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ABSTRACT

Gamification is increasingly used to enhance student participation in education, with research indicating
that its effectiveness depends largely on instructional design and sensitivity to individual learner
characteristics. Accordingly, this study examines the implementation process of gamified lesson plans
designed according to user types in Turkish language courses, focusing on students’ experiences and
process-based reflections. A qualitative case study design was employed with 60 sixth-grade students
selected through purposive sampling. The eight-week implementation was conducted in Turkish lessons.
Data were collected via semi-structured student interviews and a researcher’s journal. User types were
identified using the “Player Types Scale for Gamification” adapted into Turkish by Akgiin and Topal
(2018). Data were analyzed through content analysis with reliability supported by expert review. The
findings indicate that students evaluated the gamified lesson plans positively, describing the activities as
enjoyable and engaging. Student opinions revealed increased participation, satisfaction, and collaboration.
The researcher’s diary showed a gradual improvement in classroom participation following revisions
based on student feedback. Overall, the study suggests that gamified lesson plans designed according to
user types can enhance student participation in Turkish lessons and support enjoyable learning
experiences, highlighting the importance of flexible, student-centered gamification designs sensitive to
individual differences and classroom dynamics.

Keywords: Gamification, gamified design, user types, Turkish lesson, student engagement.

0z

Oyunlagtirma, egitimde ogrenci katilimini artirmak i¢in giderek daha fazla kullanilmaktadir ve
arastirmalar, oyunlastirmanin etkinliginin biiyilk Olglide Ogretim tasarimima ve bireysel Ogrenci
ozelliklerine duyarliliga bagli oldugunu gostermektedir. Bu ¢alisma, Tiirk¢e derslerinde kullanict tiplerine
gore tasarlanmis oyunlastirilmis ders planlarinin uygulama siirecini, 6grencilerin deneyimlerine ve siireg
temelli yansimalarina odaklanarak incelemektedir. Amagli dérnekleme yontemiyle secilen 60 altinci sinif
ogrencisiyle nitel bir vaka ¢alismasi tasarimi kullanilmistir. Sekiz haftalik uygulama Tiirk¢e derslerinde
gerceklestirilmistir. Veriler, yar1 yapilandirilmig dgrenci goriismeleri ve aragtirmaci giinliigii araciligiyla
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toplanmustir. Oyuncu tipleri, Akgiin ve Topal (2018) tarafindan Tiirkgeye uyarlanan “Oyunlastirma igin
Kullanic1 Tipleri Olgegi” kullamilarak belirlenmis, veriler uzman incelemesiyle desteklenen giivenilirlik
ile icerik analizi yoluyla analiz edilmistir. Bulgular, 6grencilerin oyunlastirilmig ders planlarini olumlu
degerlendirdigini ve etkinlikleri eglenceli ve ilgi gekici olarak tanimladigini gdstermektedir. Ogrenci
goriisleri, katilimda, memnuniyette ve is birliginde artis oldugunu ortaya koymustur. Arastirmaci
glinliigii, 6grenci geri bildirimlerine dayali diizeltmelerin ardindan smif i¢i katiimda kademeli bir
iyilesme oldugunu gostermistir. Genel olarak, ¢alisma, kullanict tiplerine gore tasarlanmis oyunlastirilmig
ders planlarinin Tiirk¢e derslerinde 6grenci katilimini artirabilecegini ve keyifli 6grenme deneyimlerini
destekleyebilecegini, bireysel farkliliklara ve sinif ortamina duyarli, esnek, 6grenci merkezli oyunlagtirma
tasarimlarinin 6nemini vurgulamaktadir.

Anahtar Kelimeler: Oyunlastirma, oyunlastirilmis tasarim, oyuncu tipleri, Tiirkge dersi, 6grenci katilimi.

INTRODUCTION

In contemporary instructional processes, any factor capable of supporting meaningful
learning experiences and facilitating students’ engagement with instructional activities must be
systematically integrated into educational frameworks. Gamification, commonly defined as the
use of game elements in non-game contexts, has demonstrated empirically supported potential
across various organizational and social domains. Initially applied in professional and corporate
environments, gamification has gradually been adapted to educational settings, where it has
been associated with increased learner motivation and participation. In this context,
gamification has been considered particularly compatible with the learning characteristics of the
generation often described as “digital natives” (Kondakov & Kiseleva, 2019; Prensky, 2001),
who are accustomed to interactive, technology-rich environments.

The effectiveness of gamification is closely related to the theoretical frameworks upon
which it is constructed. Previous research has associated gamification with a range of learning
and motivation theories, including intrinsic motivation, self-regulation, social learning, and
engagement-oriented instructional design (Kapp, 2012). When learning environments are
designed in accordance with these perspectives and take into account learners’ individual and
psycho-developmental characteristics, gamification has the potential to support meaningful
engagement rather than merely provide external incentives (Mubarrat vd., 2026). However,
examining whether and how learners experience such theoretically grounded designs requires a
process-oriented, interpretive research approach.

In educational contexts, discussions surrounding play and games have focused on
distinctions related to structure, purpose, and learning outcomes. While play is generally
associated with open-ended and enjoyment-oriented activities, games are characterized by
defined rules, goals, and feedback mechanisms. This distinction forms the basis of game-based
learning, where structured game elements are purposefully integrated into instructional designs
(Kapp, 2012; Samur & Comert, 2022). Educational games typically incorporate dynamics such
as challenge and progression, mechanics such as feedback and rewards, and components such as
points and levels to support learning objectives.

Distinguishing between gamification and playing games is crucial for understanding
student participation in gamified teaching processes. In classroom settings, gamification affects
not only academic achievement but also how students experience learning activities and engage
in instructional interactions. Therefore, examining gamification from a qualitative perspective
can provide a deeper insight into students' experiences in gamified learning environments. In
educational settings, the effectiveness of gamification largely depends on the design framework
that guides the selection and integration of game elements. Among the various models proposed
in the literature, Werbach and Hunter's (2012) D6 Gamification Design Model is the most
widely adopted model in educational research (Senocak & Bozkurt, 2020). The D6 model
conceptualizes gamification as a structured design process that harmonizes instructional



objectives, student behaviors, and motivational strategies. In this study, the D6 model was used
as an application framework for the design of gamified Turkish lessons, providing a systematic
yet flexible structure adaptable to student characteristics and classroom conditions.

While a coherent design framework is essential in gamification, sustained engagement
also requires attention to individual differences in students’ motivational orientations. Research
consistently shows that learners respond differently to gamification elements based on their
motivational preferences. In this regard, Marczewski’s Hexad User Types Framework (2015)
provides a gamification-specific classification grounded in intrinsic and extrinsic motivation
theories. The model defines six user types with distinct engagement patterns and conceptualizes
them as dynamic tendencies shaped by contextual factors. In the present study, the Hexad
framework was employed as an analytic lens to interpret students’ engagement in gamified
Turkish lessons.

The gamification method, when carefully designed with attention to individual
differences (Fis-Ertimit, 2016; Hanus & Fox, 2015; Hong & Masood, 2014; Jaramillo-
Mediavilla vd. 2024) and when fostering students’ voluntary and active participation in the
course (Malta, 2010; Sahin, 2016), enables learners to experience game-based environments and
become more willing to acquire the targeted behaviors. As a result, students’ interest and
motivation toward the lesson increase (Ambikapathy et al., 2024; Hamari, 2017; Kapp, 2012;
Kirriemuir & McFarlane, 2004; Lee & Hammer, 2011; Linderoth et al., 2002; Sappaile vd.,
2025). A considerable number of studies conducted with students have further demonstrated
that the carefully selecting of gamification elements in accordance with instructional needs
positively influences learners’ attitudes toward the subject and their motivation.

According to studies in the field, gamification applications have been found to have
positive effects on student motivation, participation, and academic performance, particularly in
language teaching (Alimovna et al., 2026; Almufarreh, 2026; Nandhu & Maheswari, 2026).
Systematic literature reviews have revealed that gamification increases student autonomy,
vocabulary acquisition, and classroom participation in young learners' language learning; and
that game elements support intrinsic motivation and self-regulation skills beyond merely
providing external rewards (Hamuddin vd., 2024; Nurhayati & Fathurrohman, 2025; Zambrano
et al.,, 2025). Table 1 presents the findings of prior research in the field, specifically those
related to language education and Turkish lesson instruction:

Table 1

An Overview of Previous Studies on Gamification in Mother Tongue Education and Turkish
Lesson Contexts

Topic and Sample Research Findings

Gamification studies in (Akgay & Sahin, 2012; Asci, 2019; Cigerci A review of the literature indicates that studies
Turkish education & Giiltekin, 2017; Cin-Seker, 2020; Cayir, integrating Web 2.0 tools and gamification in
(middle school) 2021; Cetin, 2018; Geng-Ersoy, 2017; Turkish education report increased student

Geng-Ersoy & Ersoy, 2021; Karakus-Taysi, achievement and motivation, alongside positive
2019; Kayan & Aydin, 2020; Keskin, 2021;  changes in attitudes.

Kurudayioglu & Bal, 2014; Mete &

Batibay, 2019; Ozerbas & Oztiirk, 2017;

Ozipek, 2019; Soylu, 2020; Sahin, 2019;

Yiiksel & Canli, 2019)

Gamification-based (Berns et al., 2013; Buranova & Findings suggest that gamification enhances
studies on language Quchqorova, 2026; Dehghanzadeh, 2021; both intrinsic and extrinsic motivation, supports
teaching at the primary- Duisenova et al., 2026; Fortunato & Cruz, the development of language skills, and
elementary school level 2018; Jayanti et al., 2026; Kiyangicek & promotes collaborative, enjoyable learning

Uzun, 2022; Khoirunnisa & Farah, 2025; Li  experiences.
etal., 2018; Li & Chu 2021; Mohammed et

al., 2024; Nasution et al., 2026; Noviarini et

al., 2026; Qiao et al., 2023; Oliva-Maza,




2021; Rachels & Rockinson-Szapkiw,
2018; Ratsamee et al., 2026; Sauerland et
al., 2015; Zarzycka-Piskorz, 2015; Zhang &

Yu, 2022)
Gamification studies (Alsofyani, 2023; Andrias, 2019; Bega et The findings underline that effective
based on personalised al., 2020; Chen et al., 2020; Ding et al., gamification design requires attention not only
approaches and the 2017; Ferro et al., 2013; Fortuna et al., to game elements but also to user types and
Hexad model 2023; Hong & Masood, 2014; Ibafiez et al.,  motivational styles. Several studies emphasize
2014; Kuo & Chuang, 2016; Leaning, the importance of integrating frameworks such
2015; Lopez & Tucker, 2019; Nousiainen et  as the Hexad user types into gamified
al., 2020; Orji et al., 2018; Poondej & environments.

Lerdpornkulrat, 2016; Rodriguez et al.,
2021; Taspinar et al., 2017; Rojas-Lopez et
al., 2019; Santos et al., 2020; Taskin &
Cakmak, 2023)

In line with learner-centered educational approaches and The Tiirkiye Century Maarif
Model Curriculum Common Text (Milli Egitim Bakanligi [MEB], 2024), gamification should
be treated as a design-oriented instructional practice rather than a mere collection of game
elements. Previous research emphasizes that gamification is most effective when its elements
are systematically structured and aligned with learners’ motivational orientations and user types
(Bennani et al., 2022; Hanus & Fox, 2015; Kapp, 2012; Mekler et al., 2017; Panjaitan et al.,
2026; Qasim vd., 2024; Santos, 2025). Accordingly, this study seeks to address an identified
gap by providing process-oriented insights into the implementation of gamified Turkish lesson
plans designed according to user types, drawing on student views and the researcher’s reflective
diary. Within this scope, the study addresses the following research questions:

o What are the views of sixth-grade students regarding the activities implemented through
gamified lesson plans designed according to user types?

e How does the gamification process unfold based on the data obtained from the
researcher’s reflective diary?

METHOD

This study was designed within a qualitative research framework. A case study design
(Yin, 2003) was adopted, as it enables an in-depth investigation of a phenomenon within its
real-life context by drawing on multiple sources of evidence. Case studies are widely employed
in educational research because they allow a holistic examination of a problem or situation in its
natural setting (Gall et al., 2003; McMillan & Schumacher, 2014; Punch, 2014). In this
research, lesson plans structured user type were implemented, and students’ perspectives on
both the lesson plans and the implementation process were collected through a semi-structured
interview. Additionally, a researcher’s diary was used to document critical observations and
noteworthy aspects of the process.

2.1. Study Group

The sample represents a subset of the population from which data were obtained.
Sampling in qualitative research aims to ensure information-rich cases rather than statistical
generalizability (Creswell, 2011). For this study, purposive sampling was employed. Purposive
sampling involves selecting participants who meet predefined criteria, thereby allowing for a
detailed investigation of cases aligned with the research objectives (Biiylikoztiirk et al., 2013, p.
92). The criteria for selecting the study group were as follows:

e Students not included in central placement examinations,
e A class group with adequate mastery of grammar-related learning outcomes.



The rationale for these criteria was to ensure that students had acquired the outcomes
necessary to address the topics through gamified lesson plans. The study group consisted of 30
male and 30 female sixth-grade students attending a public middle school, for a total of 60
students. There is no universally fixed number of participants for qualitative research.
According to Creswell (2011), sampling for case studies can be determined by reviewing
studies conducted with similar designs. This research was conducted with 60 sixth-grade
students, and the researcher maintained a reflective diary throughout the implementation.

2.2. Data Collection Tools

The “User Types Scale for Gamification,” adapted into Turkish by Akgiin and Topal
(2018), was employed in this study with prior permission obtained for its use. The qualitative
data collection tools included the researcher’s diary and a semi-structured interview form for
students.

2.2.1. User Types Scale

To identify students’ user types, the study employed the Gamification User Types Hexad
Framework, originally proposed by Marczewski (2015) and later validated by Tondello et al.
(2016). The scale was adapted into Turkish by Akgiin and Topal (2018) and consists of 22 items
organized under six user types: Philanthropists, Socialisers, Free Spirits, Achievers, Disruptors,
and Players. Responses are recorded on a seven-point Likert-type scale ranging from “Strongly
disagree” to “Strongly agree.” The Turkish adaptation of the scale has been reported as valid
and reliable, with an overall Cronbach’s alpha coefficient of .89 (Akgiin & Topal, 2018). In the
present study, the scale was used to identify students’ dominant user types in order to inform the
design and implementation of the gamified lesson plans. The results from the scale were not
used for statistical comparisons but served as a guiding tool for instructional design decisions
and for organizing gamification elements throughout the implementation process. In this study,
the distribution of user types among the sampled students, as measured by the scale, is presented
in Figure 1:

Figure 1
Proportions According to the Gamification User Types Scale (Hexad)

Disruptor
11% = Philanthropists
17%
Player
17% i
Socialisers

18%

®m Achievers

19% = Free Spirits

18%

According to Figure 1, the proportions of user types within the study group are relatively
close to one another; however, “Achievers” emerged as the most frequently observed user type



(19%). Conversely, “Disruptors™ constituted the least common user type (11%). Adjustments
were made to the lesson plans based on students’ feedback. Figure 2 presents the gamification
elements as they were operationalized and implemented within the scope of this study:

Figure 2

Gamification Elements Implemented in This Study According to User Types

Philanthropists

Purposeful tasks in storytelling, cooperation.

Disruptor

*Increasing difficulty, challenge, struggle with the change of the story.

Free Spirits

*To be able to choose between tasks, unlocking, passing the stage, and the
specified contents in the out-of-class clue finding activity.

Achievers

*Mission, leaderboard, challenge, certificate, level up in the ranked stages.

Players

*Rewards, points, ranks, badges, leaderboards, element of luck.

Socialisers

*Opportunity to distribute tasks within the group, group races, statuses.

As shown in Figure 2, the game elements suggested in the literature (Marczewski, 2015;
Tondello et al., 2016) for each user type were distributed throughout the gamification narrative,
and efforts were made to include elements addressing each user type. Due to the relatively high
proportions of “Achievers,” “Free Spirits,” and “Socialisers,” the design incorporated a greater
emphasis on individualized tasks and extrinsic motivational rewards. Students whose user types
were identified were also assigned specific responsibilities by the teacher. Teams were formed
so that each group included at least one student from a different user type. The rationale for not
assigning all user types to every group was to prevent dominant teams and unfair competition,
as advised by classroom teachers. To avoid conditioning effects, students were not informed of
their respective user type classifications.

2.2.2. Semi-Structured Interview Form

In parallel with the implementation process, students’ views were collected through a
semi-structured interview form. Semi-structured interviews allow researchers to explore
participants’ experiences in depth while maintaining flexibility in probing emerging issues
(Harrell & Bradley, 2009; Merriam, 2009). In this study, the questions prepared for the semi-
structured interview form were reviewed by two experts in Turkish education, two faculty
members specializing in Turkish education, and one expert in educational sciences. After
necessary additions and revisions were made based on their feedback, the form was finalized.
Figure 3 presents the content of the questions included in the semi-structured interview form
administered to the students:



Figure 3

Content of the Questions in the Semi-Structured Interview Form for Students
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As illustrated in Figure 3, the interview form focused on students’ perceptions of the
gamified learning experience, their participation in group activities, and their overall evaluations
of the instructional process. Following each implementation cycle, students’ responses were
examined and used to inform minor adjustments in subsequent lesson plans.

2.2.3. Researcher’s Diary

In addition to student interviews, a researcher’s diary was used as a complementary
qualitative data source. Researcher diaries are commonly used in qualitative studies to
document observations, reflections, and critical incidents that occur during the research process
(Charmaz, 2006; Galili, 2014). Throughout the implementation, the researcher systematically
recorded observations of game dynamics, mechanics, components, and instructional
reorganization. The diary also included reflections on classroom interaction, student responses,
and emerging challenges:

Figure 4

Content of the Questions in the Researcher’s Journal
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As presented in Figure 4, the diary entries were structured to capture both the pedagogical
flow of the gamified lessons and the researcher’s ongoing interpretive reflections. The diary's
content and structure were reviewed by experts prior to use. Notes from the diary were later
analyzed alongside student interview data to provide a holistic understanding of the
implementation process.



2.3. Process

Following the literature review and identification of the research focus and study group,
data collection instruments were selected, and the necessary permissions were obtained. Prior to
the implementation, students’ user profiles were identified using the Gamification User Types
Hexad Scale. Gamified lesson plans were then developed based on these profiles, reviewed by
field experts, and refined through a pilot study before the main implementation. The
implementation lasted 8 weeks and was conducted within the scope of Turkish lesson, for 2
hours per week. Qualitative data were collected through weekly semi-structured student
interviews and the researcher’s reflective journal. Student feedback was reviewed on a weekly
basis, and lesson plans were revised accordingly, allowing the implementation process to
remain responsive and iterative.

Gamified lesson plans were designed in line with the D6 gamification model, integrating
dynamics, mechanics, and components into a coherent weekly structure aligned with students’
user types. Activities were implemented in the classroom and, when appropriate, supported
through digital platforms. Students worked in stable groups, and instructions were provided
verbally and in written form when necessary. Attendance and participation were encouraged
through a point-based reward system displayed on a weekly leaderboard. The overall
instructional process was guided by the ADDIE (Branch, 2009) instructional design model,
which served as an overarching framework supporting systematic planning and ongoing
refinement. Within this structure, ADDIE informed the instructional flow, the D6 model guided
gamification design decisions, and user types were used to supported personalization. Table 2
presents an overview of the implementation process within the ADDIE framework.

Table 2
Research process according to the ADDIE Model

Phase Process Description

Analysis Identification of the research problem and determination of the qualitative research
design. Selection of sixth-grade students as the study group. Identification of students’
user types using the Hexad User Types Scale. Clarification of instructional goals and
desired learning behaviors within Turkish lessons. Review of the curriculum
outcomes and contextual constraints. Expert review of initial plans and revisions.

Design Structuring the overall gamification framework by planning activity cycles,
engagement strategies, and progression mechanisms. Design of weekly lesson plans
aligned with curriculum outcomes and learner characteristics. Preparation of semi-
structured interview forms and the researcher’s diary as data collection tools. Review
and refinement of the instructional design through expert feedback.

Development Development of gamified lesson activities by integrating game dynamics, mechanics,
and components in a coherent weekly storyline. Selection and adaptation of
gamification tools and Web 2.0 applications in accordance with user types.
Preparation of finalized lesson plans. Revisions based on expert feedback and results
of the pilot implementation.

Implementation Implementation of gamified lesson plans during Turkish lessons (2 hours per week
over 8 weeks). Organization of students into collaborative groups. Delivery of
instructions and facilitation of gamified activities. Continuous collection of qualitative
data through student interviews and the researcher’s diary. Weekly revisions of lesson
plans based on student feedback and observed classroom dynamics.

Evaluation Process-oriented evaluation of the implementation through analysis of student
interview data and researcher reflections. Examination of student engagement,
participation, and responses to gamified activities. Ongoing reflection on the
instructional design and identification of emerging patterns, challenges, and points for
improvement throughout the process.

Table 2 provides an overview of the research process organized according to the ADDIE
model.



2.4. Data Analysis

For the analysis of the qualitative data in this study, content analysis was employed, as it
enables the systematic organization and interpretation of qualitative data (Altunisik et al., 2017,
p. 322). The analysis process focused on identifying themes and codes that reflect the
implementation process of the gamified lesson plans designed according to user types.

Throughout the implementation process, the researcher recorded weekly observations
related to classroom dynamics, instructional decisions, and student responses during the
gamified activities. The diary entries were used to document the implementation process and to
support the analysis by providing contextual information about the progression of the lessons.
These records contributed to understanding how the gamified lesson plans functioned in
practice and how the process evolved over time. Figure 5 presents the coding system derived
from the researcher’s diary, illustrating the analytic framework developed to examine the
qualitative data. At this stage, the purpose was not to report findings, but to demonstrate how
the data were conceptually structured prior to interpretation:

Figure 5
Coding System Derived from the Researcher’s Diary
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The coding process began with repeated readings of the researcher’s diary to identify
meaningful units related to instructional practices, student responses, and implementation-
related experiences. Through an inductive approach, initial codes were generated and
subsequently grouped into broader categories. These categories were then organized under
overarching themes that represent key dimensions of the gamification process.

As shown in Figure 5, the coding system consists of themes such as engagement,
narrative, tasks, motivation, cooperation, reorganization, and classroom management. Each
theme includes sub-codes reflecting both facilitating aspects of the gamified lesson plans (e.g.,



alignment with user types, feedback mechanisms, rewards, teamwork) and challenges
encountered during implementation (e.g., time constraints, noise, classroom management
issues). This structure was intentionally designed to capture the process in a holistic and
balanced manner. To enhance credibility, the coding structure was reviewed by two field
experts, and revisions were made based on their feedback until consensus was reached.

The diary data were later supported with direct quotations, indicated with classroom and
week references in the format (D1, 1). Figure 6 presents the coding system derived from the
semi-structured interview responses collected from the students:

Figure 6

Coding System Derived from Student Responses to the Semi-Structured Interview Form
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As shown in Figure 6, student responses were organized under four main themes: tasks,
fun, participation, and teams. Each theme was further divided into codes and sub-codes



reflecting students’ evaluations of the gamified lesson process, including perceptions of
enjoyment, task difficulty, time management, cooperation, and rewards. Students’ views were
represented through direct quotations, accompanied by identifiers indicating the group, student
number, and week in the format “(D1 [1st experimental group], 1 [student], 1 [week]).” To
avoid redundancy, repetitive responses were excluded from the analysis, and a total of 20
interview forms were included. Two field experts reviewed the coding structure. Inter-coder
reliability was calculated using Miles and Huberman’s (2015, p. 64) formula-Reliability =
Agreement / (Agreement + Disagreement)-and yielded a coefficient of 0.90, indicating a high
level of reliability.

2.5. Validity and Reliability

In qualitative research, validity and reliability are addressed through credibility,
transferability, dependability, and confirmability (Denzin & Lincoln, 2008). In this study,
several strategies were employed to enhance credibility, including prolonged engagement in the
research field, the use of multiple data sources (student interviews and the researcher’s diary),
and expert review during the coding process. Transferability was supported by providing
detailed descriptions of the research context, participants, and implementation process.
Dependability and confirmability were strengthened through transparent documentation of data
collection and analysis procedures, as well as through expert review of the coding structure.
Inter-coder reliability calculations further contributed to the trustworthiness of the findings.

2.6. Ethical Issues

This study was approved by the Ethics Committee of the Faculty of Social and
Humanities Sciences at Atatiirk University (Decision No. 24, October 7, 2022). The research
was conducted in accordance with the principles of scientific research and publication ethics.
The authors declare that there are no conflicts of interest.

FINDINGS

3.1. Students’ Opinions on Activities Conducted with the Gamified Lesson Plan
Prepared According to User Types

The coding system of the semi-structured interview data collected from students
following the implementation of gamified lesson plans is presented in Table 3:

Table 3

Coding System of Student Opinions

Coding System f
Fun 27
Fun 25
Boring 2
Tasks 105
Progression 14
Contentment 25
Game 14
Time
Additional time 4
Adequate 10

Challenges



Adequate 20

Exhausting 2
Rewards
Adequate 12
Point distribution 4
Teams 47
Disagreement 11
Contentment 21
Cooperation
Adequate 11
Inadequate 4
TOTAL 179

According to Table 3, student opinions were examined under three main themes:
entertainment, tasks, and teams. The themes, codes, and sub-codes comprise a total of 179
instances. The theme of entertainment was divided into two codes: “enjoyable” and “boring.”
The frequency of the “enjoyable” code was 25, while that of “boring” was 2. Examples for the
“enjoyable” code include: “It was enjoyable (D1,1,1)”; “It was enjoyable and fun (D2,5,2)”; “It
was so much fun (D1,7,6).” For the “boring” code, student statements such as “It was boring
(D1,4,1)” and “Since I was not chosen [to participate in the activity/answer the question], it was
not enjoyable (D2,8,1)” were reported.

Within the tasks theme (f=105), the “stages” code had a frequency of 14. Students were
asked whether they liked the stages of the game and whether they wanted additional ones.
Responses included: “I liked them, no need for more (D1,3,1)”; “I liked them, they were
sufficient (D2,9,3).” The “process” code had a frequency of 25, with students expressing
satisfaction with the course activities: “Not at all [negative], on the contrary, it was great
(D1,2,1)”; “I liked it very much (D2,4,6)”; “It was different (D1,10,4).” In the “game” code
(f=14), students expressed the types of games they wished to see in class: “Competition (D1,2,1;
D2,1,1...)”; “I would like riddles (D2,6,2)”; “Something like football (D2,7,2).”

The “time” code (f=14) was divided into two sub-codes: “sufficient” and “insufficient.”
While 10 students found the time sufficient, 4 considered it insufficient. The “difficulty” code
(f=22) consisted of “sufficient” (f=20) and “tiring” (f=2) sub-codes. Examples of sufficient
difficulty included: “I think it was sufficient (D1,4,3; D2,2,2)”; “The level of difficulty was
normal (D2,5,5).” Two students, however, stated that the tasks were tiring: “Yes (D2,4,5)”; “It
was exhausting (D2,9,2).” Regarding rewards (f=16), most students found them sufficient
(f=12), with responses such as “I liked them (D1,10,6)”; “They were sufficient (D2,8,3).” Some
students, however, criticized “point distribution” (f=4), expressing views such as: “Those who
know more should get more points (D2,3,1)”; “The points should have been higher (D1,6,2).”

In the teams theme, 47 student views were coded. The sub-codes were “conflict” (f=11),
“satisfaction” (f=21), and “cooperation” (f=15). For the “conflict” code, students reported issues
such as: “The leader is bad, I want to be in another group (D2,7,3)”; “Group members are being
unfair (D1,6,1)”; “I am not satisfied (D2,5,3).” On the other hand, the “satisfaction” code
included positive statements such as: “I am satisfied with my group (D1,2,1)”; “We are doing
very well (D2,2,4).” The “cooperation” code was divided into “sufficient” (f=11) and
“insufficient” (f=4). For instance, students in the sufficient category expressed: “I would have
liked to take more responsibility, but it was fair (D1,5,2)”; “The distribution of tasks was good
(D1,10,5)”; “Everyone had equal tasks (D2,8,4).” Those in the insufficient category stated: “It
was not equal, yes [I wanted to take more responsibility] (D1,9,2).”



3.2. Findings from the Researcher’s Diary

The researcher’s diary was examined to determine whether the observations recorded
during the implementation process were consistent with or divergent from the students’ views.
Under the main theme of the researcher’s diary, the data were categorized into the following
sub-themes: Adjustments, tasks, engagement, motivation, classroom management, and
cooperation. Tables 4-9 present the codes and frequencies derived from the researcher’s diary.
Table 4 presents the codes and frequencies related to the “adjustments” category:

Table 4

Codes and Frequencies of the “Adjustments” Category in the Researcher’s Diary

Coding System Content f
Reorganization 6
Points “Individual points were awarded increasing according to effort (D1-2,1).” 2
Engagement “ All students were encouraged to participate in group activities; for 1
instance, each student was asked to write a stanza for the poem, the
previously excluded student was assigned a presentation, tasks such as
spinning the wheel or keeping score records were distributed, and easier
questions were directed to individuals in activities involving single
responses (D1-2, 5).

User types “For students identified as Free Spirits, it may be effective to emphasize 2
that they cannot remain independent from the groups and that their scores
influence one another. In group tasks, alternative options can be developed
and personalized tasks can be assigned (D1,2).”

Challenge levels “Additional variables were introduced to increase competition: the time 1
allotted to answer the questions was reduced, and in consultation with the
classroom teacher, the level of difficulty of the questions was increased
(D1-2,4).”

According to Table 4, the adjustments reflected in the research process through the
researcher’s diary were coded as “extra points, participation, player types, points, and difficulty
level.” Within the “adjustments” category (f=6), it was observed that the most frequent
adjustments (f=2) were made according to player types. Table 5 presents the codes and
subcodes, along with their frequencies, for the “tasks” category of the researcher’s diary.

Table 5

Codes and Subcodes with Frequencies Belonging to the “Tasks and Narrative” Category of the
Researcher’s Diary

Coding System Content f
Tasks 59

Progression In response to the question “Were there any discontinuities in the 7
game stages?”, the answer was “No” (D1-2,1-2-3-4-5-6).

Feedback “The time was extended. Students’ opinions about the lesson were 6
also obtained verbally.” (D1-2,1)

“No problems were encountered in providing feedback.” (D1-2,1-2-3-
4-5-6).

User types “Achievement-oriented students are in the majority. Extrinsic 3
motivational rewards should be further increased.” (D1,1) “Additional
options should be provided for free-spirited types.” (D1-2,2) “For
those who enjoy pushing boundaries and rules, individual tasks
should be increased.” (D2,2)

Time 6

Short “It ended early, and during this time students’ opinions were also 2



gathered verbally. Having the opportunity to converse about the
process was beneficial for the planning of subsequent weeks.
Additional stages could be incorporated into the tasks (D1-2,1).”,
”...the students do not want the tasks to end; they find them too short.
Due to the limitation of lesson time, however, it has to proceed in this
way (D1-2,2).”

Adequate “One class hour was sufficient (D1-2, 3-4-5-6).” 4

Challenges 8

Adequate “No dissatisfaction was experienced regarding the level of difficulty 5
(D1-1,2-3-4-5-6).”

Easy “Students did not report experiencing difficulty and perceived the 3
tasks as easy (D1-2,1). It was noted that the level of difficulty and
challenge needs to be increased (D1,2).”

Rewards 9
Additional “Students who perceived themselves as exerting greater effort 1
points requested additional points (D1-2,2).”
request
Adequate “The difficulty level of the competition questions, the point 6

distribution, and the rewards were highly appreciated (D1-2,6).”
“Since the problem of the previous week was resolved, no issues were
encountered. Satisfaction was achieved (D1-2,2).”

Low “There were students who considered it unfair and stated that those 2
who knew the answers should receive higher scores. They wanted the
level of competition to increase. I attribute this to the large number of
students with an achievement-oriented player type. The two
experimental group classes gave very similar reactions (D1-2).”

Narrative 12
Understandable In response to the question regarding whether the stages of the story 6
were consistent with the overall coherence of the narrative and
whether students experienced confusion, it was reported that students
expressed satisfaction and did not encounter any confusion (D1-2,1-2-
3-4-5-6).
Immersive In response to the question of whether the students found the story 6
engaging and were drawn into the plot, it was affirmed positively
(D1-2,1-2-3-4-5-6).

As shown in Table 5, the data under the category of Tasks (f=59) were coded as
Progression, Feedback, User Types, Time, Challenges, Rewards, and Narrative. The frequency
of the Progression code was 7, while Feedback had a frequency of 6, and User Types had a
frequency of 3. The Time code had a total frequency of 6, including the sub-codes Short (f=2)
and Adequate (f=4). The Challenges code had a total frequency of 8, with the sub-codes
Adequate (f=5) and Easy (f=3). The Rewards code (f=9) consisted of the sub-codes Additional
points request (f=1), Adequate (f=6), and Low (f=2). Within the Narrative code, the sub-codes
Understandable (f=6) and Immersive (f=6) brought the total to 12. It was observed that the
majority of the data in the Tasks theme was concentrated under the Narrative code. Table 6
presents the coding system for the Participation category derived from the researcher’s journal.
Table 6 presents the coding system of the Participation category in the researcher’s journal:

Table 6
Coding System of the “Engagement” Category in the Researcher’s Journal
Coding system Content f
Engagement Were any students unwilling to participate in the activity? What could be 6
their reasons?
Adequate “No. (D1-2,1-2-3-4-5-6).” 5

User types

“The student, who was known to be the free-spirited type, thought that he

—_




would do better on his own and that the group was pulling him down. He
said that he would be better alone and that he did not feel that he belonged
to the group. He did not want to be in any group (D2,2).”

As shown in Table 6, within the Engagement category, the codes “Adequate” (f=5) and
“User types” (f=1) yielded a total frequency of 6. Based on the research data, it can be
concluded that the students demonstrated adequate engagement. Table 7 presents the findings
related to the Motivation category:Table

Table 7
Coding System of the Researcher’s Diary in the “Motivation” Category

Coding System Content f

Motivation “The students were excited because they would experience a different 12

activity, and their motivation remained high throughout the lesson (D1-
2,1).”; “Motivation remained high throughout the lesson (D1-2,2,4,5).”;
“This week, with the progression of the narrative, motivation and
curiosity further increased, and the students became fully engaged with
the story (D1-2,3).”; “Motivation remained high throughout the lesson.
During the final competition between groups, motivation increased even
more. The fact that it was the last implementation lowered their morale
(D1-2,6).”

As shown in Table 7, the motivation category was addressed as a whole and was not
divided into separate codes. The total frequency of the category is 12. Table 8 presents the
coding information for the “classroom management” category of the researcher’s diary:

Table 8

Coding System of the “Classroom Management” Category in the Researcher’s Diary

Coding System Content

Classroom Management

Noise “They are used to extrinsic motivators and a punishment system for
classroom management. They expect to be threatened to control
classroom noise (D1-2,2).”; “Classroom management can become
difficult (D2,4).”

User types “Students were upset that the week’s task ended early. There were
many ambitious and competitive students; there were some who
were unfair to get ahead of their friends (D1-2,1).”

Technological problems “Some applications were not supported by the smart board, I
opened them from my personal computer (D1-2,3).”
Reward tracking “Student assignments are necessary to record the rewards. It can be

difficult to follow up (D1-2,2).”

As seen in Table 8, the “classroom management” category has a total frequency of 5, with
the codes “noise (f=2),” “user types (f=1),” “technological problems (f=1),” and “reward
tracking (f=1).” Table 9 presents the coding system of the “engagement” category in the
researcher diary:

Table 9
Coding System of the “Cooperation” Category in the Researcher’s Diary

Coding system Content f

Cooperation “Were there factors that made it difficult to cooperate? What could be the 7
reason?”

Exclusion “Some students were excluded by the group because of their low 3

achievement level” (D2,5).



User types “Students known to be free-spirited experienced dissatisfaction in group 2

tasks (D2,2-3).”

Teams “Although there were dissatisfactions when the teams were formed, they 2

adapted (D1-2,1).”

TOTAL

89

According to Table 9, the “cooperation” category (f=7) was divided into three codes:
“exclusion”, “user types”, and “teams”. The frequency of the “exclusion” code was 3, while the
frequencies of the “user types” and “teams” codes were 2 each. Based on the data from the
researcher’s diary (f=89), the highest number of codings was conducted within the “Tasks” sub-

theme (f=59).

DISCUSSION AND CONCLUSIONS

This study examined sixth-grade students’ opinions on Turkish lessons conducted
through gamified lesson plans designed according to player types, together with process data
derived from the researcher’s diary. The qualitative findings indicate that students’ satisfaction
and engagement increased progressively throughout the implementation. Revisions made to the
lesson plans based on student feedback and observations from the researcher’s diary appear to
have contributed to maintaining student interest and participation across weeks.

Student opinions revealed that adjustments such as increasing points in proportion to
individual effort and revising activities in line with player types were perceived positively. The
consistency observed between student feedback and the researcher’s diary suggests that iterative
revisions contributed to the continuity of the gamification process. These findings are in line
with studies emphasizing that gamified lesson designs should remain flexible and responsive to
learner’s characteristics (Asct, 2019; Cayir, 2021).

Previous research conducted in Turkish education has similarly reported that classroom-
based gamification supports peer interaction, group work, and in-class communication (Cayir,
2021). Studies focusing on language teaching and grammar instruction at the primary and
middle school levels have also shown that gamification practices increase students’
achievement, engagement, and satisfaction when implemented through structured designs
(Fatimah et al., 2026; Sunarmi, 2022; Ati et al., 2018; Kog, 2022). A shared characteristic of
these studies is the emphasis on carefully planned and pedagogically grounded gamified
environments.

Research comparing digital and non-digital gamification further supports the present
findings. Qiao et al. (2023) reported that both approaches were effective in enhancing
achievement and engagement, although non-digital gamification yielded higher satisfaction
levels. This finding aligns with the present study, in which gamification activities were
implemented in a classroom setting without a software-based system, yet still produced positive
outcomes in terms of engagement and cooperation. A study conducted by Cantos Villao and
Inzhivotkina (2026) also demonstrates that gamification is an effective strategy for increasing
students' learning motivation and participation in online English teaching, particularly in rural
areas. The research findings reveal that gamified activities improve students' vocabulary and
basic language skills and make the learning process more interactive. Similar language teaching
studies in the literature have also identified the positive effect of gamification on the
development of students' language skills and increased motivation, emphasising the importance
of a flexible learning design sensitive to pedagogical theories. (Duisenova et al., 2025; Fatimah
et al., 2026; Jayanti et al., 2024; Mohammed et al., 2024; Nandhu & Maheswari, 2026).

The findings also correspond with research on personalized gamification. Studies
grounded in the Hexad user types model have consistently indicated that learner characteristics



and motivational orientations should inform the distribution of game elements (Boroti¢ &
Jagust, 2022; Hallifax et al., 2020; Ibisu, 2024; Jiménez-Valverde, 2025; Puig et al., 2023;
Santos, 2025; Sipone vd., 2025; Unal & Akyiiz, 2025). In the present study, student profiles
revealed a predominance of Achievers, Free Spirits, and Philanthropists, which may explain
students’ interest in competition, progression, and effort-based rewards. Similar results have
been reported in both secondary and higher education contexts, underscoring the relevance of
user type-informed gamification designs (Ding & Kim, 2017; Nousiainen et al., 2020; Taskin &
Cakmak, 2023). Overall, the findings support the view that gamification designs that account
for player types, motivational styles, and classroom dynamics can foster engagement and
cooperation even in non-digital learning environments.

The findings of this qualitative study indicate that gamified lesson plans designed
according to player types can contribute positively to students’ engagement, satisfaction, and
classroom participation in Turkish lessons. The results suggest that the effectiveness of
gamification is closely related to how game elements are distributed and adapted in response to
learner characteristics and ongoing classroom observations.

Although the lesson plans were initially prepared for the class as a whole, revisions based
on student feedback and researcher’s observations allowed the process to remain flexible and
responsive. This iterative approach appears to have supported sustained engagement throughout
the implementation period. The study demonstrates that meaningful gamification does not
necessarily require digital platforms; rather, its effectiveness depends on pedagogically
grounded design and sensitivity to individual differences.

Based on these results, efforts to identify and classify student characteristics using
software environments or artificial intelligence should be increased (Arslan et al., 2023; Bulut &
Ulusoy, 2026; Mubarrat et al., 2026; Nguyen-Viet & Doan, 2026). It may be advisable to
develop software that will facilitate teachers' work and continuously identify player/user types
during the process. It may also be advisable to design activities not only according to
user/player types but also according to intelligence types and learning styles. Future research
may further explore player-type-based gamification across different grade levels, subject areas,
and instructional contexts. Longitudinal studies examining the durability of engagement and
learning outcomes in similar designs would also contribute to the field. From a practical
perspective, the findings highlight the importance of designing gamification activities that are
adaptable, learner-informed, and aligned with instructional goals in mother tongue education.
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GENISLETILMIiS OZET
Giris

Son yillarda egitim ortamlarinda 6grencilerin derse katilimimi artirmaya yonelik 6grenci
merkezli yaklagimlar 6n plana ¢ikmigtir. Bu yaklagimlardan biri olan oyunlastirma, oyun
Ogelerinin oyun dis1 baglamlarda kullanilmasi yoluyla 6grenme siirecini daha etkilesimli ve
motive edici héle getirmeyi amaclamaktadir. Baglangicta kurumsal ve profesyonel alanlarda
kullanilan oyunlagtirma, zamanla egitim baglamina uyarlanmis ve Ogrencilerin motivasyonu,
katilim ve dgrenme deneyimleri iizerindeki etkileriyle ele alinmugtir. Ozellikle teknolojiyle ig
ice biiyiiyen ve “dijital yerliler” olarak tanimlanan 6grenci profilleri i¢in etkilesim, geri bildirim
ve ilerleme gibi unsurlarin 6grenme siireclerinde 6nemli bir rol oynadigi belirtilmektedir
(Kondakov & Kiseleva, 2019; Prensky, 2001).

Oyunlagtirmanin egitsel etkililigi, biiylik Olgiide dayandigr kuramsal cergevelerle
iliskilidir. Onceki ¢aligmalar, oyunlastirmanin i¢sel motivasyon, 6z diizenleme, sosyal dgrenme
ve akis kurami gibi farkli 6grenme ve motivasyon yaklagimlariyla iliskilendirilebilecegini
gostermektedir (Kapp, 2012). Bununla birlikte, oyunlastirilmig 6grenme ortamlarinin yalnizca
sonu¢ degiskenleri iizerinden degerlendirilmesi, bu tasarimlarin  smif iginde nasil
deneyimlendigine iligskin sinirli bilgi sunmaktadir. Bu nedenle, 6grencilerin oyunlagtirilmig
derslere iliskin deneyimlerini, algilarin1 ve siire¢ icerisindeki tepkilerini nitel bir bakis agisiyla
incelemek 6nem tagimaktadir.

Ana dili egitimi kapsaminda yer alan Tiirkge dersleri, dort temel dil becerisi ile dil bilgisi
Ogretimini biitiinciil bicimde ele almay1 gerektirir. Bu derslerde 6grencilerin etkin katilim
gostermesi, dili islevsel baglamlarda kullanmasi ve Ogrenme siirecini anlamli deneyimler
yoluyla yapilandirmasi beklenmektedir. Alanyazin, oyunlastirma uygulamalarinin Tirkce
derslerinde 6grencilerin motivasyonunu ve katilimimi artirabildigini ortaya koysa da (Cayir,
2021; Keskin, 2021; Kurudayioglu & Bal, 2014), kullanici tiplerine dayali tasarimlarin
uygulama siirecini ele alan nitel ¢aligmalarin sinirli oldugu goriilmektedir.

Oyunlagtirma tasariminda bireysel farkliliklarin dikkate alinmasi, d6grencilerin ayni oyun
Ogesine farkli tepkiler verebilecegi varsaymmina dayanir. Marczewski (2015) tarafindan
gelistirilen Hexad Kullanici Tipleri Modeli, 0grencilerin motivasyonel yonelimlerine gore
oyunlastirma dgelerini farkli bigimlerde deneyimleyebilecegini ileri siirmektedir. Bu galigmada,
kullanicr tiplerine gore tasarlanan oyunlastirilmis Tiirkge dersi planlarmin uygulama siireci,
Ogrencilerin gorisleri ve aragtirmaci giinliigii verileri {izerinden incelenmistir.



Yontem

Arastirma, nitel aragtirma yaklasimi ¢ergcevesinde durum galigmasi olarak desenlenmistir
(Yin, 2003). Calisma grubu, amagh oOrnekleme yontemiyle segilen bir devlet ortaokulunda
Ogrenim goren 60 altinci sinif 6grencisinden olusmaktadir. Arastirmada, bilgi agisindan zengin
bir durumu ayrintili bigimde incelemek amaclanmistir (Creswell, 2011). Uygulama 8 hafta
boyunca Tiirk¢e dersleri kapsaminda yiiriitiilmiistiir. Uygulama 6ncesinde 6grencilerin oyuncu
tipleri, Akgiin ve Topal (2018) tarafindan Tiirkceye uyarlanan “Oyunlagtirma i¢in Kullanici
Tipleri Olgegi” kullanilarak belirlenmistir. Elde edilen kullanici profilleri istatistiksel analiz
amaciyla degil, oyunlagtirilmis ders planlarinin tasarimina rehberlik etmek amaciyla
kullanilmistir. Veriler, haftalik yar1 yapilandirilmis 6grenci goriismeleri ve arastirmaci giinliigi
araciligtyla toplanmigtir. Gorligme sorulart alan uzmanlarinin  goriisleri  dogrultusunda
hazirlanmig; arastirmaci giinliigii ise simif ici etkilesimler, 6grencilerin tepkileri ve uygulama
stirecindeki diizenlemeleri belgelemek amaciyla kullanilmistir.

Oyunlasgtirilmig ders planlari, Werbach ve Hunter’n (2012) D6 Oyunlagtirma Tasarim
Modeli temel alinarak hazirlanmistir. Oyun dinamikleri, mekanikleri ve bilesenleri haftalik ders
akisina biitlinciil bicimde entegre edilmistir. Uygulama siirecinde her hafta 6grenci geri
bildirimleri degerlendirilmis ve elde edilen veriler dogrultusunda ders planlarinda sinirh
diizenlemeler yapilmistir. Veriler igerik analizi yoluyla ¢6ziimlenmis, 6grenci goriigleri ve
arastirmaci glinliigii temalar ve kodlar altinda diizenlenmistir. Analiz silireci alan uzmanlarmin
incelemeleriyle desteklenerek giivenirlik saglanmistir (Miles & Huberman, 2015).

Bulgular

Aragtirma bulgulari, 6grencilerin oyunlastirilmig Tiirkge derslerini genel olarak olumlu
degerlendirdigini gostermektedir. Ogrenciler etkinlikleri cogunlukla eglenceli, ilgi cekici ve
motive edici olarak nitelemistir. Ogrenci goriisleri; eglence, gdrevler, katilim ve ekip ¢alismasi
temalarinda yogunlagsmistir. Gorevler temasinda oOgrenciler etkinliklerin zorluk diizeyini
genellikle yeterli bulduklarini, bazi etkinliklerde ise siireye iliskin diizenlemelere ihtiyag
duyduklarini ifade etmistir. Odiillendirme ve puanlama unsurlarma iliskin gériislerde genel bir
memnuniyet gdzlenmis, ancak simirli sayida Ogrenci bireysel emegin daha goriiniir hale
getirilmesi gerektigini belirtmistir.

Grup calismas1 temasinda Ogrencilerin biiyiikk ¢ogunlugu grup ic¢i is birliginin yeterli
oldugunu ve sinif i¢i etkilesimin giiclendigini ifade etmistir. Arastirmaci giinliigii verileri de
Ogrenci gorlsleriyle tutarli bigimde, haftalar ilerledikge katilmin ve siirece yonelik
memnuniyetin arttigini gdstermistir. Ogrenci geri bildirimlerine dayal diizenlemelerin, siirecin
daha akici islemesine katki sagladigi gozlemlenmistir.

Tartisma ve Sonuc¢

Aragtirma sonuglari, kullanic1 tiplerine gore tasarlanan oyunlastirilmis Tiirkge ders
planlarinin  6grencilerin derse katilimini ve memnuniyetini artirabildigini gostermektedir.
Bulgular, oyunlagtirmanin etkililiginin yalnizca oyun dgelerinin kullanimina degil, bu dgelerin
pedagojik hedeflerle uyumlu ve 6grenci 6zelliklerine duyarli bigimde yapilandirilmasina bagh
oldugunu ortaya koymaktadir. Calisma, oyunlastirmanin dijital ortamlara 6zgii bir yaklagim
olmadigini; sinif iginde, esnek ve tasarim temelli bicimde uygulandiginda da anlamh 6grenme
deneyimleri sunabilecegini gostermektedir. Gelecek aragtirmalarda farkli smif diizeylerinde,
farkli ders alanlarinda ve daha uzun siireli uygulamalarla benzer siire¢ odakli incelemelerin
yapilmasi onerilmektedir. Ogretmenler agisindan ise oyunlastirmanim, planlama ve siirekli geri
bildirimle desteklenen biitiinciil bir 6gretim yaklasimi olarak ele alinmasi 6nem tagimaktadir.
Bununla birlikte, calismanin bazi sinirliliklar da bulunmaktadir. Arastirma, belirli bir okulda ve
tek bir simf diizeyinde yiriitilmiis olup, bulgular baglamsal ozellikler dikkate alinarak
yorumlanmalidir. Uygulama siiresinin 8 hafta ile simirhidir. Bu baglamda, gelecekte yapilacak



arastirmalarin daha uzun siireli uygulamalarla, farkli okul tiirlerinde ve karma yontem desenleri
kullanilarak yiiriitiilmesi, kullanici tiplerine dayali oyunlastirma tasarimlarmin etkililigine
iligkin daha kapsamli sonuglar sunabilir.



