Researchers found that 

unsuccessful learners also used a lot of various strategies, but in a different way. They 

failed to choose and used the most efficient strategies (Chamot et al., 1988; 

Vandergrift, 1997; Vann and Abraham, 1990). To synthesize some suitable listening 

strategies for language learning by CALL in two studies (Pujola, 2002; Roussel, 2011), 

there were effective strategies for application in similar situations such as identifying 

the difficulty and then deconstructing it, listening to the speech once, consulting 

dictionary, and inferring by using the context.  

Despite the recognition of digital games’ positive effects on language learning, 

little research has been carried out to offer convincing evidence about their efficiency 

when the context is in Taiwan. In addition, researchers have seldom paid attention to 

the learning strategies which might be adopted in learning vocabulary via digital 

games. Therefore, the study intends to explore whether learning language through 

digital games is beneficial to junior high school students in Taiwan, and what the 

learning strategies are used by the students.  
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CHAPTER 3 

METHODOLOGY 

 

This action research study employed a qualitative approach, aiming to explore 

how the game-based instructional measurement and the required presentation support 

vocabulary learning, and what learning strategies are used by the students to learn 

English through digital games. In the sections below, research design, context and 

participants will be presented, followed by a discussion on the instruments, the 

particular digital game adopted for the study, the data collection and analysis 

procedure.    

 

Research Design 

As a teacher’s action research study on her own teaching, the present study 

adopted the qualitative approach in order to obtain insights into the students’ 

vocabulary learning experiences with the required online game and the team 

presentation, and it focused on both product and process of the students’ playing 

experiences (Mertler & Charles, 2011). Qualitative research entails in-depth 

interpretation based on narrative and descriptive data (Gay, Mills, and Airasian, 2006). 

The comprehensive description of a topic involves collecting and analyzing 

nonnumeric data, such as transcripts of interviews, observational notes, and 

recordings (Mertler & Charles, 2011). Thus, the reasons for employing the qualitative 

approach were that it allowed a rich and vivid description of students’ experiences and 

thoughts based on their digital game diaries, group presentations, and group 

interviews. Second, as an action research, the study also allowed the teacher 

researcher to reflect on the process and product of this innovated classroom 

instruction and derive insights for future practice.  

 

Research Context 

This study was conducted in an urban junior high school in central Taiwan. There 

were around 70 faculty members and 400 students, and 24 classes in total, which was 
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considered a small-sized school in this area, with parents that welcame 

computer-mediated instruction. Students from the 7
th

 to 8
th

 graders have five English 

class periods per week, and the 9
th

 graders had 6 class periods. They learned English 

mainly from textbooks for the purpose of passing exams. This junior high school was 

featured so-called 'dance specialty' classes. Students in these classes were actually 

considered more advanced than the others because these classes brought together 

academically advanced students and dancing specialty students. In addition to 

textbooks, students from these specialty classes also studied many supplementary 

materials, such as English-learning magazines and additional reading workbooks. 

Although generally better in English over the past few years, the performance of these 

specialty classes on Comprehensive Assessment Program for Junior High School 

Students was still varied: their English scores ranged from A++ to B, which stands for 

being excellent to medium levels. This shows that these students in this class had 

extremely differentiated levels in English. With respect to the school’s requirements, 

all of the classrooms were equipped with computers connected to overhead projectors. 

Besides, two computer classrooms were available for teachers to reserve. In other 

word, this school also had sufficient facilities conducive to the game-based language 

learning that this teacher researcher was interested in implementing. 

 

Participants 

Twenty-five eighth graders from a dance specialty class (5 boys and 20 girls) 

taught by the teacher researcher participated in the study. These students participated 

in this research project with their parents’ consent and their own willingness.  

This particular class was selected for the following reasons. Firstly, their language 

abilities were much better than those of the other normal grouping classes, so they did 

not need to struggle hard for understanding or playing the digital game in English. 

Secondly, being their teacher, the teacher researcher knew the students well and had 

good rapport with them. Thirdly, this class is a mixture of dance specialty students 

and academically advanced students. As a heterogeneous group, they were expected 

to work well with one another. According to Dembo (1994), many researchers believe 

that heterogeneous groups are better than homogeneous groups in terms of learning 

process and performance. Other studies also reveal that heterogeneous groups provide 

many chances for students to learn how to interact with various types of people, and 

boost possibilities of academic success (Cohen, 1994; Johnson and Johnson, 1994). 
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For the purpose of this study, the students were categorized into three different 

English levels based on six sectional exam scores from the previous school year in the 

beginning. High achievers were those who obtained an average score of over 95; low 

achievers were the ones whose scores were below 85; medium achievers were the 

ones in between. Since the average score for this class was around 85, when any one 

student whose scores were under 85, this means their English proficiency lagged 

behind most of the students in the class. On the other hand, anyone who could achieve 

95 would be considered very strong in their English ability.  

For the convenience of the study, the high achievers were coded as H1 to H5 (with 

H1 being the best); the medium achievers were from M1 to M14; the low achievers 

were coded as L1 to L6 (with L6 being the lowest in score). Then the class was 

divided into five heterogeneous groups composed as follows:  

1. Group One: H4, M2, M3, M4, and L5 

2. Group Two: H3, M5, M11, M14, and L4  

3. Group Three: H1, M8, M10, M12, and L1  

4. Group Four: H2, M6, M9, M13, and L3 

5. Group Five: H5, M2, M7, L2. and L6 

 

In order to understand students’ experiences before the study, a background survey 

was first conducted (see Appendix A for the survey of the basic personal information). 

The survey revealed that nineteen out of the twenty-five students in this class had 

learned English for the period of six to ten years. This showed that their English 

learning experience was long. Besides, the average English scores for nineteen out of 

the twenty-five students’ were in the range of eighty to one hundred, and only six 

students were under the score eighty. This meant the English level of the whole class 

was generally good and that playing the game in English as required by the teacher 

researcher should not be difficult for them. 

As for gaming experience, more than half of them, fourteen students to be exact, 

had played games for over six years. This indicated that most of them were used to 

digital devices since they were young, and they were what Prensky (2003) named 

“digital natives.” Nonetheless, there were still eleven students who had less than five 

years of gaming experience. The teacher researcher thus thought that the students 

might need some orientation before playing new games.  
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Data Collection 

Generally, to understand the students’ learning efficiency, the pre-test and 

post-test were used to examine whether there was any improvement in vocabulary 

learning. Also, the students’ learning strategies were counted by the times they 

recorded in the digital game diaries. Besides, their thoughts and suggestions were 

collected from the interviews. Furthermore, some suggestions were offered by the 

teacher researcher’ colleagues through their feedback. Therefore, data collection in 

this study was from the sources which included (1) students’ background survey, (2) 

the game vocabulary pre-test and post-test, (3) teaching logs and classroom 

observation by the teacher researcher, (4) students’ digital game diaries, (5) individual 

and group interviews, and (6) feedback by two colleagues. 

 

Students’ Background Survey 

As discussed earlier, before the study, the teacher researcher first conducted a 

background survey in order to understand the students’ background information, 

habits and preferences for digital games, and their experience and willingness to learn 

English by playing digital games. From the results, it was obvious that more than half 

of the students had the habit of playing games. Besides, most of the students showed 

positive attitudes toward digital games. In the second part of students’ background 

survey, sixteen out of twenty-five students expressed positive attitudes toward games 

since most of them liked to play digital games or liked to play digital games very 

much. There were even eight students agreed or highly agreed that they played digital 

games every day; however, nine students remained neutral to this question, and eight 

students disagreed or extremely disagreed on it, showing that they could play games 

but not for a long time (see the second part: preferences and habits for games of 

Appendix A).  

According to the survey, there were two students who were not interested in 

playing digital games and eight of them did not play games every day (see Appendix 

A). The teacher researcher wondered the reasons behind, and thus carried out an 

anonymous questionnaire to have the students write down possible reasons why some 

students did not like to play digital games. Generally speaking, three reasons were 

listed more frequently than the others. The first one was because of their parents’ 

opposition; the second one was a lack of interest for games, and the third one was the 

dearth of time to play games. This result reflected that most of the students knew that 
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their parents did not want them to spend too much time playing games. Most of them 

were also refrained from playing games, but spending most of their time studying 

school subjects. For this reason, the teacher researcher decided to schedule the amount 

of weekly tasks for about one hour, so playing the online game for this study would 

not be a big burden for the students in managing their study time. 

 

The Game Vocabulary Pre-test and Post-test 

 The teacher first played the game to check its contents and arranged the weekly 

game schedule based on most of the students’ normal weekly games playing time. 

Then, the game vocabulary which was new to the students was identified and selected 

by the teacher researcher to design the pre-test and post-test. Both of the tests were 

presented in the form of multiple choices (see Appendix C). They both included the 

same twenty-five sentences for multiple choices, but the order of the test questions 

was adjusted and was completely different. For each item, there was a blank in each 

sentence with four corresponding vocabulary items to be chosen by the students. Only 

one of the four was the most appropriate. In order to test if there was any progress in 

vocabulary learning, the students took the pre-test before playing the game in the fifth 

week and the post-test in the twelfth week of the semester. 

 

Teaching Logs and Classroom Observation 

In order to realize what students’ reactions and record the situations of group 

presentations, teaching logs and classroom observation were adopted to help the 

teacher researcher. For facilitating students’ vocabulary learning and making students 

play the online game more smoothly, the teacher researcher designed instructional 

measurement and required group presentation to make the most of the online game in 

terms of the learning efficiency. With an eye to adjusting the students’ weekly group 

presentation for reporting better, and making the most of the students’ digital game 

diaries to help them learn new words, the teacher researcher observed and recorded 

what happened during group presentation and in their diaries in detail. For 

comprehensive understanding, the teacher researcher focused the observation on the 

students’ vocabulary learning strategies, gaming strategies, new words’ example 

sentences, students’ reactions and special incidents during playing games in the 

teaching logs.  

Classroom observation was vital for the teacher researcher to fully understand 
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students’ problems and performances in different contexts. Mertler & Charles 

mentioned that observations involve “carefully watching and systematically recording” 

what the researcher sees and hears in a specific setting (2011, p.194). Thus, the 

observations were divided into three types of situations; one was for the game 

demonstration in the computer lab (see Appendix E), and another was for the 

observation of the weekly group presentation and the whole class (see Appendix E); 

and the other was for the weekly check of the digital game diaries (see Appendix G). 

Besides, there was feedback (see Appendix F) kept by the colleagues who were 

invited to offer feedback, and offer advice to the teacher researcher. Based on these 

teaching logs, the teacher researcher could adjust the procedure and lead students to 

find out useful strategies and tools for the tasks.    

 

Students’ Digital Game Diaries 

 The participants were asked to keep diaries whenever they played the game. The 

students played the online digital game at their pace anywhere anytime. Given that it 

was not possible for them to clearly remember what tasks they had accomplished, 

what words or phrases they had learned from the game, or how they had solved the 

problems, they needed to record all their situations in detail. The diaries were 

collected once a week for the teacher researcher to check for their progress and to 

understand how they played, learned, and interacted with other online players after 

school (see Appendix B for the weekly game schedule).  

In order to make sure that the students would not take notes randomly or 

irregularly, the teacher researcher demanded the form and content for the digital game 

diaries. The students were required to first record the date and time they spent on the 

game whenever they played it. Second, they had to write down what tasks they 

played/worked on during the time. Third, they needed to express whether or not they 

felt the tasks they played were interesting and why they felt so. Fourth, they should 

fully explain and depict what the problems were from the tasks they played and how 

they solved the problems. Fifth, they had to take notes about what new words they 

identified during the game and consulted them in the dictionary for the words’ 

Chinese meanings. Then, they gave a sentence for each new word. Sixth, they had to 

write down what vocabulary learning strategies and gaming strategies they adopted 

during game playing.  

Every Monday, the student assistant helped to collect all the digital game diaries 
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for the teacher researcher to check and to give suggestions, and see if there was 

anything wrong or incomplete. The teacher researcher would return these diaries to 

the students before the weekly group presentation on Friday. Hence, when the group 

reported, the rest of the students could note down the new words that they did not find, 

some other learning or gaming strategies they had not tried, or the ways the presenter 

completed certain task.  

 

Individual and Group Interviews 

To understand the reasons behind the students’ test performances and their 

opinions, both individual and group interviews were required for comprehensive 

information. After the post-test, the students knew their own scores and the progress 

they made in vocabulary learning. Then, the teacher had interview with each group to 

gain more information such as feelings, opinions and intentions (Law, 2012; Patton, 

1980). The teacher interviewed all the groups, and discussed with the group members 

about the reasons behind their game actions. Every interview was sound-recorded by 

a smartphone, and the interview questions were semi-structured (see Appendix J). The 

interviews entailed open-ended questions focusing on the game playing process, the 

preparation process for the group presentation, the group presentation, general views 

and attitudes toward the study, and other suggestions. As these questions brought out 

new ideas and views, the teacher researcher maintained flexibility and would adjust 

the questions accordingly (Patton, 1980).  

In addition to group interviews, the teacher researcher also conducted individual 

interviews. The teacher researcher first examined the students’ grades in pre-test and 

post-test to decide whom to be interviewed. Thus, the teacher researcher drafted some 

questions to ask not only students who obtained the highest score and the lowest score, 

but also the students whose grades improved and whose grades became worse the 

most in the post-test. The questions focused on how they studied their notes for the 

post-test, what the possible reasons were leading to the resulted scores, how they felt 

when they worked on the post-test, and why they answered some multiple-choice 

items wrong (see Appendix K). Through individual interviews, the teacher researcher 

could infer possible reasons that could have resulted in their various learning 

performances. 
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Classroom Observation 

 To avoid ignoring some students’ feelings and learning situations, the teacher 

researcher had classroom observation to clearly understand all the students’ learning 

conditions. Because there were five groups, the group presentations were five times in 

total. The teacher researcher observed the students’ reports and adjusted the group 

presentation’s requirements by herself, and she also invited her colleagues to offer 

some feedback on the second group’s presentation.  

 

Feedback by Two Colleagues 

Two colleagues were invited to evaluate the second group’s presentation and to 

offer feedback to the teacher researcher during the process of instruction. They were 

suitable for the evaluation because they also taught the eighth graders at the same 

school. Even though they did not teach the dance specialty class, they knew the 

students’ English levels well. Their suggestions were recorded in a form designed by 

the teacher researcher (see Appendix F for question five as it related to their 

suggestions), and some of the ideas were adopted to adjust the following group 

presentations (see Appendix H). For example, they suggested to me that having an 

award system could encourage students to work harder. Besides, students could add 

words or phrases relevant to a new word that they found, so they could learn more 

words and meet the teacher researcher’s requirements for the amount of the of new 

words. 

 

Procedure of the Study 

The study comprised the following steps: (1) the vocabulary pre-test, (2) the 

demonstration of the digital game, (3) the students’ weekly group presentation, data 

collection from teaching logs and digital game diaries, and the teacher researcher’s 

weekly adjustments, (4) the vocabulary post-test, (5) the individual and group 

interviews, (6) the data analysis, and (7) the pedagogical implication and conclusions 

for the study. The whole procedure was below (see Figure 5). 
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The Vocabulary Pre-test 

   

The Demonstration of the Digital Game 

   

Weekly Group 

Presentations 

Digital Game 

Diaries 

Teaching Logs The Teacher 

Researcher’s 

Weekly 

Adjustments 

   

The Vocabulary Post-test 

   

The Individual and Group Interviews 

   

The Data Analysis 

   

The Pedagogical Implication and Conclusions for the Study 

Figure 5. The Procedure of the Study 

 

For the first step, the teacher researcher’s preparation, it took five weeks for the 

teacher researcher to make the necessary arrangements and scheduling. In the first 

week, the students were divided into five heterogeneous groups. For the second week, 

the teacher researcher had the students fill out a background survey (see Appendix A) 

in order to understand their English proficiency and gaming experience. Meanwhile, 

the teacher researcher played the game to make sure that the game and tasks were of 

an appropriate amount for the students. After knowing the time the students usually 

spent on playing games, the teacher was able to develop a weekly schedule for the 

game and tasks (see Appendix B). In the third week, the teacher researcher passed on 

the informed consent notification for the parents explaining this study. After receiving 

all the permissions from the parents, the teacher researcher had the students do the 

vocabulary pre-test (see Appendix C) to see how much vocabulary from the game 

they had already known. This was the fourth week and the second step of the study. 

After the first sectional exam in the fifth week, the teacher researcher 

demonstrated how to play the digital game and what were needed to be recorded on 
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the digital game diaries and group presentations by using a PowerPoint file (see 

Appendix D) in the classroom. Besides, the teacher researcher told the students some 

tools that they could use, including the fan forum and some online dictionaries such as 

Cambridge Dictionary, Oxford Dictionary, and Dr. Eye. In the sixth week, the teacher 

researcher reserved the computer lab to demonstrate the first five tasks (see Appendix 

B) in order to help them become familiar with the game interface and context.  

During the seventh week to the twelfth week, the students started to have their 

weekly group presentations and digital game diaries. There was a short pause in the 

eleventh week due to the second sectional exam. In the meantime, the teacher 

collected data from various sources and made weekly adjustments to the requirements 

for the digital game diary and the group presentation. Then, the students took the 

post-tests to see if there was any progress in vocabulary learning after the game in the 

thirteenth week. In the same week for step six, Groups One and Group Two had an 

interview with the teacher researcher respectively. In the following week, Group 

Three to Five had their interviews as well. The whole process took about fourteen 

weeks as Table 1 indicates: 

 

 

Table 1: Procedure of the Study and Data Collection 

Week The Students’ Activities The Teacher’s Activities 

1  

(9/10 – 9/16) 

1. The students had no 

activities. 

1. The teacher collected and 

calculated students’ average 

scores. 

2. The teacher divided them into 

five heterogeneous groups. 

2  

(9/17 – 9/23) 

1. The students did the students’ 

background survey. 

2. The students wrote possible 

reasons behind those who did 

not play games at all. 

1. The teacher estimated 

students’ English proficiency 

and gaming experience. 

2. The teacher played the game 

and arranged the suitable 

amount of tasks for each 

week. 



DOI:10.6814/THE.NCCU.ETMA.005.2018.A07 

‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

 

22 

 

3  

(9/24 – 9/30) 

1. The students took 

notification home for their 

parents’ permission to join 

this study. 

1. The teacher explained the 

project and passed out 

notification to the students to 

ask for their parents’ 

permissions.  

4  

(10/1 – 10/7) 

1. The students took pre-test in 

class. 

1. The teacher carried out the 

pre-test in class. 

5 

(10/8 – 10/14) 

1. After the first sectional exam, 

the students listened to the 

teacher’s introduction to the 

game, and the regulations for 

group presentation and the 

digital game diary. 

1. The teacher use PowerPoint 

to introduce the game and 

demonstrated the regulations 

for group presentation in 

class. 

2. The teacher also offered 

some useful resources, such 

as fan forum and dictionaries. 

6  

(10/15 - 10/21) 

1. The students downloaded, 

registered, and learned to 

play Task 1 to 5 in the 

computer lab. 

2. The students started to keep 

their digital game diaries. 

1. The teacher demonstrated 

how to download, register 

and play Task 1 to 5 in the 

computer lab. 

2. The teacher observed the 

three different levels of 

students and took notes in the 

teaching logs. 

7  

(10/22 - 10/28) 

1. The students played Task 6 to 

10 and kept their digital 

game diaries for a week. 

2. Group One had the 

PowerPoint presentation in 

class. 

1. The teacher asked the 

students about the content or 

errors of their presentation. 

2. The teacher observed the 

students and took notes in the 

teaching logs. 

8  

(10/29 – 11/4) 

1. The students played Task 11 

to 15 and kept their digital 

game diaries for a week. 

2. Group Two had the 

1. The teacher asked the 

students about the content or 

errors of their presentation. 

2. The teacher observed the 
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PowerPoint presentation in 

class. 

students and took notes in the 

teaching logs. 

9  

(11/5 – 11/11) 

1. The students played Task 16 

to 20 and kept their digital 

game diaries for a week. 

2. Group Three had the 

PowerPoint presentation in 

class. 

1. The teacher asked the 

students about the content or 

errors of their presentation. 

2. The teacher observed the 

students and took notes in the 

teaching logs. 

10 

(11/12 – 11/18) 

1. The students played Task 21 

to 25 and kept their digital 

game diaries for a week. 

2. Group Four had the 

PowerPoint presentation in 

class. 

1. The teacher asked the 

students about the content or 

errors of their presentation. 

2. The teacher observed the 

students and took notes in the 

teaching logs. 

11  

(11/19 – 11/25) 

The activities were paused 

because of the second sectional 

exam. 

The activities were paused 

because of the second sectional 

exam. 

12  

(11/26 -12/2) 

1. The students played Task 26 

to 30 and kept their digital 

game diaries for a week. 

2. Group Five had the 

PowerPoint presentation in 

class. 

1. The teacher asked the 

students about the content or 

errors of their presentation. 

2. The teacher observed the 

students and took notes in the 

teaching logs. 

13  

(12/3 – 12/9) 

1. The students took post-test in 

class. 

2. Group One and Two had an 

interview with the teacher. 

1. The teacher carried out the 

post-test in class. 

2. The teacher interviewed 

Group One and Two. 

14  

(12/10 -12/16) 

1. Group Three to Five had an 

interview with the teacher. 

1. The teacher interviewed 

group Three and Five. 
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The Digital Game 

Considerations for Choosing a Proper Digital Game 

One of the reasons for choosing a digital game as the media for language 

learning for this study was based on a consideration of Keller’s model of motivation, 

which includes attention, relevance, confidence, and satisfaction (ARCS) (1987). The 

selected digital game in the present study was fun with interesting tasks, which met 

satisfaction in Keller’s model. Also, its English level was similar to what students had 

learned at school in terms of the grammars and vocabulary, which was in accordance 

with relevance in Keller’s model. Besides, more than 60% of the students displayed 

strong interests in digital games, which showed their confidence in playing games. 

Furthermore, nearly 70% of them played digital games more than 1 hour per week, 

according to the results of students’ background survey (see Appendix A), which 

meant that their attention for games was acceptable in terms of a week as a period. 

Hence, learning new words through playing an online game was proper to most of the 

students from the perspectives of Keller’s ARCS model. 

Another reason to select the digital game was that convenient and accessible 

digital games provided good opportunities for students to immerse themselves in 

English. This game was all in English, and there were many international online 

players that the students could interact with. Thus, the game was an ideal platform for 

the students to learn and practice English on their own.  

The other reason to choose digital games was the characteristics of Massively 

Multiplayer Online Role-Playing Games (MMORPGs). In the MMORPGs, students 

could have chances to create new L2 self-images and to increase their motivation in 

both completing tasks and exposing to the L2 (Dörnyei, 2009). Studies had also 

proved that players had high motivation and enjoyment when they played digital 

games which offered a large amount of authentic inputs (Gee, 2007; Sternberg, 2011; 

Thorne, 2008; Thorne et al., 2009). These games offered customizable avatars, which 

facilitated social interaction, immersion, sharing information and supporting 

communication between players in the online communities, called “affinity spaces” 

(Gee, 2008, p.87). Thus, players could obtain a sense of belonging and elevate their 

motivation. 
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The Game Context: World of JumpStart 

The online digital game, World of JumpStart, for this study was available on the 

website JumpStart: Fun Games for Kids (http://www.jumpstart.com/). Since 1991, the 

JumpStart Games series have been designed to be learning-based games for 

three-year-old to thirteen-year-old children whose native language is English. The 

purpose is to help children learn and practice language, math, geography, science and 

so on. In 2009, the game company started to expand its games into the online games 

market. According to the website’s introduction, these series have earned many 

awards and certified by such organizations as Common Sense Media, The National 

Parenting Center, the kidSAFE Seal Program and so forth.  

The game, World of JumpStart, is a 3D adventure learning-based game for 

children and a massively multiplayer online role-playing game (MMORPG) as well. 

The game not only offered the Jumpee Creator, an interactive menu, to allow players 

to design their avatars, known as their Jumpeez (standing for plural players), but also 

had Name Randomizer to create unique names. Also, players tried to earn JumpStars 

to obtain a higher rank, and reveal some hidden functions or extra tasks for Jumpeez 

in the game. Besides, Jumpeez were given coins for playing games or completing 

tasks, so they could buy items and decorate their houses or avatars. Further, Jumpeez 

could make friends with other players through two methods. One was to add a friend 

to the buddy list by using every player’s Jumpstart Buddy Code; the other was to 

press the add button on the “About Me” page of another Jumpee to add a new friend. 

In the game, players could freely control their Jumpeez and explore the world by 

using arrow keys, or quickly gain access to specific areas via the JumpStart Map to 

teleport Jumpeez to the locations they wanted to.  

In the beginning, there were characters to guide players to learn how to use the 

game’s interface by completing assigned tasks step by step. For example, there was a 

dog, Frankie (see Figure 1), who was responsible for teaching players how to use 

arrow keys to control their Jumpeez by giving simple tasks such as collecting balls. 

With another important character’s assistance, Ivy (see Figure 2), the blue-skinned 

fairy not only taught new players how to hatch and raise their Mythies (the pets in this 

game) (see Figure 3), but assigned simple tasks for players to follow. After players 

finished all the assigned quests, they could choose any other series of tasks in every 

land or area in the map (see Figure 4). Different lands or areas, such as Marine Land 

or Future Land, Mainstreet or Downtown, all had their own unique features and 

http://www.jumpstart.com/
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certain tasks that suited players of all ages. 

            

Figure 1. Frankie    Figure 2. Ivy             Figure 3. Mythies 

 

Figure 4. World of JumpStart Map 

In order to develop some understanding of the perspectives of language in the 

game, the teacher researcher first played the game by herself and found that all the 

conversations and descriptions in the game were either in the past tense or present 

tense. In other words, the sentence patterns were the ones that the students had already 

learned. Besides, most of the words were within the vocabulary scope required by the 

Grade One to Nine Curriculum Guidelines in 2008 regulated by Minister of Education. 

This meant that the students should be able to understand most of the game context 

and tasks. Even though some new words were harder or some were new to the 

students, the game’s animation and contexts gave players enough hints for inference. 

Hard as the new vocabulary was, the words from the characters’ dialogues would not 

disappear until players clicked the dialogue bubbles. Hence, players could pause for a 

while to consult new words in the dictionary as they needed. Also, all the tasks’ 
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directions could be presented again if players were not sure what they should do. On 

top of that, every task was presented with aural directions with brief written 

description. Consequently, players could expose to both audio and visual inputs at the 

same time. In addition, there were a game guide, FAQ, and other resources on the 

website (http://www.jumpstart.com/customercare/game-guide) for players to search 

for information whenever they encountered problems in the game.  

 

Instructional Measurement 

Requirements for Weekly Group Presentation 

  To make every group’s report clear and efficient so that they could really 

teach the other students, the teacher researcher regulated a set of requirements for 

weekly group presentation. Then, she first demonstrated how to present Task 1 to 5 by 

using a PowerPoint file in class (see Appendix D). In the example PowerPoint file, the 

students could see what they were expected to do in the presentation. As discussed 

earlier, five students were put in each group as assigned by the teacher researcher 

according to their grades in the previous year. Firstly, every student was in charge of 

introducing a task with a screenshot. Secondly, they needed to teach two new words to 

the class from the task they introduced with correct pronunciations, parts of speech, 

corresponding Chinese meanings, and example sentences (see Appendix B for the 

requirements, and Appendix D for the teacher researcher’s demonstration PowerPoint 

file). 

 

Requirements for Digital Game Diary 

 Every student had a digital game diary to keep their learning and playing 

situations every time they played the game. The students needed to record the time 

they spent on the game, the tasks they played, their thoughts about the tasks and 

reasons, the problems they faced with their solutions in the game, the new words with 

some example sentences, and their learning and gaming strategies in the digital game 

diaries (see Appendix B for the requirements).  

 

Data Analysis 

In order to answer the two research questions, different data were adopted. The 

pre-test and post-test were compared to check the learning efficiency. Besides, the 

students’ learning strategies were tallied in the digital game diaries to see their 

http://www.jumpstart.com/customercare/game-guide


DOI:10.6814/THE.NCCU.ETMA.005.2018.A07 

‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

 

28 

 

preferences. Teaching logs and interviews were analyzed to evaluate the advantages 

and disadvantages of the instructional measurement. In the process, triangulation was 

also adopted by the present study in order to reveal convergence and dissonance in the 

findings (Creswell & Miller, 2000; Erzerberger & Prein, 1997). Basically, data from 

the teaching logs, digital game diaries and interviews were used for triangulation of 

students’ thoughts and learning strategies. Thus, the teacher researcher could make 

sure their feelings about whether the whole study was conducive to vocabulary 

learning and the learning strategies that the students were prone to use in the learning 

circumstances.  

In the following chapter, there were in-depth descriptions of Group One’s and 

Group Two’s performances in group presentations, interviews, and their digital game 

diaries. They were selected to represent the students learning and opinions for further 

discussion. For intense case study, their features, learning situations, and problems 

were reconstructed to show some common situations and special incidents. Then, the 

five groups were categorized and recorded in chronological order to see the teacher 

researcher’s weekly adjustments. 

The reasons to choose these two groups were many. These groups not only 

represented the common situations among all the five groups, but also had some 

special situations worth to be explored and discussed. First of all, Group One and 

Group Two had some unique strategies that other groups did not use. Second, there 

were some unexpected troubles happening during the groups’ cooperation, which 

were interesting and different from other groups. Third, two students in Group One 

completed the assigned tasks in a short period of time, and that intrigued the teacher 

researcher to understand the reasons and their learning outcomes. Fourth, students in 

Group Two generally did not enjoy the game as much as the other groups, so the 

teacher researcher tried to ask them their thoughts and feelings in the group interview. 

Fifth, Group Two was the first group that used online dictionaries from China, 

resulting in many grammatical problems. Sixth, Group Two added additional 

screenshots of their pets to the PowerPoint file, which aroused the audiences’ 

attention and curiosity. Seventh, Group One and Group Two mentioned some 

additional benefits from the study. Therefore, the two groups not only showed some 

common situations but were ideal for understanding what other incidents happened in 

the groups and what problems the students encountered. 

For answering Research Question 1, To what extent did the instructional 
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measurement and the required presentation support vocabulary learning? the students’ 

test outcomes in pre-test and post-test were compared to see whether there was an 

improvement in vocabulary learning in the present study. Besides their grades, the 

students’ group interviews also provided their opinions and feelings about the study’s 

learning efficiency such as the advantages and disadvantages of the group 

presentation and the digital game diary. Hence, the result could be verified through 

quantitative and qualitative data triangulation. 

With an eye to answering Research Question 2, What are the learning strategies 

developed by high and low proficiency students? the students’ learning strategies from 

their digital game diaries were tallied and presented in the form of a table. In addition, 

the teaching logs recorded with the students’ learning strategies were compared with 

the teacher researcher’s observation on the students’ digital game diaries. On top of 

that, individual interviews provided detailed personal learning ways and their 

studying attitudes to see what learning strategies the high and low proficiency 

students tended to use for vocabulary learning. Unexpectedly, some students also 

mentioned that their listening competence was improved through the aural inputs of 

the game characters. As a result, the teacher researcher decided to focus on how the 

students’ listening competence was promoted by playing the online game. 
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CHAPTER 4 

RESULTS 

 

In this chapter, the findings are first presented with the students’ scores in both 

pre-test and post-test. The means and standard deviations are shown, and then some 

individual interviews are descripted. Secondly, the general situations of the five 

groups in their group presentations and digital game diaries are presented. Third, two 

groups’ presentations, their group interviews, and some special events in the digital 

game diaries are chosen to reflect some common problems and useful strategies by 

the students. Their thoughts, feelings, or pieces of advice to the study are depicted as 

well. Fourth, the problems in weekly group presentations and digital game diaries 

were arranged in chronological order with corresponding adjustments made by the 

teacher researcher. At last, the teacher researcher’s refection on her teaching is 

summarized with her personal observation and suggestions. 

 

The Test Results of the Vocabulary Pre-test and Post-test 

 On one hand, as the data revealed (see Table 2), the mean of the vocabulary 

post-test (51.36) was higher than that of the pre-test (40. 16) for the whole class. 

Considering all the students’ grades (n=25), twenty out of the total twenty-five 

students did learn new words from playing the online game, JumpStart, with supports 

from the instructional measurements and the required presentation (see Table 3). 

Besides, the students with different English levels also improved in terms of the 

amount of their vocabulary acquisition. Moreover, comparing both the students’ 

pre-test’s and post-test’ scores, the teacher researcher found t and p-value through 

Excel (see Table 2). The p-value was 0.0000433509, which was smaller than 0.05, so 

it proved the students’ improvement in vocabulary was significant. 

On the other hand, the SD in both the vocabulary pre-test and post-test was as 

large as expected since the dance specialty class was composed of two kinds of 

students, the academically advanced ones and the dance specialty ones. Their English 

proficient levels were indeed quite varied. 
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Table 2: Class Performance of the Students’ Pre-test and Post-test  

Scores 

Students’ Levels 

Pre-test Scores Post-test Scores 

The High Level Students 

n = 5 

Mean SD Mean SD 

52 9.797959 58.4 16.87602 

The Medium Level Students 

n = 14 

Mean SD Mean SD 

39.42857 13.01901 52.85714 10.54556 

The Low Level Students 

n = 6 

Mean SD Mean SD 

32 7.155418 42 13.08434 

The Whole Class 

n = 25 

Mean SD Mean SD 

40.16 12.83121 51.36 13.30063 

The Whole Class 

*P < 0.05 

t p-value 

4.710486 0.0000433509 

 

Comparing the students’ scores and finding out those who had the most 

improvement or regression in the vocabulary post-test (see Table 3), the teacher 

researcher interviewed them individually to discuss the possible reasons why they 

improved or became worse in the post-test. The following were the reasons given by 

the students as to how they had devoted time and efforts to learning vocabulary, the 

possible reasons leading to their test results, and the test results that they obtained. 

 

Table 3: The Students’ Mean and Standard Deviation in Pre-test and Post-test Scores 

Scores 

Students 

Pre-test Scores Post-test Scores Score 

Improvement 

H1 68 84 +16 

H2 52 56 +4 

H3 44 64 +20 

H4 44 48 +4 

H5 52 40 -12 

M1 36 60 +24 

M2 16 48 +32 

M3 44 56 +12 

M4 36 44 +8 
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M5 40 64 +24 

M6 40 52 +12 

M7 24 44 +20 

M8 40 64 +24 

M9 24 40 +16 

M10 32 36 +4 

M11 48 48 0 

M12 52 68 +14 

M13 60 68 +8 

M14 60 48 -12 

L1 20 36 +16 

L2 40 40 0 

L3 28 40 +12 

L4 36 32 -4 

L5 32 36 +4 

L6 36 68 +32 

Total Mean 40.16 51.36 +11.12 

Total SD 12.83121 13.30063  

 

 In the beginning, the teacher researcher was so interested in the reasons behind 

some students’ individual performances that she decided to know how H1 could get 

the highest grade, 84, in the vocabulary post-test. It meant that she only had four out 

of the total twenty-five multiple-choice questions wrong. Being asked the reasons 

why there were four wrong answers, H1 responded that the correct items happened to 

be the words she had not learned from playing the game. “I have seen all the other 

items except for the correct ones.” H1 said there were some words she had already 

learned before, and, indeed, her vocabulary pre-test was the highest grade, 68, in the 

class. She said that she spent a lot of time memorizing the new words before the 

vocabulary post-test.  

Examining H1’s digital game diary, the teacher researcher found that her log was 

pretty rich in content. Compared to the other students', she wrote much more words, 

which were more than the required amount. Also, she clearly recorded her feelings 

and events in details. For instance, she wrote that she did not know Eleanor was that 

elephant in the game, and she did not know what to do even though she found it later. 

She randomly clicked different game characters to find the elephant was the very 

character, Eleanor, and knew it could actually talk to people, not just a decoration in 

the game. Also, she wrote that she had forgotten to take notes for new vocabulary in 

the first few tasks. Thus, she decided to create a new role to play those tasks again. 
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Furthermore, she wrote that some foreigners kept introducing themselves when they 

walked past her. She thought that it was not polite to ignore them, so she tried to chat 

with them. Generally speaking, students were given a stamp to reward their hard work 

in a digital game diary whenever the requirements were met, and H1 got three stamps 

out of the five times. Thus, the teacher researcher could tell that she had dedicated a 

lot of time and hard work to the online game and vocabulary learning.  

 In addition to the student who got the highest grades, the teacher researcher was 

also eager to understand how the students learned or prepared to make the most 

progress. M2 and L6 had significant improvement by the scores of thirty-two in their 

vocabulary post-test (see Table 3). M2’s pre-test grade was 16, but it became 48 in the 

post-test. L6 also turned her grades from 36 to 68 after playing the game. The 

improved scores meant that they answered eight more multiple choices correctly than 

they did last time. The teacher researcher interviewed them respectively to know how 

they learned and prepared for the vocabulary post-test.  

For M2, he mentioned “I usually spent some time reviewing and memorizing my 

notes after I played the game. And the day before the post-test, I did spend some time 

studying the new words and their parts of speech.” Then, the teacher researcher asked 

him to think about the reasons why he could not answer them correctly. He mentioned 

that his impressions on some of the items for the multiple choices were so vague that 

he could not be sure about their meanings; the other reason was that he had not 

learned some words during playing the online game. Obviously, he had the same 

problems as H1 because they did not notice some new words appearing in the online 

game. Nonetheless, M2’s digital game diary did not meet the teacher researcher’s 

requirements most of the time, so he did not get any stamps. He did not record ten 

words every week; thus, the teacher researcher had to remind him to add more words 

at first. However, he took clear and detailed notes about other groups’ presentations 

and shared information during the classroom discussion. Hence, his word bank was 

partly expanded by others’ contributions. 

 As to L6, she not only reviewed the new words on the day before the vocabulary 

post-test, but also memorized and reviewed these new words for some time every day. 

She said,  

I looked up new words’ meanings, parts of speech, and their sentences in the 

dictionary after playing the game, and spent some time remembering the new 

words at once. I also reviewed them for some time every day to accumulate 
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the new words in my brain. Reviewing the new words every day was first 

asked by my mom, but later it became a habit for me every time after I played 

the game.  

 

Reflecting on the probable reasons leading to wrong answers, she thought there were 

still some words that she did not memorize well enough. Still, there were a few 

multiple-choice items she had not seen in the game so that she could only make a 

guess. The teacher researcher further observed her digital game diary, and found that 

she could not clearly record the strategies in both learning new words and gaming, but 

she worked hard on taking notes about the new words’ relevant words in different 

parts of speech. 

 With an eye to looking for keys to learning improvement, the teacher researcher 

also interviewed the students whose scores were the second most improved. M5 and 

M8 added twenty-four marks compared to their vocabulary pre-test scores. During the 

interview, M5 said the reasons for her improvement as follows. She said, “I took notes 

earnestly, and just studied hard on the day before the vocabulary post-test. Usually, 

after playing the game, I memorized the new words and their parts of speech in my 

diary to the degrees of some impressions on them, but maybe I could not correctly 

spell them.” As for the reasons why there were some wrong answers, she told the 

teacher researcher that she did not memorize half of the items that she answered 

wrong, and she had not seen a few words before. This part was the same situation as 

the previous students (H1, M2, and L6). After the interview, the teacher researcher 

also examined M5’s digital game diary again, and found that her diary’s contents were 

so clear and detailed in every perspective that she obtained five stamps in total. She 

wrote her personal experiences and feelings in her diary. Furthermore, she listed more 

words than the teacher researcher had required as well as other parts of speech for the 

same words in different contexts. For example, she wrote that the word, click, could 

either be a verb or a noun. She offered this word as a noun with the example sentence, 

“The lock opened with a click.” And she also wrote the example sentence, “The 

camera clicked and their picture was taken,” with the word as a verb. 

 However, M8’s reasons for her improvement were quite different from those 

provided by the above mentioned students’. She confessed, “I only took a look at my 

notes for some time, and memorized the words’ Chinese meanings, and I usually did 

not study at all. I felt that some words I could recognize when I took the post-test, but 
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the main reason why I improved my grades was that I could fortunately guess the 

right answers most of the time. I deleted the impossible items while taking the test. 

That is, there were four items for each multiple-choice question. And I could 

recognize two, so I made a choice from the rest of the two items.” M8 thought her 

improvement was mainly from her good luck, not her hard work. Looking over her 

diary again, the teacher researcher found she often could not follow the weekly game 

schedule, but she usually added her notes later on. Still, M8 did look hard-working on 

her diary with more listed words that the teacher researcher asked for. Also, she got 

three stamps from the five times’ examinations, which showed her devotion to it. 

 On the contrary, some students improved their scores; some people’s grades did 

not change at all, and the others’ became worse. The teacher researcher also wanted to 

explore the factors that made the scores worse than the pre-test. Among the students 

whose scores became worse, H5 and M14 were the two students whose grades turned 

to be worse the most in their post-test. In the interview, H5 mentioned that she usually 

did not spend much time studying, and just quickly browsed through her notes in the 

diary. As a result, she felt the meanings of the new words were very vague when she 

tried to recall them during the post-test. Besides that, she said,  

The unfamiliarity with the new words in the post-test was the same as that in the 

pre-test. Many answers were randomly guessed so that I answered them 

incorrectly most of the time.  

 

On top of that, she said she at least knew what words she had seen before, but there 

were a few words appearing in the items that she did not notice while taking notes. 

Checking H5’ diary, the teacher researcher saw her notes were well organized and she 

recorded her experiences in details. In addition, she listed some words that other 

students did not detect at all, so that she got four stamps in the five-time 

examinations.  

 The other student was M14, and her responses were similar to H5 in terms of the 

time she spent on studying new vocabulary and the reasons she performed worse in 

the post-test. She said, 

I felt the same as the first time I took the pre-test when I took the post-test. I 

could understand the question sentences but did not know some items. I was also not 

sure about some items’ meanings. And there were some situations where I knew all 

the items but I still chose the wrong answers. I did not spend much time studying, so I 
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guessed the answers most of the time. 

 

The teacher researcher was surprised at her regression because her diary was one of 

the good examples that the teacher researcher asked the others to emulate when they 

needed to amend their contents and forms. M14 worked much harder than many 

others in the diary, and she tended to vividly depict her feelings and events she had 

experienced. Her own word list was also abundant with many notes on learning new 

words and strategies from the other group presentations and classroom discussion. In 

brief, she got five stamps in total for her hard-working contents. As the student H5, 

they both did devote lots of time and efforts to the digital game diaries, but spent little 

time studying the contents in their free time. In consequence, they both performed 

worse than they previously did in the pre-test.  

 Observing the grades, the teacher researcher found L4 got the lowest score in the 

post-test, and her score was worse by four points as well. To understand her learning 

difficulties, the teacher researcher decided to have an interview with her, too. L4 

concluded that there were two possible reasons leading to her bad grade. One was that 

the words were difficult for her, and they were seldom used in her daily life. The other 

reason was that she thought she did not spend much time memorizing or reviewing 

words as she did for the vocabulary learned from the school textbooks. Hence, she felt 

these words were unfamiliar to her when taking the post-test. Besides that, the 

question sentences were hard for her to understand as well. She mentioned, “I could 

not understand half of the sentences. And most of the items looked familiar to me, but 

I just could not recall their meanings at all.” Examining her diary again, the teacher 

researcher noticed that her diary met the requirements when it came to her contents, 

and she also got two stamps for taking notes better than before. It seemed the primary 

reason for the bad performance was her studying time was not enough so that she 

could not memorize these words well. 

 After some specific learning situations and the reasons for those students who 

performed better or worse in their vocabulary post-test were presented, the following 

sections focus on the general situations in their group presentation and digital game 

diaries.  

 

The Situations in Group Presentation 

 In general, most of the groups met the teacher’s requirements for group 
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presentation and had their reports smoothly. Among the five groups, they had some 

common situations as well as some different performances during their group 

presentations. Hence, the following sections are about some phenomena of the 

similarities and differences in these five groups’ presentations.  

 There were some common mistakes the students made during their presentation. 

They did not improve or prevent the situations from happening again after the teacher 

researcher pointed out these mistakes from the first few groups’ reports. There were 

five common mistakes for the groups. First of all, they kept picking words that they 

had learned and were very familiar in their elementary schools or in the textbooks 

since Group One had their first presentation (see Table for the common situation A). 

Even though the teacher researcher had reminded them to teach the other students real 

new words, they still kept picking words that were easy or familiar to them. The 

teacher researcher asked a few groups why they picked those words to teach, and they 

all responded that they could not identify enough new words as required, so they 

needed to put some words they had known. Then, the teacher researcher told them if 

they could not have enough new words, they could teach some relative phrases or 

derivatives of a new word. However, the following groups still made the same 

mistakes again and again. 

 The next situation is that when some groups taught a new word’s part of speech, 

they did not make it consistent with its example sentence (see Table 4 for the common 

situation B). Obviously, the students did not examine their example sentences when 

they made their PowerPoint files. As the teacher researcher told them the 

inconsistency, the students were surprised to see their mistakes. They admitted that 

they did not examine the sentences, but just tried to find some sentences and copied 

them from the online dictionaries. With the teacher researcher’s reminder, however, 

other groups still made the same mistakes.  

 

 

Table 4: The common situations among the five groups 

Groups 

Some Common Situations 

1 2 3 4 5 

A. The students taught the same words they had 

learned before. 

 

O 

 

O 

 

O 

 

O 

 

O 
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B. A new word’s part of speech did not match that in 

an example sentence. 

 

O 

 

X 

 

X 

 

O 

 

O 

C. The students did not examine the grammar of the 

example sentences. 

 

X 

 

O 

 

O 

 

O 

 

X 

D. The students spelled some words incorrectly.  

X 

 

X 

 

O 

 

O 

 

X 

E. A new word’s Chinese meaning was wrong 

according to the game context. 

 

X 

 

O 

 

X 

 

O 

 

O 

 

 In addition to this inconsistency, the students had some grammatical errors in the 

example sentences as well (see Table 4 for the common situation C). Some groups had 

problems in subject-verb agreement in their sentences, and some offered incomplete 

sentences in their PowerPoint files. However, when the teacher researcher asked the 

students to identify their mistakes, they could do it. The teacher researcher further 

asked them why they did not find these errors when they made their presentations, 

and they confessed that they forgot to look over the sentences from the online 

dictionaries. That is, most of the students just copied the sentences and pasted them to 

the PowerPoint files. 

 Moreover, some of the students spelled a few words incorrectly in their example 

sentences (see Table 4 for the common situation D). Group Three had many 

misspellings in their presentation. They explained that their previous PowerPoint file 

disappeared on the day before their presentation, so the person who was in charge of 

the PowerPoint file had to make it again overnight. Thus, M12 mentioned that she did 

not have enough time to examine the content. Group Four also had the same problem, 

but their reason was different. They mentioned they did not notice the misspelling 

when they copied the sentence from the online dictionaries. Hence, they thought the 

online dictionary was not very accurate. 

 Lastly, some groups reported a new word’s Chinese meaning wrongly according 

to the game context (see Table 4 for the common situation E). There could be many 

different meanings for a word in different contexts, but the students did not 

understand the correct meaning of a word under a certain situation. Therefore, they 

provided the wrong Chinese meaning of a new word to the class without noticing the 
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game context.  

Most of the students did not seem to take their report seriously as they did for 

tests or homework at school since the teacher researcher had reminded them of the 

similar problems several times. Besides, these errors could have been prevented from 

occurring again if the students could be more careful.  

In addition to the common situations in the five groups, there were a few specific 

events taking place in some groups. Some groups had their group presentations go 

smoothly, but the others had some problems during their preparation for the group 

presentations. The following discusses their special situations in different groups (see 

Table 5). 

 Group One’s presentation was smooth, so the teacher researcher was surprised to 

know that the students actually had their presentation in an impromptu way. The 

students mentioned they were shocked to find that the contents in the PowerPoint file 

were totally different from what they had prepared in their group interview (see 

Situation F in Table 5). They complained about M1, who was in charge of the 

PowerPoint file, but in a happy and funny way. M4 said, “We were so shocked upon 

seeing the final PowerPoint files on the stage! During the break we had to tease M1 

furiously for not telling us that he had changed some of the contents according to his 

own notes. We all had given him our own presentation contents we decided together 

before the deadline.”  

The teacher researcher asked M1 to explain for the situation. M1 told the teacher 

researcher, “I felt sorry about that. I was too lazy to change the content of the 

PowerPoint file. Before they gave their own presentations to me, I had already 

finished it with my own notes. I should have told them beforehand.” The teacher 

researcher further asked them how they were able to complete the presentation so well. 

H4 said, “I felt fine because my part in the file was easy, such as ‘tickle’ and ‘click’, 

and I knew these words. It was not a problem at all.” The other members in Group 

One expressed the same thoughts, so they were not very furious at it. They were just a 

little shocked at first. 

Additionally, the students in Group One supplemented with Chinese translations 

to their English example sentences, and that was not required by the teacher 

researcher (see Situation G in Table 5). The teacher researcher asked them the reasons 

why they wanted to do so, and they replied that they wanted to let others easily 

understand their presentation content, so they decided to offer the Chinese meanings. 
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However, the other students confessed that they tended to read Chinese first when 

there was Chinese provided. Hence, the teacher researcher told the rest of the groups 

not to add Chinese translations when they reported on stage. 

For Group Two, they had done a good job on their group presentation as the 

teacher researcher required with additional screenshots to share their pets (see 

Situation H in Table 5). The teacher did not ask the students to introduce their pets in 

the game, but the students in Group Two found that their pets look different from one 

another, and decided to share how the pets looked like in their presentation. This topic 

caught the other students’ attention, and the whole class happily discussed what 

designs might lead to certain looks. 

However, the students who were in charge of Task 14 and Task 15 in Group Two 

could not tell the differences between them (see Situation I in Table 5). They 

mentioned that the two tasks’ directions in the weekly schedule (see Appendix B) 

looked similar to them, so the teacher researcher explained the differences for the 

whole class and told them to ask the teacher researcher next time. Even though the 

students did not know the differences, the teacher researcher still could tell that they 

completed the two tasks by their descriptions. Obviously, it was the unclear directions 

in the weekly schedule that led to their misunderstanding.  

In Group Three’s presentation, they told the teacher researcher that they could 

not find the location of Task 18 at first, so that took them a long time to find it (see for 

Situation J in Table 5). The teacher researcher asked them why it was hard for them to 

find it, and they pointed out the word for the location in the weekly game schedule 

was different from that in the game. In the game directions, “stadium” was used as the 

word for the location, but it showed “gymnasium” for the building in the game. The 

students said they did not know the two words’ meanings were the same in the 

beginning, so they could not find the location smoothly and overlooked it when they 

passed by.  

 As to Group Fourth’s presentation, M6 did not have the report because she said 

she was forbidden to use computer the week before the sectional exam (see Situation 

K in Table 5). A few students in the class also encounter the same problems as hers, so 

the teacher researcher passed a notification to ask her parents whether it was fine for 

her to play the game in the computer lab during the lunch break. Besides, the teacher 

researcher told her to have her own presentation with the following group the next 

week. Luckily, her parents agreed to let her finish the game tasks at school, so she 
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successfully completed her own presentation. 

 In Group Five, there was also a student who did not have her report on the 

prearranged time, but her reason was different from M6 in Group Four (see Situation 

L in Table 5). L6 told the teacher researcher that she got stuck in some tasks and her 

parents did not allow her to play games for a long time, so she could not finish the 

assigned tasks in time. She asked the teacher researcher to give her a few more days 

to complete it. Considering many other students did not finish the game as L6 did, the 

teacher researcher decided to postpone the date for the post-test, and let them have 

enough time to complete the game and L6’s presentation. In the end, L6 finally had 

her game and the presentation done, so the class could have the post-test as arranged 

at first. Table 5 summarizes all the difficult discussed in this section. 

 

Table 5: The different situations among the five groups 

  Some Different Situations Groups 

F. The students were shocked to see that the contents in their PowerPoint 

file were different from what they had prepared before. 

 

1 

G. The students added Chinese translations to their example sentences. 1 

H. The students added additional screenshots of their pets in the game.  2 

I. The students could not tell the differences between Task 14 and Task 

15. 

2 

J. The students could not find the location of Task 18. 3 

K. M6 did not have her report on time. 4 

L. L6 did not finish playing the required tasks on the day she reported. 5 

 

The Situations in Digital Game Diary 

 The teacher researcher collected the digital game diaries and observed their 

recordings once a week. From their recordings, the teacher researcher found some 

common phenomena among the students, and they are listed in the following 

paragraphs.  

In the beginning, the teacher researcher did not require her students about the 

amount of new words they should take notes. Thus, when the teacher researcher saw 
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their recordings for the first time, she was surprised to see that their new vocabulary 

was far less than the amount she had expected (see Table 6 for the common 

phenomena situation A). It seemed that the students did not pay enough attention to 

new words while playing the online game. The teacher researcher then decided to ask 

the students to have certain amount of new words for fear that they might not learn 

much new vocabulary via playing the online game.  

 Besides the dearth of new words in the digital game diaries, the teacher 

researcher also found that most of the students did not record their experience and 

new words for the first time to play the game in the computer lab at school (see Table 

6 for the common phenomena situation B). The students appeared busy getting used 

to the new game, so they did not notice something necessary to be recorded for 

learning new words. In case that the students could not learn something for the first 

time they played, the teacher researcher told them to create a new avatar with the 

same account and play the first few tasks again. 

 Moreover, almost all the students added Chinese translations to their example 

sentences in the digital game diaries, which was not required by the teacher researcher 

(see Table 6 for the common phenomena situation C). The students did the same thing 

during Group One’s group presentation, and the other students mentioned that they 

would rely on reading the Chinese translations instead of the English sentences. The 

teacher thus asked her students not to write the Chinese translations again, so the 

students could get accustomed to reading the English example sentences. 

 In the following weeks, the teacher researcher also noticed that every time the 

teacher researcher reminded the students to be aware of something required in the 

digital game diaries, there were always some students who still forgot it (see Table 6 

for the common phenomena situation D). For instance, some forgot to record the 

reasons why they liked specific games. Some forgot to write down the gaming 

strategies they used when encountering difficulties in the game. Still some did not use 

the worksheet designed for the digital game diary to keep their recordings. The others 

kept picking easy or familiar words even though the teacher researcher told them not 

to do so. These problems kept happening in the digital game diaries every week. 
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Table 6: The common phenomena in the digital game diary 

Some Common Situations 

A. The students did not write down enough new words in the digital game diaries 

at first. 

B. The students did not record their first experience in playing this game. 

C. The students added Chinese translations to their example sentences, which was 

not required. 

D. The students did not pay attention to something required in the digital game 

diaries. 

 

 After the general situations in both the group presentations and the digital game 

diaries, the following sections are presented with the detailed events in Group One 

and Group Two for further understanding.  

 

Group One 

The Group Presentation 

 There were H4, M1, M3, M4, and L5 in Group One. In general, Group One’s 

presentation (see Appendix E, Group One) successfully met the teacher researcher’s 

requirements for group presentations. They clearly made their introduction of Task 6 

to 10 follow the teacher researcher’s demonstration for Task 1 to 5. Then, they taught 

new words’ pronunciations and example sentences with corresponding Chinese to the 

class. Also, they thought these tasks were not difficult at all, but the speed of the aural 

inputs in the game was too fast for them to comprehend. Hence, they were inclined to 

read the dialogue bubbles or the tasks’ directions offered by the fairy, Ivy, in the game.  

Further, they shared their learning and gaming strategies with the class. In order 

to quickly learn and understand the meanings and usages of new words, they were 

prone to consult the online dictionaries, such as Yahoo or Google. One student also 

mentioned an app that provided Chinese meanings and sentences was useful on the 

smartphone. In terms of the gaming strategies, they all expressed that the character in 

Task 10 was hard to find because they did not know that the computer character they 

had to look for was an elephant in the beginning. As a result, they tried to randomly 

click any characters they saw, or just followed the direction-hinting arrow to look for 

the game character to talk to.  
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However, there were some errors in their PowerPoint file. Two new words were 

introduced and taught the parts of speech, but the words’ parts of speech were not the 

same as those were in the given sentences. For instance, they taught the word “click” 

as a verb, but they gave the sentence, “The lock opened with a click.” The other was 

the verb “paint,” but they used it in the sentence, “He bought me a box of paints.” In 

addition, one new word they chose to teach others, “lucky,” was so easy that everyone 

had already known. Therefore, the teacher researcher reminded the rest of the groups 

not to teach words they had learned before, but new words. Furthermore, there was 

one grammatical error in a sentence. “She tickle the fire,” which did not meet the rule 

of the subject verb agreement. The student changed it into past tense to make it 

grammatically correct when the teacher researcher identified the mistake. Although 

there were some small mistakes, the students could find out and correct them right 

away when the teacher researcher asked the students questions.  

After Group One’s briefing about the assigned tasks, new words, and their 

strategies, some of the students still expressed they had difficulties in certain tasks. 

For instance, they did not know how to make their eggs dance in Task 8. The teacher 

researcher thus became aware of the students’ needs to discuss and share information 

or strategies with their classmates. Besides, many students only wrote a few words in 

their digital game diaries (see Appendix G for the first examination of the digital 

game diaries).With an eye to making the most of this study and reaching higher 

learning efficiency in vocabulary, the teacher researcher decided to add a classroom 

discussion after every group presentation in class so that the students could not only 

have more chances to learn new words or strategies but also exchange experiences 

with one another. 

 

The Group Interview 

 In the beginning of the group interview for Group One, the teacher researcher 

asked these students’ general attitudes toward the whole learning process, inclusive of 

playing the game, keeping the digital game diary, and having a group presentation on 

stage. As a whole, three of the total five students liked this new learning process. M4 

told the teacher researcher that he liked the game and wanted to keep playing it. M1 

and L5 also loved to learn new words via games and they both mentioned that their 

impressions of new words were fortified in the game contexts. As M1 said,  

I think the learning effectiveness by games is better than that by textbooks at 
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school. Learning new words through game contexts makes my impressions on 

the new vocabulary stronger. Furthermore, consulting the meanings and usages 

of new words by myself deepen my own impression.  

 

However, two students did not think the game as enjoyable as the previous three 

students, though they did not hate the learning experience. M3 told the teacher 

researcher,  

Learning English by games is not bad, but it is very busy keeping the diary every 

week. That is just like doing homework.  

 

M4 noted the same problem for keeping a digital game diary though he liked this 

game. Because he had limited time to play the game by his mother’s regulation, he 

did not take notes while playing the game. Hence, he could not recall many words 

every time after he played the game.  

H4 also mentioned that she felt more and more impatient to play the game every 

week and said, 

I did not hate the game at first, but then I felt annoyed by playing it every week. 

In addition, the tasks became harder and harder, so I did not enjoy it very much 

later.  

 

 With regard to the online game itself, the students have some personal comments 

on whether it was suitable for junior high school students. For Group One, H4 felt the 

game was easy, but some words were comparatively hard to understand sometimes. 

M1 and M3 also said the game was proper and acceptable in terms of their English 

levels, but the words in the latter tasks were much more difficult to them. M4 had 

very different feelings about the game. He said,  

The English in the game was too hard to read or understand, but the game itself 

was easy. Because I often play games and see my parents playing games, I know 

what the game tasks are and how I should manipulate the game’s interface. All 

the games’ task contents are similar.  

 

As to L5, she liked the game and thought it was fun to play. However, she said the 

English part was sometimes easy, sometimes hard for her. 

 The teacher researcher also asked them to recall and evaluate the advantages and 
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disadvantages of the online game as far as language learning was concerned. M1, M3, 

M4 and L5 all mentioned that the game context could facilitate their impressions on 

the new words. M1 and L5 even viewed the game to be beneficial to vocabulary 

learning. M4 said,  

The game offered these words repeatedly in many different contexts, and that 

strengthened my impressions of the new words. 

 

They pointed out some drawbacks as well. M3 talked about some words were too 

hard to understand, particularly in terms of the meanings of the dialogues or directions. 

H4 and L5 said that some spellings were too long for them to take notes correctly. 

Further, M4 felt it was a pity that the dialogue bubbles could not be shown repeatedly 

as the tasks’ directions could. On top of that, H4 mentioned that the accent of the sea 

monster at the Mermaid Land was so strange that she could not get used to it at first. 

It took her a lot of time to read and listen to the sea monster’s meanings.  

 Besides their opinions and feelings about the online game, two of the students 

(M4 and L5) shared with the teacher researcher some interaction with other 

international online players which was not recorded in their digital game diaries. M4 

said,  

There was a player who kept saying hello to me. I just wanted to ignore that 

player because I had only limited playing time that was allowed by my mother.  

 

L5 also said a player kept telling her to follow him, but she did not understand what 

he wanted to do. Later, she was lost in the game while following him. She could not 

find him, so she just looked around and gave up. 

 As for the group cooperation, they all felt satisfied with their group members 

assigned by the teacher researcher. M4 was happy that they had two more boys in the 

group for him to discuss with them, because he did not want to hear girls nagging or 

complaining. L5 also said it was good to have these group members because they 

were smart.  

Then, the teacher researcher asked them about what other benefits they had 

acquired from this whole experience in addition to learning vocabulary. M4 and L5 

directly answered that they obtained a sense of achievement from reporting by 

themselves on stage, because they seldom had chances to report in class, let alone 

doing it by themselves. H4 felt extremely satisfied with her pronunciation and tone 
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while reporting something unprepared on stage. M1 felt he was smart to take 

screenshots provided by other players available on YouTube, and make the 

PowerPoint file look pretty good. However, M3 did not have additional findings 

besides new words. 

At last, the teacher researcher invited the students of Group One to give some 

suggestions. M3 and H4 thought the whole process was all right, and there was no 

need to change. M4 said keeping a diary was annoying, so perhaps the teacher 

researcher could try to ask the whole group to keep just one diary, not everyone did so. 

L5 felt the weekly tasks were like a burden for her because she had limited time to 

play. On the contrary, M1 wanted to have more tasks for a week because he thought 

the game and tasks were easy.  

 

Group One’s Digital Game Diaries 

 The students generally had the similar problems as recorded in the teaching logs 

(see Appendix G). In the first examination, most of them forgot to take notes on new 

words or write down their strategies when they played Task 1 to 5 in the computer lab 

at school. Also, many of them wrote just a few words for the weekly assigned tasks, 

and that was much fewer than the amount the teacher researcher herself found when 

playing the online game. Besides, M1 and M4 seemed to be adept at playing games 

based on their game diaries; they completed more tasks than the weekly game 

schedule required. M1 completed Task 1 to 14 in just one week, and M4 finished all 

the tasks, Task 1 to 30, overnight. It appeared that the students (M1 and M4) enjoyed 

the game, but they did not focus on the new words as the teacher researcher had 

expected. Thus, the teacher researcher suggested they could set up new avatars under 

the same account and play those tasks again. They would need to take notes more 

carefully on new vocabulary. Additionally, the teacher researcher asked every student 

to pick at least two new words for each task. 

 In the second examination, M4 still did not follow the required forms to keep his 

diary, and the other students made the same mistakes. For instance, they should have 

listed new words only, but a few words appeared repeatedly. These words were ‘prize’, 

‘button’, and ‘explorer’. Some other listed words, such as ‘dance’, ‘magical’, and 

‘crazy’, were the ones that they had learned before. Hence, most of the students (H4, 

M1, M4 and L5) did not avoid these repetitive words at all. The teacher asked them 

the reasons why their notes included easy and familiar words. They confessed that 
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they could not find enough new words as required, so they just picked some words 

they had learned before to meet the requirements. As the new words amounted, all the 

students were able to live up to the teacher researcher’s expectations and meet the 

requirements, except for M4. M4 explained that he had limited time to play games, so 

he could not pause to take note while playing it. The teacher researcher thus advised 

him to use a smartphone or camera to take photos for the new words, and he could 

consult the dictionary for the new words’ meanings later. 

 As to the third examination, some of them (H4, M1, M3, and M4) still forgot to 

fill in the worksheet designed for the digital game diary, and L5 wrote nothing in her 

diary. She wrote about some personal reasons which entailed her illness and spending 

too much time in practicing dancing which led to her lack of time for the game and 

the diary. The teacher researcher could only remind her to play the tasks the following 

week and to catch up with the weekly game schedule. In addition, a few students (M1 

and M3) still listed words that were too easy or familiar to them, such as prize, ever, 

across, and around. It appeared that they just wanted to gather any ten words to meet 

the requirements, but not for learning new words. Worst of all, M4 did not really try to 

improve his diary at all; he still listed two or three new words without explicitly 

recording his strategies. 

 In the following week, due to the fact that it was the week before the second 

sectional exam, the teacher researcher found many students mentioned that they were 

not allowed to use computers or play games during her fourth-time diary examination. 

L5 was one of them who wrote nothing in her diary again. The teacher researcher 

could only ask all the students whether it was fine for them to play the game during 

lunch break, or the whole class could not have the classroom discussion next time. M4 

still neither wrote many new words in his diary, nor took notes during classroom 

discussion. The teacher researcher told him to borrow some good examples to 

strengthen his diary entries. Also, there were some easy or repeated words appearing 

again, such as ‘skill’ and ‘own’. The suggestions provided by Colleague A (see 

Appendix F) were that if they could not find enough new words, they could expand 

the words they had recorded by noting down additional forms or related phrases. 

 In the last examination, many students expressed that because of the second 

sectional exam, they did not have enough time to finish the rest of the tasks, and all 

members (H4, M1, M3, M4, and L5) in Group One did not complete these tasks on 

time, either. Therefore, the teacher researcher gave the class a few more days to finish 
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the tasks and the digital game diaries, yet M4 and L5 still did not meet the required 

amount of new words for the digital game diaries. At last, the teacher researcher told 

them to ask their group members or friends to offer their own digital game diaries to 

help them obtain more vocabulary, or to expand the words they had recorded and 

check their relevant phrases or other parts of speech. Besides that, M1 still had simple 

and familiar words in his diary’s word list such as turtle, and repeated words like train, 

top, and score. Further, H4 misunderstood the part of speech for the word, ‘whistle’. 

In the game, the word ‘whistle’ was used as an object and a noun to indicate the right 

direction, but H4 wrote it down as a verb with the sentence, “Jack whistled a popular 

tune.”  

 With respect to the contents of their diaries, M1, M4, and L5 wrote Chinese 

translations for their example sentences in the first few weeks, but this part was not 

required or necessary. Also, H4, M4, and L5 did not follow the teacher researcher’s 

forms for the digital game diaries, and they forgot to record the learning and gaming 

strategies. Some even forgot to write down their feelings and thoughts for the tasks 

they played. The others forgot to record the reasons why they considered certain tasks 

to be hard or interesting. Though they later met the required amount for vocabulary, 

some of them still (M1, M4, and L5) kept picking words which they had already 

known or were easy for them. Many of them were also prone to record the same 

words again and again, such as explorer, raise, and button. Though these words were 

new to them at first, but they kept recording them many times in different weeks. 

 In terms of the learning strategies and gaming strategies, members in Group One 

(H4, M1, M3, M4, and L5) all liked to consult words in online dictionaries. Some 

(M1 and L5) also used apps with smartphones. Others (H4 and L5) even used 

smartphones to take pictures of new words and consulted them in the dictionary later 

for definitions. The other (L5) used the paper dictionary to check new vocabulary’s 

meanings. For the gaming strategies, the students were inclined to use a variety of 

them at the same time. Most of them liked to ask friends by the app, LINE, for help 

(H4, M1, M3, M4, and L5) or to search certain item or game character by themselves 

(M1, M3, and L5). In addition, some of them (M3 and L5) just followed a 

direction-hinting arrow to find a task’s target. Others (H4 an L5) further utilized the 

weekly game schedule’s directions by the teacher researcher to clarify their tasks’ 

contents or locations. Still others (H4 and M1) made use of the videos shared by other 

online players on YouTube to check how to complete specific tasks. And M3 even 
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turned to ask other online players for help, or recorded the aural inputs to check their 

meanings many times as well. In short, there were some strategies they tended to 

adopt most of the time, but they also changed or, in the meantime, used a variety of 

strategies from time to time. 

 Despite the fact that the students primarily learned new vocabulary from their 

dialogues with those computer characters and their directions for tasks, they could 

also interact with other international online players to learn new words. Even though 

most students in Group One did not talk to other online players, M3 did mention he 

would ask other players when he could not find the right location or computer 

characters for certain tasks. It helped him to solve his problems, but he did not use this 

method very often while playing the online game. Usually, he only used this method 

when looking for someone, something, or somewhere took him a lot of time. He just 

had simple conversations with other players, and M3 thought that there was nothing 

special about their interaction. However, he thought their conversations were smooth 

and understandable. 

 

Group Two 

The Group Presentation 

 There were H3, M5, M11, M14, and L4 in Group Two. Generally speaking, 

Group Two’s presentation (see Appendix E, Group Two) was quite good: They 

reported the prearranged Tasks 11 to 15 and explained what the tasks were about and 

how they completed these tasks. They also taught the new words by some example 

sentences along with Chinese translations, and shared their learning and gaming 

strategies in class following exactly the requirements. The students in Group Two 

thought these tasks were not hard at all, and they especially liked Tasks 14 and 15 in 

the Shipwreck Lagoon. Task 14 was about choosing a boat and having a boat-racing 

contest; Task 15 was about building one’s own track for the boat-racing contest. The 

students loved the excitement brought by the speed of playing the boat-racing contest. 

Additionally, they added the screenshots of their own Mythies’ in their PowerPoint 

file at the end of their report. That aroused the other students’ attention and led them 

to happily discuss what their pets looked like according to their personal designs. The 

whole class concluded that there were four different species of Mythies in total. 

Group Two’s gaming strategies were similar to Group One’s. Some of them said 

they did not find the location for Tasks 14 and 15 at first. The location, the Shipwreck 
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Lagoon, was not obvious at the first sight. Their solutions were either randomly 

walking around in certain area or following the direction-hinting arrow to look for it. 

Their learning strategies were similar to those by Group One’s, but they utilized more 

online dictionaries from China (see Appendix E, Group Two). Ever since Group Two 

presented and showed that they used online dictionaries from China, many other 

students had used these online dictionaries from China as well because there were 

abundant example sentences and phrases to read. They could write them down on the 

digital game diaries to meet the requirements. 

 In Group Two’s presentation, there were some mistakes to be improved. Because 

the students just copied the sentences in the online dictionaries from China, they did 

not examine whether the grammars of the example sentences were accurate. There 

were some grammatical mistakes in these dictionaries, and that meant the sentences 

were not examined with prudence. For instance, there was a sentence, “I bought him 

some sandwiches because I thought he might hungry,” which should have a “be” after 

the word “might.” Another example was “He select a team for the special task,” which 

did not meet the subject-verb agreement. To make the sentence correct, the verb 

should be either changed into “selects” or “selected.” Besides grammatical errors, 

they also picked new words that they had already learned in the elementary school or 

in the previous year, such as around and boat. Although they had been reminded not to 

pick words they were familiar with or too easy for them to teach the class, Group Two 

still did it. They explained that because Tasks 11 and 12 were too easy, they could not 

find enough new words to teach the other students and thus picked those words. 

Also, they tried to present more information than the requirements. For instance, 

they added not only Chinese translation to every sentence but also the screenshots of 

their pets, Mythies. However, many students expressed that they tended to look at the 

Chinese translations instead of the example sentences when they first read their 

PowerPoint file. Thus, the supplements seemed to be unnecessary. On the contrary, 

the screenshots of their Mythies aroused many students’ interests to discuss how they 

designed their own pets and wonder which designs might lead to different looks. 

Hence, some students decided to create a new avatar to raise a new pet to play the 

game. This discussion was very interesting and fascinating to many students, so the 

teacher researcher thought they did a great job for sharing their pets and encouraged 

the other groups to follow suit.  

After Group Two’s presentation, the teacher researcher made some adjustments 
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to the group presentation requirements and reminded the rest of the groups not to 

make the same mistakes and keep the good parts. Some of the adjustments were made 

based on the suggestions provided by the observers. When Group Two presented their 

report, the two colleagues happened to be in the classroom. Their suggestions were 

many: Firstly, they thought it was necessary to avoid students picking words that were 

too easy or familiar, so the students could be allowed to pick a word’s relevant 

phrases or its derivatives, other parts of the speech. Secondly, the students could be 

required to find more than ten words in case that the words were considered too easy 

or familiar by the teacher researcher. When this happened, the words could not be put 

on the PowerPoint file and the students needed to have replacements. Thirdly, the 

students should be required not to add Chinese translations to the sentences, but to 

have Chinese translations for the new words. Fourthly, the sharing of pets’ screenshots 

was interesting to most of the students, so the rest of the groups were encouraged to 

share their Mythies, too. At last, the teacher researcher reminded them to examine the 

grammars of the sentences from online dictionaries, and encouraged them to use 

paper dictionaries because of the better accuracy. 

 

The Group Interview 

 First of all, the teacher researcher asked the students in Group Two about their 

general attitude toward the study, and they had different opinions from Group One. 

They all thought the whole process was acceptable, but no one mentioned that they 

liked it. Some of them said the game was even a little boring or annoying in the end. 

For instance, H3 said, “My interests in the games seldom persist too long. And I felt 

annoyed to keep playing the game in the end because playing it was like an 

assignment, and so was keeping the game diary.” Besides, M14 said, “I thought these 

tasks were very similar after I played to the very end of the assigned ones. Later, I was 

not very interested in the game.” L4 also expressed the same opinion by saying, “I 

viewed some tasks to be boring because they were just about looking for certain game 

characters, and playing the game was like doing homework.” Hence, it seemed that 

Group Two did not enjoy either the game-playing or the learning process, but they did 

it just because of the requirements.  

 Furthermore, when asked their opinions about whether the game was proper to 

their English level and how they thought about the tasks, M5 and L4 considered the 

English level in the game was hard for them; H3, M11, and M14 thought it was proper. 
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In addition, L4 felt the tasks were boring, and H3 even mentioned the game for 

younger children was a bit childish and it was not easy to control the avatar’s 

directions by a keyboard.  

 Then, the teacher researcher had them ruminate on both the good and bad sides 

of the game. Consequently, they proposed different views about the advantages and 

disadvantages of the game. There were two advantages of playing this game. One was 

that the students’ listening was improved through the aural inputs. H3, M5, and M14 

said that the game helped them train their listening. H3 said, “The speed of the aural 

input was a little fast, but it was acceptable with the subtitles. And it trained my 

listening.” M5 had a similar view. She said, “While listening to the aural inputs, I was 

reading the subtitles as well. And that made me feel it did train my listening.” Also, 

M14 liked to listen to dialogues by herself first, and made sure her understanding was 

correct by checking the subtitles again. Hence, she said her listening was improved so 

that she did not need to count on the subtitles that often as she previously did. The 

other comments were about vocabulary learning. M11 and L4 pointed out the game 

did help them learn a lot of new words, and they took many notes about the new 

vocabulary. 

 They also expressed the views about the disadvantages of the game. M5 said, “I 

could not play the game smoothly because I had to take notes. And some words hinder 

me from understanding the tasks.” And M14 told the teacher researcher, “Sometimes, 

the game characters spoke too fast for me to understand what they were talking about.” 

Besides, L4 thought the game and its tasks were not interesting enough to make her 

want to keep playing them. Hence, both some game-designing problems and the 

requirements affected the students’ playing experience and interests. 

 In Group Two’s views about their cooperation, they generally thought their group 

members were easy to get along with. And they were so happy that they did not have 

any boys in their group because they thought “The boys were lazy and hard to 

communicate with.” They said that their cooperation was quite smooth except for an 

accident. H3 was in charge of integrating all the PowerPoint files, but her computer 

was broken without any reasons. They decided to turn to M14 for help to complete it, 

and M14 did the part well. Even though H3 did not make the file eventually, she still 

helped the others check the presentation contents. Furthermore, she corrected some 

errors and informed her group members of the errors. Thus, Group Two’s mistakes 

were only two, which were fewer than the other groups.  
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 Then, the teacher researcher asked the students about what other benefits they 

had after participating in this study. H3 mentioned that she thought her listening was 

improved and she learned to organize the presentation content clearly. M5, M11, and 

M14 told the teacher researcher that they learned how to take notes tidily and clearly, 

and that helped them learn new words more efficiently. L4 said she found the 

importance of English after she played the game. Because she had difficulties in 

understanding some tasks and talking to other players, she noticed that she had to 

study English harder. 

 Last but not least, the teacher researcher invited the students to offer some 

suggestions for applying the whole learning process to other classes. H3 proposed the 

idea to prolong the time for group presentations or the assigned tasks. She said, “Each 

group could have a group presentation every two weeks, or the teacher could just 

assign three tasks every week.” M5, M11, and L4 also said, “The game could be 

suspended the week before the sectional exam, not just the week for the sectional 

exam next time.” M14 thought the whole process was fine, so there was no need to 

adjust anything. 

 

Group Two’s Digital Game Diaries 

The first part of this section was about the five-time examinations for Group 

Two’s digital game diaries. After the first examination, the teacher researcher found 

Group Two had the same problems as Group One. H3, M11, M14, and L4 did not 

record what they learned in Task 1 to 5 in the computer lab. Only M5 and M11 

reached the teacher researcher’s requirements for ten new words in the first five tasks. 

They either did not have enough new vocabulary or forgot to write down their 

learning and gaming strategies after playing the game. Among them, M5 met the 

teacher researcher’s requirements for the game diary, and got a stamp for doing it well. 

Though M11 did not meet the teacher researcher’s requirements, but she recorded her 

feelings and experience vividly and clearly. For instance, M11 wrote that she did not 

notice that it was M5 who kept jumping in front of her avatar. It was her first time to 

meet friends online, so it was fun. And they also used LINE to have visual 

communication. Besides, she mentioned that she saw many classmates’ Mythies, and 

they were cute and different. She hadn’t seen her Mythies hatched out, but she just 

could not wait to see her own pet. Furthermore, she mentioned that there were many 

other players greeting her, but she was too afraid to talk to them and just ran away. 
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 For the second examination, they still had similar problems as Group One. First, 

they picked words which were too easy or that they were familiar with in the new 

word lists, such as talk, around, and boat. Some words that had been written were 

listed again, such as adventure, mission and earn. Second, H3 and M11 still did not 

follow the teacher researcher’s form for the digital game diary to take notes even 

though the teacher researcher did remind them of it last time.  

 As to the third examination, six out of the twenty-five students told the teacher 

researcher that they were prohibited from playing any games the week before the 

sectional exam by their parents, so L4 did not write anything in the digital game diary, 

either. Because Group Two had finished their group presentation, the teacher 

researcher allowed her to make up for the diary contents later. Most of them improved 

their forms and enriched their contents better than before, but there were still a few 

students who did not meet the teacher researcher’s requirements. The teacher 

researcher had passed out the worksheet designed for the diary to fill in their 

recordings, but M14 still forgot to write on it and paste it on her diary. Interestingly, 

one of M14’s gaming strategies was different from others by asking her little sister for 

help. She mentioned that her little sister was pretty good at playing games.  

 Then, in the fourth examination, most of the students reached the teacher 

researcher’s requirements for the digital game diaries in terms of the forms and 

contents. However, there were still two students who did not have time to play games 

because they were busy studying for the sectional exam. L4 was one of them because 

her mom did not allow her to play computer games. They also wrote Task 24 was a 

little hard for them because the computer character said a riddle for them to guess the 

target item. M5 and M11 thought the riddle was hard because it did not offer subtitles 

for them to read. The key words to look for the correct item were the “wooden 

mermaid.” Some students (such as M14 and L4) said the colors of the mermaid and 

that of the ship were the same, so they could not find the wooden mermaid on a 

shipwreck right away. It took them some time to find it. 

In the last examination, the teacher researcher found that H3, M11, M14, and L4 

did not really finish their digital game diaries because they neither had enough time to 

play the assigned tasks nor consulted words in the online dictionaries to take notes 

after the sectional exam. Consequently, the teacher researcher gave the class a few 

more days to complete their digital game diaries later. In addition, some students said 

that they could not tell the differences between Task 28 and Task 29 because they 
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thought the weekly game schedule’s directions (see Appendix B) for the two tasks 

looked similar to them. Hence, the teacher researcher explained the two similar boxes 

were side by side, but one was for clothes in Task 28 and the other for dance in Task 

29.  

When it comes to their notes in the digital game diaries, they had some similar 

characteristics as the members of Group One. In the first two to three weeks, they all 

liked to translate each example sentence into Chinese, and that was not demanded by 

the teacher researcher. Also, H3 forgot to write down her learning and gaming 

strategies at first, but she added them to her diary later after the teacher researcher’s 

feedback. In addition, they sometimes picked words that were too easy or familiar 

(H3, M14, and L4), or repeated words (H3 and L4) as mentioned above. However, H3, 

M11, and M14 in Group Two tended to write their feelings and experience in detail. 

H3 mentioned how much she liked Task 20 for the set of Ballerina furniture and her 

interactions with other international players. M11 described how excited she was 

when she met classmates or friends online. Also, M14 recorded what difficulties she 

encountered in the game, how she felt about them, and how she solved them. It 

seemed they were devoted to keeping the digital game diaries. 

In respect with the learning and gaming strategies, what they liked to use was 

alike to those adopted by Group One. To consult new words’ meanings and example 

sentences, they all utilized online dictionaries, and they especially liked the ones from 

China for their ample example sentences. Also, H3 consulted new vocabulary in the 

English-Chinese dictionary app several times in her diary. There were many different 

ways to learn new words as well. M5 mentioned that she was prone to take pictures of 

new words during playing the game because she did not want to pause the game and 

look up words in the dictionaries. L4 liked to ask her older sister and friends 

sometimes, but she still relied on online dictionaries more. However, none of them 

looked up words in the paper dictionaries after the teacher researcher pointed out that 

there were some grammatical mistakes in the sentences from the online dictionaries. 

As for the gaming strategies, they were inclined to use a variety of them at the 

same time. The one H3, M5, M11, and L4 adopted the most was asking or discussing 

with friends by LINE. M11 and L4 also turned to their family. H3 and L4 asked other 

online players for help. The secondly most used strategy was looking around for 

certain items or characters by themselves (M5, M11, M14, and L4). There was a 

direction-hinting arrow all along the way while playing the game. As a result, some of 
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them would just follow it to a task’s destination (H3 and M14). Last but not least, M5 

worked very hard to understand what the game characters said by recording the 

dialogues, and repeatedly listened to them for completing the tasks.  

While playing the games, H3, M11 and M14 had some interactions with other 

international online players by either asking them for help or chatting with them. H3 

recorded that she could not find the location for Task 15, and asked other online 

players. She actively greeted them and asked them whether they knew where Task 

15’s location was, but no one knew it. After failing a few times, she just turned to her 

classmates for help. M11 also met some online players greeting her passionately, but 

her reaction was different from H3. M11 was afraid and worried that she could not 

answer them correctly because of her poor grammar. Besides, she mentioned there 

were many players talking to her at the same time, so she was even not sure whom 

they were talking to. Then, she just decided to ignore them all. M14 had a different 

experience, too. She wrote that some people greeted her when she was walking to the 

computer character, the fairy, for completing her tasks. She did not want to spent time 

talking to them, and kept moving forward. Nonetheless, those people kept talking to 

her, so she tried to greet them politely. From the students’ reactions to the 

international online players and their interactions, it was apparent that most of them 

tried to avoid contacting other players with reasons like poor English or a waste of 

time. The students who interacted well were those who actively greeted or responded 

to them.  

 

The Teacher Researcher’s Weekly Adjustments for Teaching 

 Due to the fact that the study was an action research, the teacher researcher had 

to adjust her teaching procedure and requirements according to the students’ 

performances and learning conditions. Therefore, the following sections comprised 

two parts. One was about the adjustments to the students’ group presentations, and the 

other was about the adjustments to their digital game diaries. 

 

The Weekly Adjustments for Group Presentation 

 This section discusses the weekly adjustments made for both group presentation 

and digital game diary. Concerning the nature of action research, the teacher 

researcher was fully aware that observations and adjustments were important. The 
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teacher researcher needed to observe what happened during each group presentation, 

how the students felt and reacted to the instructional measurements in the digital game 

diaries, and what problems occurred in class. Then, the teacher researcher needed to 

adjust any teaching procedure that might not be suitable and consider the suggestions 

provided by the observers. The whole adjustments to the requirements were listed in 

chronological order and categorized into two columns -- group presentation and 

digital game diary (see Appendix H). The following descriptions focused on the 

problems the teacher researcher or the students encountered and the corresponding 

solutions. 

 In terms of group presentation, Group One listed a few words on their 

PowerPoint file that they had learned before, such as the words “paint” and “lucky.” 

Thus, the teacher researcher reminded the other groups not to teach the vocabulary 

they had learned but new words. During Group One’s presentation, there were many 

students asking the group members questions adverting to the difficulties they faced 

during the game, or the solutions and strategies they adopted. With an eye to 

satisfying most of the students’ inquiries about what other students did to complete 

tasks or deal with problems, the teacher researcher decided to have a classroom 

discussion after a group presentation, and every group could share their new words, 

learning/ gaming strategies, and feelings about interesting or boring tasks with their 

classmates.  

Besides, the teacher researcher found the students offered the new words’ parts 

of speech that did not match the meanings in the example sentences. For instance, the 

word “click” was a verb in the game, but the example sentence was “The lock opened 

with a click.” On top of that, one student (H2), not from Group One, voluntarily 

shared her experience of interacting with other online players in class. After listening 

to her sharing, the teacher researcher reminded that the other students should be aware 

of other online players, and that they should not answer any personal questions to 

strangers, such as e-mails, phone number or address. 

 In the following week, Group Two’s PowerPoint file had some mistakes to be 

improved as well. First of all, one example sentence’s grammar was wrong because 

the students had not examined it before they copied and pasted it on their PowerPoint 

file. For example, “He select a team for the special task.” It was obvious that there 

was no subject-verb agreement as a present tense in the sentence. Also, the group 

presented a word that the previous group had taught before. Hence, the teacher 
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researcher reminded the students to avoid teaching words they had already known so 

that everyone could learn more from the group presentations. The other mistake was 

that they did not realize the differences between Task 14 and Task 15 on the weekly 

game schedule (see Appendix B). It was apparent that they were not sure when they 

reported the two tasks on stage. To prevent this kind of problems from happening 

again, the teacher researcher encouraged the students to ask questions if they could 

not understand the directions in the weekly game schedule.  

 For Group Three, one problem was that they did not meet the requirements for 

PowerPoint files. They said their file suddenly disappeared the day before their 

presentation, and they had very little time in creating a new one. Hence, the 

PowerPoint file presented had a lot of errors such as capitalizing every new word, 

misspelling, no parts of speech for the new words, incomplete example sentences like 

“To be on a mission,” and so on. As a result, the teacher researcher asked the other 

students to check the content and avoided just copying sentences without examination 

before they reported. Furthermore, the students who did not need to report often 

forgot to bring their diaries to the class, and some of them did not catch up with the 

weekly game schedule’ tasks. Under these situations, every group could hardly have 

effective classroom discussion since some of them did not play the game. The 

students could not learn from one another’s new words or learning and gaming 

strategies, and even take notes in their own diaries. To make the classroom discussion 

beneficial to learning, the teacher researcher demanded the students to bring their 

diaries every time when there was a group presentation in class. Then, they could 

write down what others reported during group presentations and what they shared in 

classroom discussion.  

 With respect to Group Four, some of the group members were not familiar with 

the new words and the words in their example sentences, so they did not know how to 

pronounce them or pronounce them incorrectly. As a result, the teacher researcher told 

them to check a word’s pronunciation in an online dictionary, and prepare a hand note 

when reporting on stage. However, there was a student in Group Four who did not 

make her presentation because she was forbidden by her parents to use the computer 

the week before the sectional exam. Therefore, the teacher researcher asked the 

students to notice the dates and prepare their PowerPoint files in advance because 

they all knew their dates for group presentations. With many other students who did 

not have presentations confronting the same problem that they could not use the 
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computers at home, the teacher researcher decided to offer an option for them. The 

teacher researcher passed out the notifications to ask those parents’ willingness to let 

them play the game during lunch break at school. In the returned notifications, there 

was only one student’s parent who still did not want her to play the game. Fortunately, 

the girl had already reported before, so she was allowed to catch up with the assigned 

game tasks later after the second sectional exam. 

 After a pause for a week, Group Five had their presentation. Still, they made the 

same mistakes as the previous groups. That is, their errors on the PowerPoint file 

entailed misspelling, wrong grammar, and incorrect part of speech for a new word 

found in the game context. Thus, the teacher researcher told the students not to totally 

depend on any online dictionaries, and remember to examine sentences before they 

put them on their PowerPoint files. Also, there were two words’ parts of speech did 

not match the meanings in the game context. For example, they taught the word, 

“whistle,” as a verb, but they offered “He gave a loud whistle of surprise,” as an 

example sentence. In the game, the word “whistle” was a direction-hinting object, yet 

they said it was a verb with a sentence to have it in the form of a noun. As for the rest 

of the students, they should have handed in their digital game diaries after Group 

Five’s presentation, but most of them mentioned that they did not have enough time to 

finish the rest of the tasks. The teacher researcher gave them a few more days to 

complete both the game and the diaries, and also told them that they should follow the 

schedule as they knew at first. 

 

The Weekly Adjustments for Digital Game Diary 

 The weekly adjustments for digital game diaries were contingent on the teacher 

researcher’s weekly examinations and observance. Because it was the first time for 

the students to keep digital game diaries, there were many problems or requirements 

the student could not get accustomed to. Hence, the teacher researcher recorded these 

situations, reminded the students’ errors or problems, and adjusted the form for the 

digital game diaries. The following descriptions were arranged and depicted as the 

teaching logs for examinations in the students’ digital game diaries (see Appendix G). 

 After playing the online game in the first week, the students handed in their 

diaries based on the requirements by the teacher researcher (see Appendix B). In the 

teacher researcher’s first examination, she found there were a lot of problems in their 

diaries. Firstly, many students forgot to take notes for Task 1 to 5 during the teacher 
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researcher’s demonstration in the computer lab. There were so many new words that 

they should take notes to prevent them from not knowing the meanings when they 

played the game and saw these words again. Secondly, some students did not follow 

the required forms but wrote parts of the compulsory notes. Thirdly, many students 

wrote Chinese translations for all the example sentences; nonetheless, that was not 

necessary and only made them rely on the Chinese translations. Fourthly, some 

students did not play the assigned tasks at all due to some personal reasons, and one 

student (M4) did not write down enough vocabulary in his diary. Concerning the 

situations, the teacher researcher decided to ask the students to write down at least 

two new words for each task from then on. They also had to supplement their notes 

for the previous tasks in the computer lab, and write down reasons why they liked 

certain tasks. Furthermore, in order to encourage the students to engage in keeping the 

digital game diaries earnestly, the teacher researcher told them that as long as one met 

the standards for the digital game diaries, the teacher researcher would give him/her a 

stamp on the diary. These stamps could be collected to exchange for gifts in the end. 

In addition to awards, the teacher researcher picked out four good examples and 

showed the rest of them what a good sample was like with these students’ permission 

in class. 

 However, in the second examination, the teacher researcher still found those 

repeated problems after explaining and requiring the forms and contents again last 

time. The similar situations were as follows. Firstly, the students took notes on words 

which had been presented, such as “explorer.” Secondly, some students picked words 

that were so easy that they were not necessary for the students to learn again, such as 

“boat.” Thirdly, a few students still neither followed the requirements for the digital 

game dairy nor emulated the good examples to take notes. Fourthly, some students did 

not play the game because of the lack of time after the school camp, and M4 still did 

not write down enough words for his diary. Given the same problems about the forms 

and contents of the diaries, the teacher researcher first invited some students who 

wrote well and took notes on many new words to share how they recorded their 

findings. Then, the teacher researcher designed a diary worksheet (see Appendix I) for 

the students to take notes and paste it in their digital game diaries. For the students 

whose computers could not work, the teacher researcher suggested them to borrow 

their friends’ computers and play the game together. 

 For the third examination, most of the students’ digital game diaries were 
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improved in terms of their forms and contents, yet a few students still forgot to fill in 

the worksheet for the diary and recorded in their own ways. Further, some students 

continued to write down repeated words or words they had already known. 

Additionally, M4 still wrote a few words only, which did not meet the requirements. 

Once again, the teacher researcher told those students to take notes in the worksheets 

and paste them on the diaries. Besides, the teacher researcher told them that those 

easy and repeated words could not be viewed as new words, so they had to 

supplement more new words to meet the requirements. At last, the teacher researcher 

told the students again that they would be awarded for their hard work on the digital 

game diaries.  

 As to the fourth examination, some students were not allowed to play any games 

the week before the sectional exam, so they did not write anything in their diaries. For 

those who could not play games, the teacher researcher borrowed the computer lab for 

them to finish their assigned tasks. As long as their parents permitted, they could play 

the game during lunch break at school. There were four students who could not play 

games at home, and then the teacher researcher passed out the notifications to the 

students’ parents for permission. Two of their parents permitted them to utilize the 

lunch break to finish their tasks and PowerPoint file for presentation. Additionally, 

M4 still did not live up to the requirements of picking ten new words every week. 

Hence, the teacher researcher had him borrow others’ diaries to supplement more new 

words in his diary. 

 In the last examination, many students did not finish their digital game diaries on 

the due day because they took the second sectional exam last week and had no enough 

time to play the game. Therefore, the teacher researcher gave them a few more days to 

complete their diaries, and postponed the time for the vocabulary post-test. The 

students, M4, did not have many words in his diaries again, so the teacher researcher 

asked him to borrow others’ diaries to supplement more new words in his. 

 From the selected two groups’ presentations, interviews, digital game diaries and 

weekly adjustments for group presentations and digital game diaries, some issues are 

listed as follows. First of all, the group presentations brought both positive and 

negative influences on students’ learning outcomes and attitudes. From the 

perspectives of positive sides, the students obtained a sense of the achievement by 

learning new words or reporting alone on stage. Besides, they developed their own 

learning and gaming strategies to solve problems during the game and notes. 
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Furthermore, they learn a lot of new words from playing the game. Nonetheless, there 

were also some negative impacts on some students’ attitudes toward the study. Some 

students did not regard it as part of their schoolwork, so they did not pay much 

attention to the contents of their PowerPoint files. Therefore, there were some 

grammatical errors needed to be corrected. Also, they overly counted on online 

dictionaries without examining their accuracy, but just copied and pasted their 

sentences directly to their files. Even though the teacher researcher told them that 

paper dictionaries are more accurate in terms of words’ meanings and example 

sentences, most of the students still use online dictionaries for their convenience and 

quickness. 

 Then, as far as the learning strategies they used were concerned, the students had 

preferences to certain strategies, and they were inclined to use several different 

strategies at a time. The one used the most was taking notes and consulting words in 

the online dictionaries or apps during the game. The secondary was taking pictures of 

new words by smartphones, and consulting words in the online dictionaries or apps 

later. The third one was implying new words’ meanings from game contexts and 

checking them after the game, and that was mentioned by other students who were not 

in Group One and Group Two. The last one was an exception, and only M4 took notes 

by his vague impressions after the game. M4’s learning efficiency was very bad for 

sure. In addition to leaning strategies, the teacher researcher counted the times and 

types of learning tools the students preferred to utilize. Obviously, Yahoo, Google and 

some China online dictionaries were widely adopted by many students, and some 

liked the English-Chinese dictionary apps as well.  

 The last part was about the additional advantages in the study. From some other 

students’ group interviews, they mentioned that their listening capacity was improved 

because they tried to listen to a task’s directions to understand what they had to do. 

Also, they developed some gaming strategies to help them complete the assigned 

tasks when they had difficulties in the game.  

 

The Teacher Researcher’s Reflection 

 From the whole process, the weekly adjustments, and interviews, the teacher 

researcher reflected on her instructional measurements and some selection standards 

of a digital game. For some of the students’ confession in which they felt the game 

was a little boring and childish for them, the teacher researcher admitted that she did 
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not consider whether the game was proper for her students concerning their ages, but 

thought about if the language level was suitable and corresponded with what they had 

learned at school. Hence, the difficulty level of the game should be put into 

consideration as well next time. 

 Moreover, the teacher researcher found that students whose grades became worse 

did not review or study new words very often from the individual interviews. Thus, to 

facilitate their learning efficiency in vocabulary learning, these students needed to be 

pushed to study harder. Having group presentations and keeping digital game were 

not enough to make students work hard on reviewing the new words because these 

forms were not taken seriously as tests by the students. Instead, they should have 

some regular quizzes to make them work harder on the vocabulary learning. That is, 

some proper pressure to study what they had learned can help to boost students’ 

learning efficiency. The teacher researcher thought it should be added next time when 

she wants to try this learning process again. 
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CHAPTER 5 

DISCUSSION 

This chapter comprises two sections. The first section addressed Research 

Question 1: To what extent did the instructional measurement and the required 

presentation adopted for this study support vocabulary learning? Then, the second 

section addresses Research Question 2: What are the learning strategies developed by 

high and low proficiency students?  

 

Addressing Research Question 1  

From the results of the students’ pre-test and post-test, it was clear that they 

learned some new words from playing the game because the different English levels 

of students generally made progress in their post-test. Therefore, addressing the first 

research question, the following sections discuss the digital game itself, what positive 

and negative influences the group presentations and digital game diary may bring on 

students’ language learning, and the relationships between the learning results and 

both the time they studied and efforts they made to their notes in the digital game 

diaries.  

 

The General Analyses about the Digital Game 

 The digital game, World of JumpStart, is a 3D adventure online game for 

native-speaker children at the ages of five to nine. After playing the game for six 

weeks, the students were invited to offer their opinions about the advantages and 

disadvantages of the game in terms of learning languages. For the advantages, most of 

the students agreed that the game did facilitate their learning in vocabulary because 

the game offered both dialogues and game context to help them comprehend new 

words’ meanings. Some of the words even kept appearing in different tasks to 

strengthen the students’ impression on those new words (Group One, Group Two, 

Group Three, Group Four, and Group Five in the group interview). Interaction with 

the other online players also helped them acquire some new words (Group Three and 

Group Five in the group interview). Besides learning new words, some of them 

mentioned that their listening abilities were improved because of the aural inputs. 

They could learn to listen to the dialogues and read the subtitles at the same time, and 

get accustomed to the fast speed of the aural inputs (Group Two and Group Four in 
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the group interview).   

 Considering the game’s disadvantages in language learning, the students also 

pointed out some drawbacks after playing it. First, some of them complained that the 

dialogue bubbles could not be shown repeatedly as they wanted (Group One in the 

group interview). Second, they thought some words’ spellings were too long and 

difficult compared to the ones they learned from the textbook at school. Hence, they 

mentioned they could not either memorize the new words or take notes of the new 

words correctly (Group One in the group interview). Third, a few students further 

confessed that some game characters’ accents were strange to them because they were 

not standard American accents. Thus, it was not easy for them to get used to the 

accents and understand what the game characters talked about (Group One and Group 

Three in the group interview). Fourth, still some students indicated that there were 

some situations where there were no subtitles except for aural inputs. It was hard for 

them to understand the meanings without the subtitles because the speed of the aural 

inputs was a little fast for most of the students (Group Three and Group Four in the 

group interview). Generally speaking, they thought playing the game was beneficial 

to learning language, but there were some designing problems to be adjusted for better 

learning efficiency. 

 

The General Analyses about Group Presentation 

For the advantages, the most apparent benefit of students’ group presentation was 

that it brought many students a sense of achievement. As teachers often face the 

pressure from their schools to finish the scheduled teaching goals in time, they do not 

have time to carry out extra activities in class. It was thus unusual for junior high 

school students to do a report on stage just as the group presentations in this study. 

From the teacher researcher’s observations recorded in the teaching logs’ as well as 

the students’ responses in the group interviews, it was obvious that these students 

enjoyed the group presentations. Even those shy students could report and 

accomplished their tasks in teaching new words on the stage alone. Also, when there 

were some errors pointed out by the teacher researcher in their PowerPoint files, most 

of the students could identify and correct the mistakes by themselves calmly (see 

Appendix E for Group One, Two, Four, and Five). Quite a few students (M1, M4, M7, 

M8, M11, and L5 in the group interviews) also mentioned that they could not believe 

they had done the report on stage by themselves, which was something very hard and 
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terrifying for them. Some also told the teacher researcher that they were satisfied to 

see their abundant notes in the digital game diaries (M5, M7, and L5 in the group 

interviews). The abundant notes also gave them a sense of achievement because it 

showed their hard work and devotion in the digital game diaries. Others felt very 

satisfied with their fluency (H3, H4, M13, and L6 in the group interviews) and 

accuracy in pronunciation (H3 and H4 in the group interviews) during the 

presentation. In addition, the others expressed that they were pleased with the 

supplementary content added in by themselves in their PowerPoint files, such as 

Group Two’s sharing their pets’ screenshots (see Appendix E for Group Two; H3, M1, 

M3, M7, and L6 in the group interview) and the layouts of their PowerPoint files’ (see 

Appendix E for Group One and Two; H2 and M1 in the group interview). In general, 

most of the students accepted the group presentation, and many of them liked this part 

of the activity the best. 

 Another merit was that the requirements and contents of group presentations 

made the students learn to solve problems by themselves. From the view of 

autonomous language learning, they utilized not only online dictionaries to look up 

words and example sentences (see Appendix E for Group One to Five; Appendix G 

for the 1
st
 to 5

th
 examinations; Table 7; all the group interviews) but also some 

English-Chinese apps of smartphones (see Appendix E for Group One and Two; Table 

7; group interviews of Group One and Two). This echoed O’Malley and Chamot’s 

claims (1990) because taking notes and translating the meanings of new words were 

considered the often used cognitive strategies by good learners. Also, consulting the 

words in the dictionaries was proved to be one of the efficacious strategies for 

learning in similar learning circumstances (Pujola, 2002; Roussel, 2011). The students 

indeed tried very hard to grab as much information as they could to meet the 

requirements for vocabulary in the digital game diaries. For instance, almost all the 

students wrote the Chinese translations under the example sentences in their digital 

game diaries and PowerPoint files in the first few weeks (see Appendix E for Group 

One to Three; Appendix F for colleague A; Appendix G for the 1
st 

to 3
rd

 examination). 

Some students even listed the different meanings of a word in various example 

sentences (see Appendix G for the 1
st
 examination; M7 and L2 in the group interview). 

One student also made good use of YouTube videos, in which players shared their 

playing process in the films to teach the audience how to play or complete certain 

tasks (see Appendix G for the 1
st
 examination; M1 in the group interview). Hence, the 
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students did try their best to find out the meanings, pronunciations, and usages of the 

new words or ways to solve task-related problems. As a whole, they tended to make 

use of the Internet resources to solve all their learning and gaming problems. 

 The other merit was that many students learned lots of new words by taking 

notes in the digital game diaries and obtaining some other new vocabulary through 

group presentations (H1, H2, H5, M1, M4, M6, M7, M9, M14, L1, L3, L4, and L5 in 

the group interviews). In addition to taking notes as a kind of cognitive strategy, they 

also had group presentations as an effective strategy to cooperate and learn from peers 

(O’Malley and Chamot, 1990). H1 told the teacher researcher that she thought the 

game context did fortify her impression on some repeated words and understanding 

the new words (group interview). Besides, M4 also said that some of the words kept 

appearing repeatedly in the game; thus, that strengthened his impression on the words, 

and he incidentally learned the new words during playing the game (group interview). 

This affirmed Ryu’s (2013) statement where the repeated words or phrases were 

learned during game play. H5 said she liked to learn new vocabulary via games as it 

was more interesting than by textbooks at school. As for M1, he also mentioned that 

he saw his improvement in vocabulary learning from the grade progress in the 

post-test (group interview). Furthermore, M7 also mentioned that she learned some 

new words from talking to other international online players, and she liked this way 

just as M12 (group interview). This finding corresponds to previous studies (Cheung 

and Harrison, 1992; Miller and Hegelheimer, 2006; Rankin, Gold and Gooch, 2006; 

Rankin et al., 2009; Ryu, 2013) that interaction with other online players could 

promote to acquire words, phrases or sentence patterns in game or outside game. 

As to the disadvantages, from the students’ group presentations, teaching logs, 

and group interviews, the errors in the students’ PowerPoint files entailed misspelling, 

mismatch of a word’s part of speech and its example sentence, wrong Chinese 

meanings for a word, uncompleted sentences and so forth (see Appendix E for Group 

One to Five; Group One to Five in group interviews). Besides, some students did not 

know the correct pronunciation of a new word while they were reporting on stage (see 

Appendix E for Group Two to Four; M2, M9, L2 in the group interviews). In the 

group interviews H1 and M8 confessed that they did not check for the accuracy of the 

sentences, so they did not notice some grammatical errors. M4 also mentioned he 

handed in the part of the report that he was responsible for so late that his teammate 

could not add his part to the PowerPoint file in time. Two students even said that some 
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of their group members did not give them the content they were responsible for, so 

they just used the information from their digital game diaries and the online 

dictionaries to make the PowerPoint files (M1 and M12 in the group interviews). 

Besides, some students did not finish their work before the report; they would need to 

make up for their work during lunch break so that they would not delay the rest of the 

group presentations (see Appendix E for Group Four). All these phenomena reflected 

that the students probably did not regard the group presentations as important. 

Furthermore, the students seemed to overly rely on the Internet to solve all kinds 

of the problems in learning new vocabulary without checking whether the information 

on the Internet was correct or not. First of all, they all liked to use online dictionaries. 

Besides, they used several different online dictionaries at the same time because they 

needed to find example sentences. The online dictionaries from China were especially 

abundant in example sentences and phrases (see Appendix E for Group One to Five; 

Appendix G; all the group interviews). Nevertheless, there were many grammatical 

mistakes in the sentences and phrases from those online dictionaries. In other words, 

these online dictionaries were not under comprehensive scrutiny. Furthermore, the 

students did not find the errors in these example sentences and phrases. It was obvious 

the students just copied and pasted the sentences without carefully looking over these 

sentences. On one hand, it could be inferred that the students just dealt with their 

group presentations perfunctorily. On the other hand, it might mean that most students 

were not keen on the grammars enough, so they could not detect the grammatical 

errors at the first sight. 

Among the students, only two of them did start to use paper dictionaries after the 

teacher researcher suggested them to do so (see Appendix G for the 1
st
 and 5

th
 

examinations; M7 and L5 in the group interviews). Also, a few students liked to use 

the apps on the smartphones to check the meanings of new vocabulary (see Appendix 

G for the 1
st
, 2

nd
, 4

th
, and 5

th
 examinations; Appendix E for Group One to Three). It 

was obvious the students had a tendency to use the Internet to look for information or 

solutions, and that was just as what Prensky (2003) named these people, “digital 

natives.” Thus, their learning strategies were all Internet-based, and so were their 

learning tools. However, the students did not find any errors in the sentences from the 

Internet. As their teacher, one should remind them of the potential problems they 

might confront when they overly relied on the Internet to learn new information and 

solve problems.  
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The General Analyses about Digital Game Diary 

 Keeping the digital game diaries had both advantages and disadvantages as well. 

For the good sides, it made the students pay attention to the new words in the game 

and learn to find out their meanings and usages in sentences by themselves. Also, in 

order to meet the requirements of the digital game diaries, the students developed 

their own gaming strategies by themselves (see Table 7). Some students even 

mentioned they learned to present notes clearly by keeping the digital game diaries 

(M5, M11, and M14 in the group interviews). Moreover, a few students mentioned 

they had a sense of achievement by having a lot of notes in their own diaries (M5, M7, 

and L5 in the group interviews). 

 

Table 7: Students’ Gaming Strategies by their Digital Game Diaries 

Strategies Students Number  

(25 in total) 

Discuss Problems or Ask Friends for 

Help by LINE 

H1-H4, M1, M3, M5-13, 

L1-L6 

21 

Ask Family Members for Help H5, M11, L4 3 

Ask Online Players for Help H1, H3, H5, M2, M3, L4 6 

Grope for Specific Item or Person by 

Oneself 

H1, H2, H5, M1-M3, 

M5-M8, M11-M14, L1, L5  

17 

Follow the Direction-hinting Arrow H3, M3, M8, M9, M12, 

M14, L5, L6 

8 

Record Dialogues and Listen to them 

Again 

M3, M5, M6 3 

Read the Game’s Task Directions again H1, M7, M8 3 

Read the Weekly Game Schedule again H2, H4, M7, L2, L3, L5 6 

Watch Videos on YouTube H4, M1, M6, M12, L6 5 

 

 As to the bad sides, most of the students forgot to write something required by 

the teacher researcher because there were no forms for students to fill in in the digital 

game diaries at first. Hence, the teacher researcher later designed her own worksheet 

for the digital game diaries (see Appendix H). Besides, a few students said keeping 
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the diaries was like homework, and it gained their burdens a lot (H3, M3, M4, L3, and 

L4 in the group interviews). Therefore, maybe the teacher researcher asked the 

students to record too much in their diaries, the amount of the diaries needed to be 

adjusted.  

 

The Improvement of Listening Proficiency 

One unexpected finding was that a few students believed their listening abilities 

improved through playing the game (H3, M5, M13, and M14 in the group interviews). 

Due to both the aural and written inputs, they usually read and listened to dialogues or 

directions at the same time. They had to understand what the tasks were about 

because they had to take notes to answer questions on the diary worksheet and 

prepared for their PowerPoint presentations in class.  

The following students naturally developed their listening strategies while 

playing the game. For instance, H4 said although the speed of some of the spoken 

messages in the game context was a little fast for her, but with the help of subtitles, 

she could check her understanding, and gradually was used to the speed and 

understood what the game characters expressed better (Group One interview). For M5, 

she mentioned that she tended to read and listen to the dialogues at the same time, 

which facilitated her listening competence (Group Two interview). M6 said that she 

liked to record what the computer characters talked about by her smartphone, and she 

would replay the messages several times to make sure that she could understand what 

they expressed. She thought replaying the messages facilitated her listening a lot and 

she later got used to the accents and the speaking speed of the game characters (Group 

Four interview). M14 also told the teacher researcher that she tried to understand the 

dialogues by listening, and she seldom read the subtitles of the dialogues unless she 

could not understand what the game characters talked about. Listening to dialogues 

first without reading was suggested by her father, and that was beneficial to listening 

proficiency (Group Two interview). 

Therefore, even though the study’s goal was not to elevate listening, some 

students’ listening was boosted through either the aural inputs or their own ways they 

tried to understand the tasks. These students felt that their listening was trained and 

facilitated by using their own listening strategies to play the online game. Thus, both 

the aural inputs from the game and the students’ own listening strategies contributed 

to the improvement in listening. 
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Relationships between the Students’ Learning Results and their Devoted Time 

From the score improvement in the post-test and the teacher researcher’s 

observation in the digital game diaries’ examinations, the teacher researcher found a 

phenomenon: The students who got more stamps on the digital game diaries did not 

necessarily have better scores in the vocabulary post-test. Table 8 shows the number 

of the stamps, the post-test grades, and the score improvement every student obtained. 

 

Table 8: The Students’ Scores in Post-test and the Stamps in their Digital Game 

Diaries 

Student Post-test Score Score Improvement Stamp Number 

H1 84 +16 3 

H2 56 +4 3 

H3 64 +20 3 

H4 48 +4 2 

H5 40 -12 4 

M1 60 +24 3 

M2 48 +32 0 

M3 56 +12 3 

M4 44 +8 0 

M5 64 +24 5 

M6 52 +12 2 

M7 44 +20 4 

M8 64 +24 3 

M9 40 +16 2 

M10 36 +4 1 

M11 48 0 2 

M12 68 +14 2 

M13 68 +8 3 
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M14 48 -12 5 

L1 36 +16 1 

L2 40 0 2 

L3 40 +12 0 

L4 32 -4 2 

L5 36 +4 2 

L6 68 +32 0 

 

Observing the above numbers, the teacher researcher found the time and efforts 

the students devoted to the digital game diaries did not relate to the scores they had in 

a positive correlation. There were four students (M2, M4, L3, and L6) who did not get 

any stamps at all, but their post-test’s scores were boosted a lot -- more than some of 

the students who comparatively spent more time taking notes in their digital game 

diaries. M2 and L6 increased their post-tests’ grades by 32 points; also, M4 and L3 

increased their scores by 8 and 12 points respectively. In addition, two students (M10 

and L1) who got only one stamp respectively gained 4 and 16 more points as well.  

On the contrary, some of the students who obtained four stamps had worse scores 

in their post-test. For instance, H5 and M14’s grades were worse in their post-test by 

12 points. Although not all of the students who dedicated to their digital game diaries 

had lower grades (e.g. M5 and M7), the time they spent on studying the new words 

mattered more to their score improvement in the post-test. Just as what the students 

had mentioned in some of the individual interviews, those who improved a lot either 

studied the notes right after the game for some time (M2 in the group interview) or 

reviewed the new vocabulary every day (L6 in the group interview). As for those who 

could not perform well in their post-test, they also had something in common. In the 

individual interviews, H5 and M12 both said they did not spend much time studying 

the new words, but they quickly browsed through their notes just before the post-test. 

Hence, it seemed that just working hard on the digital game diary was not enough for 

learning new words, but the time spent on studying mattered more.  

To sum up and answer Research Question 1, the instructional measurements of 

keeping a digital game diary and the required group presentations helped students 

have clear directions to learn new words, and made them know what information were 
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important and necessary when they had to acquire new vocabulary. However, even 

though some students did meet the standards of the digital game diaries, it did not 

ensure that they did acquire new vocabulary. What mattered more were the time and 

efforts students had devoted to, and they directly affected the learning outcomes in the 

post-test.  

 

Addressing Research Question 2 

Learning new words by oneself through playing online games is still a quite new 

way to be combined in a classroom activity. As a result, the development of students’ 

learning strategies is worthy of being explored and discussed. In the present study, 

because the students had to play this English online game, the students’ learning 

strategies could influence their learning outcomes and matter how they carried out 

their self-learning in vocabulary. Their preferences for strategies were observed and 

obtained from their group presentations in the teaching logs, the digital game diaries, 

and group interviews (see Table 9). First, they tended to adopt specific strategies to 

learn new words, and consulting words in online dictionaries especially. Second, they 

also had certain learning tools they preferred to use. 

 

Table 9: Students’ Strategies for Vocabulary Learning by their Digital Game Diaries 

Strategies Students Number  

(25 in total) 

Consult Words in Online Dictionaries H1-H5, M1-M6, M8-M14, 

L1-L4, L6 

24 

Consult Words in Apps by Smartphones H3, M1, M7, M13, L5 5 

Use Smartphones to Take Photos and 

Check Meanings Later 

H4, M2, M5, L1, L5 5 

Infer Words’ Meanings from Dialogues 

and Game Contexts 

H1, H2, M6, M14 4 

Consult Words in Paper Dictionaries M7, L5 2 

 

From the study results, the teacher researcher found there were many points 

consistent with O’Malley and Chamot’s (1990) types of learning strategies. There 

were three major learning strategies that most learners used for acquiring new 
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vocabulary via the online game (see Table 9). Firstly, most of the students took notes 

right away and used online dictionaries or apps on their smartphones to consult a new 

word’s Chinese meaning as soon as they saw a word they did not know (see Appendix 

E for Group One to Five; Table 9). This phenomenon was in line with O’Malley and 

Chamot’s cognitive strategies (1990). Cognitive strategies referred to straightforward 

operation or alteration of materials, and these strategies were the most commonly 

used by L2 listeners (Bacon, 1992). Secondly, some of the students liked to take 

pictures by their smartphones while playing the game, and consulted the words’ 

meanings later after the game (see Table 8). And this procedure of planning, 

monitoring, and evaluating meanings in game contexts was also consistent with 

O’Malley and Chamot’s metacognitive strategies (1990). Thirdly, a few students did 

not want to pause for the new words during the game, so they tried to infer a new 

word’s possible meaning from a dialogue or a game context, and then checked its real 

meaning (see Table 9). This also corresponded to an application of metacognitive 

strategies (O’Malley and Chamot, 1990). Metacognitive strategies are defined as a 

procedure to monitor and control cognitive actions, and confirm that a cognitive aim 

is completed (Wang, Spencer, and Xing, 2009).  

 However, there was one student (M4) who did not obtain as many new words as 

the others in his digital game diary. He explained that his parents gave him very 

limited time to play the game, so he did not want to waste time on consulting new 

words’ meanings or taking notes while playing the game. Instead, he chose to take 

notes after he finished the weekly assigned tasks. As a result, he usually could not 

remember many new words, and only wrote some simple words he had already 

known in his digital game diary. He could not grab the required amount of new words, 

so he had to rely on taking notes during the group presentations, classroom discussion, 

and others’ notes to supplement his vocabulary notes (M4 in the group interview). His 

situation corresponded to affective strategies because his learning primarily counted 

on collaboration with peers (O’Malley and Chamot, 1990). This situation was 

consistent with Lai’s (2009) conclusion in the study, in which it mentioned that the 

high proficiency students used cognitive and metacognitive strategies more frequently 

whereas the low proficiency students preferred affective strategies to cognitive and 

metacognitive strategies.  

From the figures in Table 9, it was obvious that both high and low proficiency 

learners had their own tendencies to learn new words. For the high proficiency 
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students, two out of five would tried to infer new words’ meanings from dialogues 

and game contexts, and that was a strategy the low proficiency students did not adopt 

at all. Some of them also adopted other strategies as all the other students did. This 

finding is in line with the previous strategy studies’ claim that cognitive and 

metacognitive strategies are closely associated with higher proficiency language level 

(Abraham and Vann, 1987; O’Malley and Chamot, 1990; Park, 1997). However, none 

of the high proficiency learners used paper dictionaries but they looked up words in 

the online dictionaries instead. It was rather common for the students to count on the 

Internet to help them solve problems. From the above-mentioned phenomena, it was 

apparent that cognitive and metacognitive strategies were more frequently utilized, 

while affective strategies such as interacting or cooperating with others were less as 

Chen, Zhang, and Liu’s (2014) argument. 

 As to the low proficiency learners, the strategies they liked to use were similar to 

the ones adopted by the high proficiency learners. Only one low proficiency learner 

(L5) tried to make use of almost all the strategies she knew. This situation echoed 

what other researchers found that unsuccessful learners also used a variety of 

strategies but failed to choose and use them efficiently (Chamot et al., 1988; 

Vandergrift, 1997; Vann and Abraham, 1990). However, there was one strategy all the 

low proficiency learners did not use, inferring by using the context. Because of their 

comparatively limited amount of vocabulary at the beginning, it was pretty hard for 

them to understand the general meanings in the dialogues and the game contexts, let 

alone trying to infer a new words’ meaning between lines. As it is tested, the 

increasing vocabulary facilitates the acquisition of a second language (Barcroft, 2004; 

Ellis, 1995). The low proficiency learners apparently lagged behind the high 

proficiency learners in terms of the amount of vocabulary from the pre-test at first. 

The mean of the high proficiency learners in pre-test was 52, and that of the low 

proficiency learners was 32 (see Table 2). The originally limited amount of 

vocabulary influenced their English abilities and hindered them from inferring new 

words’ meanings.   

 As for the learning tools, they were composed of three major instruments. From 

all the teaching logs (see Appendix E) and the teacher researcher’s examinations of 

digital game diaries (see Appendix G; Table 6), it was apparent that every student 

counted on online dictionaries the most. They used online dictionaries to check 

Chinese meanings for new words or sentences they did not understand. Many of them 



DOI:10.6814/THE.NCCU.ETMA.005.2018.A07 

‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

 

77 

 

even used several different online dictionaries, such as Google, Yahoo, and Dr. eye 

online dictionaries or the online dictionaries from China at the same time (see 

Appendix E for Group One to Five). Five out of twenty-five students also adopted 

some apps to check English words’ meanings (see Table 9). Even though there were 

often errors in the online dictionaries and the apps, few students turned to use paper 

dictionaries. From the teaching logs (see Appendix E for Group Three and Five) and 

the digital game diaries (see Appendix G for the 3
rd

 and 5
th

 examinations; Table 9), 

there were only two students who began to use the paper dictionaries after the teacher 

researcher’s suggestion for the accuracy of example sentences in the last few weeks. 
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CHAPTER 6 

CONCLUSION 

This chapter first presents the summary of this study, and then proposes 

pedagogical implications. Furthermore, limitations of the present study are listed and 

it ends up with some suggestions for future research. 

 

Summary 

This study aimed to investigate to what extent the instructional measurement and 

the required presentation supported vocabulary learning, and what learning strategies 

students would use when they learn new words by playing online games. From the 

test results, no matter which English level was, these students’ mean scores in the 

post-test were improved. Besides, the p value also indicated that there was a 

significant improvement in their vocabulary learning. The post-test scores proved that 

learning language via digital games was feasible and efficient. 

However, some students did not improve their scores in the post-tests, but a clear 

score regression was observed. Thus, the teacher researcher had interviews with those 

who improved the most and those who became worse the most. From the interviews, 

the teacher researcher found that the students who improved (e.g. M2, M5 and, L6) 

had one thing in common; that is, they reviewed the new words either right after they 

took notes or every day. As to those whose post-tests’ scores became a lot worse (e.g. 

H5 and M14), they also took notes earnestly, but they only reviewed the new 

vocabulary just before the post-test. 

 Then, the teacher researcher analyzed both the advantages and disadvantages of 

the instructional measurements. As to the group presentation, the teacher researcher 

found one of the advantages was that the students gained a sense of achievement from 

either reporting on stage or taking abundant notes. Besides that, the students learned 

to solve every problem on their own. Some of them even mentioned that their 

listening ability was improved by playing the game because of the aural input. Most 

importantly, most of them admitted that they acquired many new words by playing the 

online game and taking notes. Nevertheless, there were also some disadvantages of 

the instructional measurements. The most apparent one was that many students did 

not take the group presentations seriously. Their attitudes could be told from their 

errors in the PowerPoint files. Moreover, they also overly relied on the Internet to 
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help them solve all kinds of problems, but they could not tell whether the information 

was right or wrong. Hence, the teacher researcher needed to remind the students to 

check for the accuracy of the information on the Internet if they wanted to use it.  

 Another advantage is that the students developed their own learning strategies 

along with their preferred learning tools. There were four common strategies for 

learning new words, including consulting words in online dictionaries or apps, taking 

photos of new words for checking meanings later, inferring by using the context 

between the lines, and asking peers’ for help. However, inferring by using the context 

was used by merely high proficiency students.  

 Moreover, most students developed gaming strategies to solve problems in the 

game. Generally speaking, there were four types of gaming strategies they used when 

they confronted difficulties in the online game. The most common strategy was to 

cooperate with their friends or group members by chatting on LINE. The second one 

was to follow the direction-hinting arrow provided by the game and search specific 

character or item by oneself. Some even chose to listen to the directions from the 

game-generated characters or read the teacher researcher’s weekly schedule again to 

find clues. The last one was to look for shared videos teaching how to complete 

certain tasks on YouTube. Thus, they did not need to turn to their teacher for help.  

 For the other instructional measurement, keeping a digital game diary, it also had 

its own advantages and disadvantages. The students needed to learn new words by 

themselves. Also, they cultivated the ability to solve problems in the games as the 

gaming strategies. Moreover, some not only learned to take notes clearly but also 

gained a sense of achievement from their abundant notes. For the disadvantages, 

many students always forgot to write something they needed to record. Besides, a few 

of them mentioned it was like homework to keep a diary every week, and they did not 

like it very much. 

 Generally speaking, the teacher researcher thinks that learning vocabulary via 

playing online game is feasible. With proper instructions, students can learn new 

words and gain benefits from this learning experience.  

 

Pedagogical Implications 

 The findings of the present study reveal that learning new words through playing 

online games is feasible, and the instructional measurement and the teacher 

researcher’s adjustment are conducive to vocabulary learning. There are two 
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suggestions for EFL teachers to consider: (1) selection strategies for the game and (2) 

instructional strategies.  

 The first suggested consideration for choosing a game for vocabulary learning is 

the age-appropriate difficulty level of the game tasks. Even though the words and 

sentences in the digital game did not hinder the students from knowing what they had 

to do, there were still some students who mentioned that they thought the tasks in the 

game were boring and childish. This made the teacher researcher notice that the tasks 

should be properly chosen according to players’ ages. In order to make sure they will 

like to play a game, it is suggested that a teacher can conduct a background survey 

first, so it will ensure that students are willing to play a game and learn from it. 

 The second suggestion for teachers to consider is the language level of the game. 

It is necessary for a teacher to take the English level of a game into account, and strike 

a balance between the English level of students and that of a game. The English level 

should not be too high to hinder the students from understanding the main idea of the 

game. Besides, when an elementary school teacher or a junior high school teacher 

evaluates whether a game’s vocabulary was appropriate for students, one can refer to 

the listy basic 1200 words required by the Curriculum Guidelines by the Minister of 

Education (2008). 

 The third suggestion for teachers is about instruction that should go with the 

game. The requirements for regulating and guiding students would affect what 

information students will emphasize, and even influence what they will learn from a 

game. Hence, a background survey can help the planning of the activity. A teacher can 

refer to the time for which students usually play games in a day or a week and their 

preferences. In addition, a teacher can further adjust the game amount every time one 

puts a plan into practices after a period of time. Moreover, it is necessary to clearly 

describe the name of a task and what to do. This not only makes it easier for the 

students to understand what tasks they have to do, but also reduces wasting time.  

 The fourth suggestion is about instructional measurement in terms of choosing a 

proper game that can facilitate language learning. Examining the students’ 

background survey (see Appendix A), the teacher researcher thought the questions 

about students’ preferred game genres should be added to the survey in order to 

understand students’ needs and preferences. It is also important to prevent the students 

from feeling bored and impatient when they play a game. On the other hand, learning 

new words via playing online games requires some instructions to ensure that the 
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students will focus on language learning, or they may end up only playing the game. 

Therefore, regular quizzes can be added to make students study hard and actually 

learn new words.  

 

Limitation of the Present Study 

 As a qualitative study, the current study has the two limitations. First, the 

twenty-five participants were chosen because they were taught by the teacher 

researcher. As a result, the findings of the study may only be applied to similar 

situations where the class is composed of academically advanced junior high school 

students, and most of them are willing to learn English vocabulary via online games.  

 Second, this study only lasted for six weeks, and only one online game was 

adopted. As a whole, the study was very limited from the viewpoints of duration and 

game genre. The present study may not entail all the possible students’ learning 

strategies since the time for the study was not very long. Furthermore, the students’ 

thoughts and attitudes toward the whole study may change as the time passes. From 

the teacher researcher’s observation, there was no students displaying any impatience 

in the beginning, but a few of them looked uninterested in the group presentations or 

classroom discussions in class later. This shows that students may become tired of one 

game for playing similar tasks many times in a period of time. They can be 

accustomed to the game, and find no interests in playing it anymore.  

 

Suggestions for the Future Research 

 The findings of the current study have indicated three directions for future 

research. First, future studies can extend the present study to a season-long, semester 

long, or even a year-long investigation. Besides, they can also try to include more 

different game genres to compare their learning efficiency in vocabulary. Second, 

future studies can involve participants at different ages, or divide participants into two 

groups by their genders to analyze their differences in learning efficiency, learning 

strategies, thoughts, and preferred genres. Third, future studies can explore other 

perspectives of training language learning via online games, such as reading, writing, 

listening, or speaking abilities. In addition, they can also investigate what other 

learning strategies they may adopt when training different language abilities.  
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Appendix A 

Students’ Background Survey 

(In this classroom, there are 25 students in total. The numbers in the following blanks 

stand for the result of the students’ answers.)  

國中學生英語聽力與遊戲應用學習需求調查表 
各位同學好：  

    首先感謝您撥冗填寫這份問卷；本研究目的為「國中學生英語聽力與遊戲應

用學習需求調查」，想瞭解您對此議題的實際需求，以作為本研究探討或提供未

來教學上參考，所以您的回答將成為本研究重要的參考依據。 

    本問卷請就您個人的實際經驗情形安心填寫，勾選一項您最適合的答案，本

問卷採不記名的方式作答，我們會做到完全保密工作，非常謝謝您的協助與支

持！  

敬祝 身體健康 萬事如意 

 

                                   國立政治大學英語教學在職進修研究所 

                                                   民國 106 年 9 月 2 日 

                                                指導教授：招靜琪  博士  

       研 究 生：黃家真  敬上  

 

【問卷內容】問卷共分為 3 部份： 

第 1 部份為基本資料調查、第 2 部份為遊戲喜好與習慣調查、第 3 部分為從遊

戲中學習英文調查。 

說明：請您仔細閱讀下列的敘述句，依照您實際的感受，在每題適當選項的□

上打✓ 

 

壹【基本資料】 

1、性    別：（1）  5  男  （2） 20 女  

2、年    級：（1）     國一 （2） 25  國二 （3）    國三  

3、學習英文多久：（1） 5  5 年以下（2）19  6～10 年（3） 1  11～15 年   

4、接觸遊戲多久：（1） 11  5 年以下（2）13  6～10 年（3） 1  11～15 年   

5、學校英文成績：（1）10  90～100 分 （2）9   80～90 分 

（3） 5  70～80 分 （4）1   60～70  分 

（5） 0  50～40 分 （6）0   30 分以下  

 

貳【遊戲喜好與習慣調查】 

                     選                     項 

                                        

 

問                    題 

非 

常 

同 

意 

同 

意 

中 

立 

不 

同 

意 

極 

不 

同 

意 

1. 您喜歡玩電子產品相關遊戲嗎？ 7 9 7 2 0 

2. 您會每天玩電子產品相關遊戲嗎？ 4 4 9 4 4 
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3. 您喜歡在相關平台與他人討論電子產品相關遊戲

嗎？ 

3 4 8 5 5 

4. 您每週平均花多少時間在玩電子產品相關遊戲？ 

(請勾選一個符合的時數) 

8 0 小時 

8 1~3 小時 

5 4~6 小時 

2 7~9 小時 

2 10 小時以上 

 

參【從遊戲中學習英文調查】 

                     選                     項 

                                        

 

問                    題 

非 

常 

同 

意 

同 

意 

中 

立 

不 

同 

意 

極 

不 

同 

意 

1. 您玩遊戲中會常常使用到英文嗎？ 4 5 15 1 0 

2. 您覺得遊戲中的英文會阻礙您玩遊戲嗎？ 4 6 6 6 3 

3. 您曾經嘗試去了解遊戲中不懂的英文嗎？ 5 10 10 0 0 

4. 您曾經從遊戲中學到英文嗎？ 8 8 8 1 0 

5. 您喜歡從遊戲中學英文嗎？ 10 4 10 1 0 

6. 您想嘗試從遊戲中訓練英文能力嗎？ 7 14 4 0 0 

 

  



DOI:10.6814/THE.NCCU.ETMA.005.2018.A07 

‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

 

94 

 

Appendix B  

 

The Schedule for the Online Digital Game: World of JumpStart 

注意事項 

1. 請先安裝遊戲於電腦並註冊。 
(http://www.jumpstart.com/?c=SOD&act=G

ameDownload) 

E-mail:_______________________ 

Password:_____________________ 

Username:_____________________ 

 
2. 玩遊戲時請注意英文指令或對話

(聽力與文字)，並使用日記本記錄

以下事項: 

(1) 有玩時請記錄玩的時間；沒

有則不需填寫。 

(2) 當天玩了那些任務(task)? 

(3) 那些任務(task)是否有趣?及

原因。 

(4) 該任務的困難是什麼? 如何 

解決此問題? 

(5)  任務學到什麼單字，查出中

文意思並找一例句。 

(6) 分別使用什麼策略去學習遊

戲的單字和解決卡關問題? 

3. 每週一小老師收日記給老師改。 

4. 每週五報告時，請台下同學做筆

記。可記錄別人報告的單字，或

記錄別人如何破任務。 

小組報告 

1. 每週五一組上台用PPT報告上週的

五項任務(task)，一組五位同學，由

老師依一年及六次段考成績幫大

家做異質性分組。 

2. 每位同學用電腦截圖介紹一項任

務，及如何破解。每位同學講解後

列出 2 個從中學到的單字，並教同

學該單字的發音、詞性、中文、例

句(每組要教 10 個單字)。 

每週進度 

Tasks for Week 1 (Teacher’s 
Demonstration and Pre-test) 
Task 1 Registration 

Task 2 Walk to the Yellow Spot 

Task 3 Collect Three Red Balls 

Task 4 Collect Some Hearts to Power 

up the Eggulator 

Task 5 Follow the Magic Fairy Dust 

to Get an Egg. 

Tasks for Week 2 
Task 6 Name Your Eggling. 

Task 7 Click on You Eggling and 

Choose Tickle. 

Task 8 Click on You Eggling and 

Choose Dance. 

Task 9 Take Your Eggling to the 

Eggulator  

Task 10 Meet Eleanor in Windy 

Hollows  

(請點 Jumpstart Mission 

Board 中的 Have a Jumpstart 

Tour) 

Tasks for Week 3 

Task 11 CJ Wants to Meet You in 

Adventure Canyon 

Task 12 Find Kisha in Downtown 

Task 13 Return to Enchanted 

Sanctuary to Find Ivy and Get 

a Gift 

Task 14 Play Shipwreck Lagoon  

(請點 Jumpstart Mission 

Board 中的 Ahoy! Land 

Lubber!) 

Task 15 Track Builder 中的 Create 

Your Track(中間選項) 

Tasks for Week 4 
Task 16 Track Builder 中的 Test 

Track(接著 Task 15) 

Task 17 Track Builder 中的 Play(左邊

選項)，然後選 ready to go  

track 

http://www.jumpstart.com/?c=SOD&act=GameDownload
http://www.jumpstart.com/?c=SOD&act=GameDownload
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Task 18 Visit JS Stadium (Sports 

Arena) in Downtown 

(請點 Jumpstart Mission 

Board 中的 Ready! Set! Go!) 

Task 19 Visit Your Room in My 

Neighborhood 

(請點 Jumpstart Mission 

Board 中的 It’s a Block Party.) 

Task 20 Decorate Your Own House 

Tasks for Week 5 (At Mermaid Land) 
Task 21 Find 4 Crystal Sea Rocks in 

Shipwreck Reef 

(請點 Fishtopia Missions 中的

Crystal Rock Cleanup) 

Task 22 Bring the Crystal Sea Rocks to 

Jean Claude  

(At Rubble Ruins) 

Task 23 Find the Red Crab in the Kelp 

Forest and Take a Photo of 

Him 

(請點 Fishtopia Missions 中的

Cranky Crab Capture) 

Task 24 Solve the Riddle and Take a 

Photo of the Answer 

(請點 Fishtopia Missions 中的
Riddle Me This) 

Task 25 Play Pearl Push and Help 

Return the Pearls to the Oyster 

(請點 Fishtopia Missions 中的
Pearl Rescue) 

Tasks for Week 6 
Task 26 Take a Photo of Cappy the Sea 

Turtle 

(請點 Fishtopia Missions 中的
Cappy Snap) 

Task 27 Follow the Trail of Whistles 

and Meet Frankie by the 

Explorer Training Board (At 

Adventure Land) 

Task 28 Click on the Training Crate 

with the Explorer Clothes on 

Top and Change into 

Something More Fitting for an 

Explorer 

Task 29 Click on the Training Crate 

with the Dancing Shoes to 

Show off Your Explorer Move 

Task 30 Click on the Training Crate 

with the Jet Pack to Exercise 

Your Brain and Earn Some 

Coins 

Post-test 

同一份單字單選題測驗卷，題目和選

項順序重新排序後再測。
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Appendix C 

World of JumpStart (Pre-test) 
Class: ______  No.______  Name: ____________ 

 

單字、片語選擇題(每題 4 分，共 100 分) 

 

1. You need to enter your ____ to log in the online game. 

(A) password  (B) keyboard  (C) adventure   (D) arrow 

2. Please ____ the clothes you like for the player in the online game. 

(A) exit   (B) select   (C) giggle   (D) raise 

3. Steve likes to ____ different pens and pencils, and that is his interest. 

(A) need   (B) choose  (C) collect   (D) train 

4. It is ____ to see such a big golden egg in the history museum. 

(A) amazing  (B) itchy   (C) shiny    (D) wooden 

5. The little boy is full of ____ again after eating his favorite snacks. 

(A) prize   (B) scale   (C) sand    (D) energy 

6. In the game, you don’t know what is in the egg before you ____ it. 

(A) save   (B) hatch   (C) place    (D) hang 

7. Mom took some ____ and prepared food to make a delicious cake for us. 

(A) tools   (B) demons  (C) caves    (D) oysters 

8. My brother is good at ____ his dog to do many fun tricks. 

(A) pressing  (B) causing  (C) training   (D) controlling 

9. The Japanese friend ____ Tokyo when I visited him last summer vacation. 

(A) showed off me   (B) headed to me  

(C) warmed me up   (D) showed me around 

10. Dad works hard to ____ money for giving our family a comfortable life. 

(A) complete  (B) earn   (C) return    (D) move 

11. ____! Your team won the basketball game in the end. 

(A) Zones  (B) Roles   (C) Congratulations  (D) Sidewalks 

12. Christmas is coming, so my family and I ____ the Christmas tree together. 

(A) build   (B) decorate  (C) sail    (D) hoist 

13. That ____ is dangerous for you to drive on the road. 

(A) neighborhood  (B) tunnel  (C) speed    (D) detective 

14. ____ the button, and you can start to play the game. 

(A) Sail   (B) Tickle  (C) Explore   (D) Press 

15. Don’t try to ____ my life! I am not a child anymore. 

(A) collect  (B) dance   (C) control   (D) name 

16. I always ride my bike on this ____ to school every day. 

(A) timer   (B) zap   (C) tale    (D) path 

17. It is convenient to have a washing machine to help you wash the clothes ____. 

(A) successfully (B) completely (C) separately   (D) automatically 

18. That dress looks ____ on you; it is a very beautiful dress. 

(A) itchy   (B) fabulous  (C) adventurous  (D) amphibian 

19. A ____ likes to take pictures, and he or she is good at it, too. 

(A) photographer (B) storage  (C) gadget   (D) lighting 

20. No one knew how John did the magic trick. It is ____.  

(A) mysterious (B) true   (C)separate   (D) best 
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21. The ____ often goes to different countries to try new things and food. 

(A) spot   (B) feet   (C) trail    (D) explorer 

22. My friends and I can’t wait to enjoy the sunshine and beach on the ____. 

(A) mood   (B) temperature (C) island    (D) belly 

23. Jack can ____ all the other players in the game because he is so smart. 

(A) randomize  (B) select   (C) paint    (D) beat 

24. Students in Taiwan learn lots of ____ at school, such as math, English and history. 

(A) icons   (B) subjects  (C) detectives   (D) sculpts 

25. Because my answers are ____, my friend and I talk about other possible answers. 

(A) incorrect  (B) higher  (C) best    (D) medium 

 

 

Ans: 

1. 2. 3. 4. 5. 

A B C A D 

6. 7. 8. 9. 10. 

B A C D B 

11. 12. 13. 14. 15. 

C B C D C 

16. 17. 18. 19. 20. 

D D B A A 

21. 22. 23. 24. 25. 

D C D B A 
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World of JumpStart (Post-test) 

Class: ______  No.______  Name: ____________ 

 

單字、片語選擇題(每題 4 分，共 100 分) 

 

1. The little boy is full of ____ again after eating his favorite snacks. 

(A) sand   (B) scale   (C) prize    (D) energy 

2. Mom took some ____ and prepared food to make a delicious cake for us. 

(A) tools   (B) oysters  (C) demons   (D) caves  

3. Steve likes to ____ different pens and pencils, and that is his interest. 

(A) train   (B) choose  (C) collect   (D) need  

4. In the game, you don’t know what is in the egg before you ____ it. 

(A) place   (B) hatch   (C) save    (D) hang 

5. Christmas is coming, so my family and I ____ the Christmas tree together. 

(A) sail   (B) decorate  (C) hoist    (D) build  

6. My brother is good at ____ his dog to do many fun tricks. 

(A) causing  (B) pressing  (C) controlling   (D) training  

7. Students in Taiwan learn lots of ____ at school, such as math, English and history. 

(A) sculpts  (B) subjects  (C) detectives   (D) icons  

8. It is ____ to see such a big golden egg in the history museum. 

(A) amazing  (B) shiny   (C) itchy    (D) wooden 

9. You need to enter your ____ to log in the online game. 

(A) adventure  (B) keyboard  (C) arrow    (D) password 

10. Jack can ____ all the other players in the game because he is so smart. 

(A) paint   (B) randomize  (C) select    (D) beat 

11. ____! Your team won the basketball game in the end. 

(A) Roles   (B) Sidewalks  (C) Zones    (D) Congratulations 

12. Dad works hard to ____ money for giving our family a comfortable life. 

(A) return  (B) earn   (C) move    (D) complete 

13. The Japanese friend ____ Tokyo when I visited him last summer vacation. 

(A) showed me around  (B) warmed me up  

(C) headed to me   (D) showed off me  

14. ____ the button, and you can start to play the game. 

(A) Tickle  (B) Explore  (C) Sail    (D) Press 

15. Don’t try to ____ my life! I am not a child anymore. 

(A) control  (B) dance   (C) name    (D) collect  

16. That ____ is dangerous for you to drive on the road. 

(A) neighborhood  (B) speed   (C) tunnel   (D) detective 

17. It is convenient to have a washing machine to help you wash the clothes ____. 

(A) successfully (B) automatically (C) separately   (D) completely  

18. Because my answers are ____, my friend and I talk about other possible answers. 

(A) incorrect  (B) medium  (C) best    (D) higher  

19. I always ride my bike on this ____ to school every day. 

(A) timer   (B) tale   (C) path    (D) zap  

20. Please ____ the clothes you like for the player in the online game. 

(A) exit   (B) raise   (C) giggle   (D) select  

21. That dress looks ____ on you; it is a very beautiful dress. 

(A) adventurous  (B) fabulous  (C) amphibian   (D) itchy  
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22. A ____ likes to take pictures, and he or she is good at it, too. 

(A) lighting  (B) storage  (C) gadget   (D) photographer  

23. No one knew how John did the magic trick. It is ____.  

(A) separate  (B) mysterious  (C) true    (D) best 

24. My friends and I can’t wait to enjoy the sunshine and beach on the ____. 

(A) belly   (B) temperature (C) island    (D) mood 

25. The ____ often goes to different countries to try new things and food. 

(A) spot   (B) trail   (C) feet    (D) explorer 

 

 

Ans: 

1. 2. 3. 4. 5. 

D A C B B 

6. 7. 8. 9. 10. 

D B A D D 

11. 12. 13. 14. 15. 

D B A D A 

16. 17. 18. 19. 20. 

A B A C D 

21. 22. 23. 24. 25. 

B D B C D 
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Appendix D 

The Teacher’s Demonstration of Group Presentation by PowerPoint 

 

Slide 1                              Slide 2 

  
 

Slide 3                              Slide 4 

  
 

Slide 5                              Slide 6 

  
 

Slide 7                              Slide 8 
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Slide 9                              Slide 10 

  
 

Slide 11                             Slide 12 

  
 

 

 

 

 

Slide 13                             Slide 14 
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Slide 15                              
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Appendix E 

Teaching Logs and Classroom Observation by the Teacher 

(For teacher’s teaching in the computer lab) 

Date: 2017/10/19 (the 6
th

 week)              

Time: 45 minutes (Task 1 to 5) 

Digital Game: The World of Jumpstart 

Q1: What was the teaching outcome of the digital game?  

  The teacher demonstrated how to download and register the game. Then, the 

teacher taught them how to complete one task step by step by using the computer 

lab’s equipment, which could synchronize all the students’ computer screens with 

the teacher’s to show what the teacher did on her own computer. 

Q2: What did I think about the action plan? 

Good sides: 

1. The students were interested in the   

game, and they actively discussed 

how to complete the tasks with one 

another. 

2. Some of the low achievers could not 

follow every step, so it was clearer 

for them when the teacher 

synchronized her screen with the 

students’ to show how to do a certain 

task. 

Bad sides: 

1. Many students forgot to take notes on 

their digital game diaries while 

playing the game, but kept discussing 

with friends and playing the game. 

Therefore, the teacher had to keep 

reminding them from time to time. 

2. Sometimes, the students were so 

excited that they did not pay attention 

to the teacher’s directions and asked 

the same questions again after 

demonstration. Hence, the teacher 

had to tell them to be quiet when 

explaining the tasks and interface to 

keep order. 

Q3: Did all the activities go smoothly today? Why or why not? 

  Basically, the activities went smoothly during demonstration and their playing. In 

the beginning, however, the downloading part was stuck for a long time because of 

the Internet overload. Too many students were downloading the game at the same 

time, so they were later divided into two parts to download the game. 

  Also, some low achievers could not understand the words and got stuck in tasks, 

so they needed the more competent students’ help or the teacher’s guidance. 

Q4: Did students have any problems during the class? Why or why not?  

Advanced learners: 

1. H1 had no problems 

during playing the 

game. 

2. H5 was not familiar 

with the interface, 

and it was not easy to 

control the avatar by 

the keyboard. 

Intermediate learners: 

1. M1 said that some of 

the game’s words were 

hard, but he could 

understand what to do.  

2. M14 thought that the  

game was fun to play, 

and had to problems at 

all. 

Elementary learners: 

1. L1 could not 

understand what the 

tasks were about, and 

did not know what to 

do at all. 

2. L4 said the words were 

so hard, and she did 

not catch up with the 

listening because of 

the fast speed. 

Q5: What were students’ strategies used for the tasks? 
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Advanced learners: 

  They liked to take 

notes or read the task’s 

directions again. 

Intermediate learners: 

  They tended to take 

notes and discuss with their 

group members. 

Elementary learners: 

  They were prone to take 

notes and discuss with 

their group members. 

Q6: What were students’ reactions toward the assigned tasks? 

  They thought that the game’s animation was interesting. In addition to its 

animation, they enjoyed the customized avatars (Jumpeez) and pets (Mythies) a lot. 

The customized parts were attractive to the students. 
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Teaching Logs and Classroom Observation by the Teacher 

 (For students’ group presentation in the classroom) 

Date: 2017/10/27 (the 7th week) 

Time: 45 minutes (Task 6 to 10) 

Digital Game: The World of Jumpstart 

Group: Group 1 

Q1: What was the learning achievement of the group presentation? 

1. They introduced and explained the content of task 6 to 10, and thought these 

tasks were pretty simple. The screenshots for introduction were very clear. 

2. They mentioned their strategies for learning vocabulary, and they tended to use 

google and yahoo’ online dictionary. 

3. The problem was the listening part, whose speed was too fast for them. Hence, 

they relied on looking at the dialogue bubbles or reading the tasks’ directions 

again. 

4. All the example sentences were presented with corresponding Chinese 

translation. 

5. Two words’ parts of speech were not the same as they were in the example 

sentences. One new word was too easy to them. And one sentence’s grammar 

was wrong. 

Q2: What strategies did the group propose to solve problems for the assigned     

    tasks? 

1. For the language learning strategies, they liked to use google and yahoo’s online 

dictionaries. One student mentioned an APP (翻譯機) was useful. 

2. They said that task 10 was hard because they did not know the character was an 

elephant. The ways they had tried included randomly clicking characters or just 

following the direction-hinting arrow. H4 said she would read the task list’s 

directions again. 

Q3: What were the group presentation students’ reactions toward the assigned    

    tasks? 

1. They thought task 6 to 10 were simple. 

2. The students were calm and detected the mistakes when the teacher told them   

there were some errors in the PowerPoint. 

Q4: What were the other students’ reactions toward the assigned tasks? 

1. They enjoyed the egg’s dance designed by themselves in task 8. 

2. Two students mentioned they talked to some foreign players, but they were too 

nervous to answer. They just typed a few words to respond. 

3. Some students asked the presenting group members questions about how to 

complete certain tasks because they got stuck. Therefore, the teacher found that 

the students needed to discuss problems with their classmates or to exchange 

information about new words and strategies to help them play the game more 

smoothly and gain more new vocabulary. 
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Teaching Logs and Classroom Observation by the Teacher 

 (For students’ group presentation in the classroom) 

Date: 2017/11/1 (the 8th week) 

Time: 45 minutes (Task 11 to 15) 

Digital Game: The World of Jumpstart 

Group: Group 2 

Q1: What was the learning achievement of the group presentation? 

1. They introduced and explained the content of task 11 to 15, and thought that task 

15 was interesting. 

2. They mentioned their strategies for learning vocabulary, and they liked to use 

google’ or yahoo’ online dictionaries. They also told that some example 

sentences were copy and paste from the online dictionary (百渡、愛詞霸、查查) 

from China. 

3. The main problem was task 14 because the location was hard to find. 

4. There were a few errors in the example sentences because the subject and verb 

agreement was not consistent. 

5. The group added their own Mythies’ screenshots to their PowerPoint to share 

with the class. 

6. All the example sentences were presented with corresponding Chinese 

translation. 

7. Two sentences’ grammar was wrong. One word was too simple for them. And 

one word’s Chinese meaning did not match the game’s context. One student did 

not know how to pronounce a new word. 

Q2: What strategies did the group propose to solve problems for the assigned 

tasks? 

1. For the language learning strategies, they liked to use google and yahoo online 

dictionaries and some online dictionaries (百渡、愛詞霸、查查) from China. Two 

student also mentioned the APP (英漢翻譯機) was useful. 

2. They said that task 14 was hard to find out in the game because its location was 

not obvious. Some said they just kept walking around in the area to grope for it. 

H3 said she would check the weekly game schedule’s description again. 

Q3: What were the group presentation students’ reactions toward the assigned 

tasks? 

1. Task 11 and 12 were boring to them, because they just needed to find the certain 

person to talk to them. 

2. They enjoyed designing their own water channels for the ship race. 

3. The students could answer the teacher’s question about their sentences’ errors 

composedly. 

Q4: What were the other students’ reactions toward the assigned tasks? 

1. The other students also liked task 15, and most of them enjoyed the excitement 

of task 14 from controlling their ships to finish the whole water channel in 

limited time. 

2. The rest of the students were happy and excited to see different kinds of 

Mythies, so they wanted to share their own pets next time. 

3. Some students mentioned that they mistook the computer characters for players 

and talked to them for a while until they found what they talked about did not 

relate to each other. 

 

Teaching Logs and Classroom Observation by the Teacher 
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 (For students’ group presentation in the classroom) 

Date: 2017/11/10 (the 9
th

 week) 

Time: 45 minutes (Task 16 to 20) 

Digital Game: The World of Jumpstart 

Group: Group 3 

Q1: What was the learning achievement of the group presentation? 

1. They introduced and explained the content of task 16 to 20, and they could not 

tell the differences between task 16 and 17 by the teacher’s schedule. 

2. They mentioned their strategies for learning vocabulary by the online 

dictionaries (百渡、查查) from China. One student used the paper dictionary (文

馨英文字典). 

3. Task 18 was hard to find because the word “gym” was used in the task, but the 

word was “JS Stadium” on the building. They often ignored it. 

4. There were lots of errors in the PowerPoint. They capitalized all the vocabulary, 

and did not offer the part of speech for each word. Also, some sentences were 

not complete because the lack of verbs. Besides, the passive voice sentence had 

the wrong form of past participle.  

5. One student did not do the report content, so she had no idea when the teacher 

asked the errors in the sentence and what the example sentence meant. 

6. All the example sentences were presented with corresponding Chinese 

translation. 

7. The new words were all capitalized in the PowerPoint without their parts of 

speech. There were two sentences were not complete sentences. One word did 

not match the meaning in the game context. One sentence’s grammar was 

wrong. The students did not know some words in the example sentences. Three 

students did not know how to pronounce the new words. 

Q2: What strategies did the group propose to solve problems for the assigned 

tasks? 

1. For the language learning strategies, they used the online dictionaries (百渡、查

查) from China to look for sentences because there were a lot of examples. One 

student used the paper dictionary (文馨英文字典). Some students also 

mentioned the app (英漢翻譯機). 

2. They said that task 18 was hard to find, so some students read the teacher’s 

schedule again while others just kept following the direction-hinting arrow to 

grope for the building. H1 and M8 mentioned that they would check the weekly 

game schedule again to understand better. 

Q3: What were the group presentation students’ reactions toward the assigned 

tasks? 

1. Task 18 took them a long time to find it because the words were different on the 

game task’s description and the building. 

2. The students could not answer most of the errors in the PowerPoint because 

most of them did not help making the PowerPoint. They look a little nervous and 

frustrated. 

Q4: What were the other students’ reactions toward the assigned tasks? 

1. 1. Some students, such as H3, H4, M4, and L4, were obviously not interested in 

the content of the report when the teacher kept asking the report group whether 

they knew there were some errors in the sentences. 

Teaching Logs and Classroom Observation by the Teacher 

 (For students’ group presentation in the classroom) 
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Date: 2017/11/17(the 10
th

 week) 

Time: 45 minutes (Task 21 to 25) 

Digital Game: The World of Jumpstart 

Group: Group 4 

Q1: What was the learning achievement of the group presentation?  

1. They introduced and explained the content of task 21 to 25. 

2. They tended to use google and yahoo online dictionary for learning vocabulary 

3. The problem for them was a riddle, which was a little hard, in task 24. 

4. Many students did not know how to pronounce the new words or the example 

sentences. They even did not understand the meanings of these sentences. 

5. One student was not allowed to play the game the week before the second 

sectional exam, so she would report it with group 5 next week. 

6. One word was too easy for them. Two words were misspelling in the example 

sentences. A new word was not included in the example sentence. One word’s 

part of speech was wrong. One word’s Chinese meaning was wrong. Two 

students did not know how to pronounce the new word. 

Q2: What strategies did the group propose to solve problems for the assigned 

tasks? 

1. For the language learning strategies, they tended to use online dictionaries (百

渡、查查、愛詞霸) from China google or yahoo online dictionaries.  

2. Task 24 was a little hard for them because the riddle was not direct to what they 

should find out to take pictures. Hence, they just kept looking for a girl under the 

sea because the word “she” was mentioned. M6 and M13 said that they read the 

task list’s directions again to check what to do. 

Q3: What were the group presentation students’ reactions toward the assigned 

tasks? 

1. The students mentioned that they were not allowed to use computers last week, 

but two of the students’ parents permitted them to finish their game during lunch 

break at school. Hence, the teacher reserved the computer lab for them before 

their presentation on Friday. 

2. There were no tasks particularly difficult for the group. 

3. Many students could not answer the teacher’s questions concerning their 

sentences, and they looked frustrated and a little nervous. 

4. The students could find their errors when the teacher asked them composedly. 

Q4: What were the other students’ reactions toward the assigned tasks? 

1. The students said it was hard to find the sea rocks in task 21 because they had no 

idea what they looked like, so they kept searching the rocks for a long time. 

Hence, they did not finish the assigned 5 tasks for this week. 

2. Some students mentioned the same confusion about the riddle in task 24, so H1 

shared the key words, “she” and “wooden,” and knew to look around the 

wooden shipwrecks in that area. H1 also reminded the other students that the 

wooden mermaid’s color was the same as the shipwreck, so it was not apparent 

to see it. 

3. A few students could not find the Mermaid Land even though they followed the 

direction-hinting arrow. Consequently, the teacher reminded them that clicking 

the area on the map could teleport them to the place they wanted directly. 

 

Teaching Logs and Classroom Observation by the Teacher 

 (For students’ group presentation in the classroom) 
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Date: 2017/11/24 (the 12
th

 week) 

Time: 45 minutes (Task 26 to 30) 

Digital Game: The World of Jumpstart 

Group: Group 5 

Q1: What was the learning achievement of the group presentation?  

1. They introduced and explained the content of task 26 to 30. 

2. They tended to use Cambridge, google or Dr. eye online dictionaries for learning 

vocabulary. One student adopted paper dictionary (文馨英文字典). 

3. The problem for them was to take a picture for the sea turtle in task 26 because 

they could not find it. 

4. Two words’ parts of speech were wrong. In the game context, the two words 

were nouns, but they were used as verbs in the example sentences. 

5. The student who was in charge of task 26 did not play the game because her 

parents did not let her play games the week before the sectional exam. Besides, 

she got stuck in task 21 for a long time, so she had not finished task 26 yet. 

Hence, she would report the next day before post-test. 

6. One word’s part of speech did not correspond with its example sentence. One 

sentence’s grammar was wrong. One word’s part of speech was wrong. 

Q2: What strategies did the group propose to solve problems for the assigned 

tasks? 

1. For the language learning strategies, they adopted Cambridge, google or Dr. eye 

online dictionaries.  

2. Task 26 was hard to find out the sea turtle, so the students asked their group 

members, kept groping for it, or read the teacher’s schedule again. 

Q3: What were the group presentation students’ reactions toward the assigned 

tasks? 

1. They mentioned task 29 was fun because it was about controlling their avatars to 

dance; task 30 was exciting because they wore a jet bag to fly around and get 

points. 

2. The task 26 took them a lot of time to look for the sea turtle. Some students said 

they still could not find it, and some said they found two sea turtles and were not 

sure which one was for the task. 

Q4: What were the other students’ reactions toward the assigned tasks? 

1. The rest of the students expressed that they enjoyed task 29 and 30 as well with 

the same reasons. One student mentioned that she had played the dance machine 

long time ago, and the interface was familiar to task 29, so she felt a sense of 

familiarity and missed the game very much. 

2. In addition to task 26, some students also said task 28 was hard. They described 

that they could not understand what to do and the task was not presented with 

subtitles or dialogue bubbles. Hence, they could not read the task but tried to 

guess what to do or read the teacher’s schedule again. 
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Appendix F 

Feedback by Colleague A 

 (For students’ group presentation in the classroom) 

Date: 2017/11/1 (the 8
th

 week) 

Time: 45 minutes (Task 11 to 15) 

Digital Game: The World of Jumpstart 

Group: Group 2 

Q1: What was the learning achievement of the group presentation? 

  The students could learn new words by playing the game, and they consulted the 

meanings and sentences by themselves. However, the Chinese translation of the 

sentences was not necessary, or the students would just read the Chinese part instead 

of the example sentences.  

  Some of the words were so easy that should not be new words to them. If one 

could not find two new words in an easy task, they could target on the word they 

had found, and look it up in its varied parts of speech or related phrases to expand 

their vocabulary learning.  

  There were some grammatical errors in the sentences, so the students should 

examine the sentences first. I recommended that they record the websites or apps 

that offering wrong sentences, so they could avoid using them again. 

Q2: What strategies did the group propose to solve problems for the assigned 

tasks? 

1. For vocabulary learning, the students liked to use online dictionaries, especially 

the ones from China (百渡、查查、愛詞霸) for their ample sentences. However, 

there were many errors in these sentences. Some students also used apps. 

2. The students tended to search and complete a task by themselves or discussed 

with friends. 

Q3: What were the group presentation students’ reactions toward the assigned 

tasks? 

  Most of them seemed to actively participate in the presentation and discussion, 

and surf the Net to find answers or strategies.  

Q4: What were the other students’ reactions toward the assigned tasks? 

Some of the students did not participate in the classroom discussion, so I 

suggested the teacher randomly pick some students to share their answers or views 

after the discussion. 

Q5: Were there any other suggestions? 

1. Because some groups had more boys and some only comprised girls, so maybe 

the boys could be divided into different groups instead of in two groups. 

2. Adding some competitions between groups and awards might encourage the 

students to be more active in classroom discussion and group presentation, so 

they could improve more rather than make the same mistakes again and again. 

3. Students could add relevant words or phrases to a new word, so they could learn 

more and meet the teacher researcher’s requirements for new words’ amount. 

 

Feedback by Colleague B 

 (For students’ group presentation in the classroom) 
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Date: 2017/11/1 (the 8th week) 

Time: 45 minutes (Task 11 to 15) 

Digital Game: The World of Jumpstart 

Group: Group 2 

Q1: What was the learning achievement of the group presentation? 

  The students looked more involved in learning vocabulary by games than by 

textbooks. They were active to try different ways to solve problems such as by 

online dictionaries, YouTube or peers’ discussion.  

However, there were many mistakes in the presentation in terms of grammar. The 

teacher needed to keep reminding the students, or they would learn the incorrect 

concepts. 

Q2: What strategies did the group propose to solve problems for the assigned 

tasks? 

1. For vocabulary learning, the students used yahoo and google online dictionaries, 

and especially the ones from China (百渡、查查、愛詞霸) for their ample 

sentences. However, there were many errors in these sentences. Some students 

also mentioned the app (英漢翻譯機). 

2. The students tended to search and complete a task by themselves or discussed 

with friends. 

Q3: What were the group presentation students’ reactions toward the assigned 

tasks? 

These tasks seemed not difficult to them. 

Q4: What were the other students’ reactions toward the assigned tasks? 

  Most of them were active and focused in the presentation and discussion. Except 

some students were not interested in the classroom discussion. 

Q5: Were there any other suggestions? 

  Maybe, giving them some group competitions, such as teaching one more word 

added one point, would stimulate the students to work harder and participate in the 

discussion more actively.  
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Appendix G 

Teaching Logs by the Teacher  

(For examinations of the students’ digital game diaries) 

Date: 2017/11/30 (the 1
st
 examination) Digital Game: The World of Jumpstart 

Q1: What problems did the teacher find in the digital game diaries? 

1. Many students did not take notes for task 1 to 5 during teacher’s demonstration 

in the computer lab. 

2. Some students did not play the game last week because three of them had to go 

to cram schools, and two of their computers could not work.  

3. Many students did not follow the teacher’s demanded form to keep the digital 

game diaries, and wrote down only a few words. 

4. Many students wrote the Chinese translations for their new words’ example 

sentences. 

5. M4 did not write down enough words for the weekly schedule. 

Q2: What tasks did most of the students like to play? And why? 

Most of the students liked task 5 to 9 because they were about some interaction 

with their customized pets. The students enjoyed designing their own eggs. 

 

 

 

 

Q3: What tasks did most of the students feel hard? And why? 

Many of them thought task 10 was hard because they did not know the person 

they had to talk to was an elephant. 

 

 

 

 

Q4: What strategies did the students use to learn vocabulary or solve gaming 

problems? 

1. They used online dictionaries, or apps to consult new words when they did not 

understand. Some mentioned they took pictures of new words to look them up 

after the game. 

2. One student found there were some videos shared by other players on 

YouTube, and these videos were helpful to complete tasks. 
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Date: 2017/11/6 (the 2
nd

 examination) Digital Game: The World of Jumpstart 

Q1: What problems did the teacher find in the digital game diaries? 

1. The students kept writing down some repeated words, such as explorer. 

2. Some of the students picked new words that were too simple for them, such as 

boat. 

3. A few students still did not follow the form for the digital game diary. 

4. Some students did not play the game because they joined the school camp and 

did not have time to play it, and two students’’ computers could not work. 

5. M4 did not write down enough words for the weekly schedule. 

Q2: What tasks did most of the students like to play? And why? 

Most of them like task 14 because they thought it was fun and exciting to drive 

their boats to race in the water track. 

 

 

 

 

Q3: What tasks did most of the students feel hard? And why? 

There was no particularly difficult task for them. 

 

 

 

 

 

Q4: What strategies did the students use to learn vocabulary or solve gaming 

problems? 

1. They used online dictionaries, or apps to consult new words when they did not 

understand.  

2. Some mentioned they took pictures of new words to look them up after the 

game. 
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Date: 2017/11/13 (the 3
rd

 examination) Digital Game: The World of Jumpstart 

Q1: What problems did the teacher find in the digital game diaries? 

1. A few students still did not follow the worksheet’s form for diary, and they still 

put easy and repeated words in their diaries. 

2. A few students still did not write the content on the worksheet for the digital 

game diary. 

3. M4 did not write down enough words for the weekly schedule. 

 

 

Q2: What tasks did most of the students like to play? And why? 

Many students liked task 20 because they could buy different styles of furniture 

to decorate their own rooms. 

 

 

 

 

Q3: What tasks did most of the students feel hard? And why? 

They said task 18 took them a lot of time to look for it because its location was 

not apparent enough, and the word on the building was different from the task’s 

directions.  

 

 

 

Q4: What strategies did the students use to learn vocabulary or solve gaming 

problems? 

1. They used online dictionaries, or apps to consult new words when they did not 

understand. Some mentioned they took pictures of new words to look them up 

after the game.  

2. M7 used paper dictionary to consult new words’ meanings. 
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Date: 2017/11/20 (the 4
th

 examination) Digital Game: The World of Jumpstart 

Q1: What problems did the teacher find in the digital game diaries? 

1. There were four students could not play games at home, but two of their 

parents permitted them to pay the game in the computer lab during the lunch 

break.  

2. M4 did not write down enough words for the weekly schedule. 

3. Some students mentioned that they were not allowed to play games anymore 

because it was the week before the second sectional exam. These students did 

not write anything in the diaries. 

 

Q2: What tasks did most of the students like to play? And why? 

Many students enjoyed task 25, pearl push, and thought it was interesting. 

 

 

 

 

 

Q3: What tasks did most of the students feel hard? And why? 

1. A lot of students said the accent of the sea monster was strange, so they could 

not understand what to do in task 21. Also, the sea rocks in task 21 were not 

obvious to see. 

2. Some students could not find the crab in task 23, and some said it was hard to 

take a picture for the crab when it was walking. 

3. Some students thought task 24 to be a little hard because they could not 

understand the riddle at first. Then, the mermaid’s color was close to the 

shipwreck’s color. Hence, it took them some time to find it. 

Q4: What strategies did the students use to learn vocabulary or solve gaming 

problems? 

1. They used online dictionaries, or apps to consult new words when they did not 

understand.  

2. Some mentioned they took pictures of new words to look them up after the 

game. 

 

 

 

 

 

 

 

 

 

 

 

 

  



DOI:10.6814/THE.NCCU.ETMA.005.2018.A07 

‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

 

116 

 

Date: 2017/11/27 (the 5
th

 examination) Digital Game: The World of Jumpstart 

Q1: What problems did the teacher find in the digital game diaries? 

1. Many students did not finish all the tasks; hence, the teacher gave them three 

more days to finish them. 

2. M4 did not write down enough words for the weekly schedule. 

 

 

 

Q2: What tasks did most of the students like to play? And why? 

1. Lots of students enjoyed task 29 because the dancing interface was like the old 

game that they had used to play years ago. 

2. Most of the students liked task 30 a lot because they liked to fly with the jet bag 

and shot things to get points. 

 

 

Q3: What tasks did most of the students feel hard? And why? 

There was no hard task for them. 

 

 

 

 

 

Q4: What strategies did the students use to learn vocabulary or solve gaming 

problems? 

1. They used online dictionaries, or apps to consult new words when they did not 

understand. Some mentioned they took pictures of new words to look them up 

after the game. 

2. L5 used paper dictionary to consult new words’ meanings. 
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Appendix H 

The Weekly Adjustment for Group Presentation and Digital Game Diary  

(From the 7
th

 week to the 12
th

 Week) 

Adjustment 

Week 

Group Presentation Digital Game Diary 

7
th

 week Group One’s Presentation 

1. The students were not 

allowed to put the words 

they had learned before on 

the PowerPoint next time. 

 

2. Next time, after the group 

presentation, there would 

be a classroom discussion 

for the students to new 

words, strategies, or special 

events. 

 

3. The teacher reminded the 

students to be careful when 

interacting with other 

online players, and they 

should not offer personal 

information to someone 

they did not know. 

 

4. The students should 

provide a new word in an 

example sentence with the 

same part of speech. 

1. The students needed to grab 

two words for each task 

next time. 

 

2. The students had to write 

which task(s) they liked 

and why they liked it/ them. 

 

3. The students needed to add 

the content and experience 

in the computer lab. 

 

4. Four students’ digital game 

diaries were pretty good. 

With their permission, the 

teacher researcher let the 

other students see the good 

examples. 

 

5. The teacher told that they 

would receive awards if 

they wrote the content well 

in the digital game diaries. 

8th week Group Two’s Presentation 
1. The students should 

examine the grammar of 

the example sentences that 

they put on the 

PowerPoint. 

 

2. The students were not 

allowed to choose the 

words that the previous 

group(s) had reported. 

 

3. The rest of the groups were 

encouraged to share their 

Mythies by screenshots. 

After the Colleagues’ 

Feedback 

1. The teacher researcher 

invited some students who 

wrote the content very well 

to share how they identified 

new words and consulted 

these words. 

 

2. The teacher researcher 

designed a worksheet, and 

asked students to paste it on 

their digital game diaries 

(see Appendix I). 

9th week Group Three’s Presentation 

1. The students were 

1. The students could not put 

the words reported before, 
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encouraged to ask 

questions when they 

could not understand 

what the teacher’ 

scheduled tasks were. 

 

2. The students should 

bring their digital game 

diaries to join the 

classroom discussion or 

take notes. 

or the words that they 

knew.  

 

2. The students had to paste 

the worksheet to their 

digital game diaries. 

 

10th week Group Four’s Presentation 

1. The students should check 

pronunciations for new 

words or words they did 

not know in the example 

sentences. 

 

2. The students had to notice 

the scheduled date for 

group presentation and 

prepared for it in advance. 

 

3. The students should tell the 

teacher that their parents 

did not allow them to play 

games the week before the 

exam. Hence, the teacher 

discussed with the class 

how to help them solve the 

problem. Finally, they 

decided to ask their parents 

if they could use the lunch 

break to play the game in 

the computer lab. 

1. The teacher designed a 

notification for the parents’ 

of those who could not play 

the game. The parents 

could choose to let them 

play the game in the 

computer lab during lunch 

break, or after the second 

sectional exam. 

11th week The Second Sectional Exam 

It was paused this week. 
The Second Sectional Exam 
It was paused this week. 

12th week Group Five’s Presentation 

1. The students should 

provide a new word’s part 

of speech according to its 

meaning in the game 

context. 

 

2. The students should not 

just copy and paste their 

sentences from the online 

dictionaries, but examined 

them first. 

1. The students had three 

more days to add the last 5 

tasks’ content on their 

diaries and postponed the 

post-test because of the 

sectional exam.  
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Appendix I 

The Worksheet for Digital Game Diary 

 

遊戲日期 ____月____日 星期____ (共玩______分鐘) 

破關任務 Task ____ ~ Task ____ 

有興趣的任務  

Task_____，因為________________________________ 

 

_______________________________________________ 

有困難的任務  

Task_____，因為________________________________ 

 

_______________________________________________ 

解決任務的策略  

策略 1:_________________________________________ 

 

策略 2:_________________________________________ 

學習單字的策略  

策略 1:_________________________________________ 

 

策略 2:_________________________________________ 

其他特殊狀況或想法: 

____________________________________________________________________ 

 

____________________________________________________________________ 

 

____________________________________________________________________ 

(每週 5 個任務紀錄 10 個單字，請查出該單字的中文與例句。) 
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Appendix J 

The Questions for Group Interviews 

 

I.遊戲過程 (The Game Play Process) 

1. 對於遊戲本身的任務的內容、難易度覺得如何? 

2. 以學習英語的角度來看，你覺得這個遊戲的優、缺點分別是什麼? 

3. 就玩遊戲的過程中有什麼狀況?(和電腦角色或其他玩家互動?和同儕合作或

自己獨力完成?) 

 

II.報告準備過程 (The Group Presentation Preparation Process) 

4. 就報告的準備過程來看，請問你們是如何準備的?(如何分配工作?如何解決問

題?如何喬時間?) 

5. 對於這次小組的分工合作是愉快的經驗嗎?為什麼? 

6. 對於分組方式有什麼想法或建議? 

 

III.報告當天狀況 (The Group Presentation Conditions) 

7. 就報告當天來看，你們覺得自己整體表現如何(是否有意外的地方)? 

8. 報告的部分覺得哪裡表現好?哪裡表現不好?  

 

IV.整體想法和態度 (General Views and Attitudes toward the Study) 

9. 整體而言，大家是否喜歡這個經驗？為什麼喜歡或不喜歡？ 

10. 你自己對於老師要求玩遊戲的部分有什麼感受? 

11. 你的父母對於老師要求玩遊戲的部分有什麼看法? 

 

V.其他建議 (Other Suggestions) 

12. 把遊戲與發表當作一件事情來看的，你覺得這整個活動從在家裡遊戲到你的

小組回到課堂報告, 整個過程你有什麼新發現？有學到了什麼？ 

13. 如果老師下一次讓別班同學做這個活動，你覺得會有什麼需要調整或改進的

地方？ 

 

 

 

 

 

  



DOI:10.6814/THE.NCCU.ETMA.005.2018.A07 

‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

 

122 

 

Appendix K 

The Questions for Individual Interviews 

 

I.考前如何準備(How Did You Prepare for the Post-test?) 

1. 考後測之前如何準備呢？ 

2. 平日有複習單字嗎？怎麼複習？ 
 

II.考後的檢討跟想法(What Were the Possible Reasons Leading to the Test  

Results?) 

3. 考試時寫的感覺如何？很多不會還是寫得很順？ 

4. 對於不會的部分，你覺得可能是什麼原因所以答錯？ 

5. 為什麼你的後測能進步？可能的原因有哪些？ 

6. 為什麼你的後測會退步？可能的原因有哪些？ 




