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Abstract  

The integration of technology into educational contexts typically presents its own challenges.  
The integration of technology into conservative and culturally-sensitive educational contexts 
presents its own specific and additional challenges. This is certainly the case in Saudi Arabia. 
Today, most English as a Foreign Language (EFL) learners are highly responsive to digital 
games and games in general have been part of their lives since they were children beginning 
with building blocks and playing hide and go seek until they mature and start to play a lot of 
digital games. Since this is the age of technology and our students are now in the digital era, 
EFL learners have become more emerged in playing digital games. Inevitably, this 
phenomenon cannot be ignored and the research area of Digital Game-Based Language 
Learning (DGBLL) in classrooms has emerged. In this exploratory study this research will 
investigate the issues that face the students in the college of Languages and Translation in a 
Saudi Arabian University and their attitudes towards implementing DGBLL in their 
classrooms. In order to gather relevant data, a mixed-method approach was used: involving 
pre- and post-tests of learners' vocabulary acquisition and the introduction and use of digital 
games that were carefully selected by the researcher; as well as surveys and group interviews. 
This research has revealed a number of issues which include: cultural sensitivities; personal 
motivations and attitudes, and the appropriate choice of games. This thesis concludes with 
recommendations and solutions concerning the implementation of a DGBLL method in a 
culturally-sensitive educational context.  
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Summary of Thesis  

The broad objective of this thesis is to examine the potential role that digital games can play 

in improving speaking and in particular vocabulary acquisition in the context of Saudi 

Arabian EFL teaching.  In particular how the content, and whether it is culturally appropriate, 

can meet the needs of both students and teachers for a more interactive and motivational 

learning experience. In certain environments the notion of digital game based learning has 

been suggested as increasing student attention and thus learning and retention of knowledge, 

particularly in terms of new vocabulary used in context.  However, there are also criticisms of 

the approach grounded in whether the content is culturally appropriate in the strict 

environment of Saudi schools.  Therefore considering these areas the main objectives of the 

work were defined as follows: 

 

1. To identify if digital games can be used as a tool to increase Saudi students' Second 

Language Vocabulary Acquisition (SLVA).  

  

2. To gain more insight into the challenges associated with cultural issues that Saudi 

learners face as well as their attitude when implementing a possible DGBLL teaching 

method.  

  

3. To investigate if Saudi learners can manage to overcome certain problematic issues, 

such as those associated with culture and if so, how this is achieved. 

  

4. To establish and evaluate the effectiveness of delivery of a DGBLL teaching 

approach.   

 



 vii 

5. Are there recommendations that can be made to improve DGBLL implementation 

into Saudi universities? 

 

The thesis employed an empirical approach, introducing a digital game based curriculum of 

vocabulary aquisition into a Saudi third level classroom through the use of a range of digital 

games that introduced new vocabulary to the students.  This case study approach which 

incorporated digital questionnaires, semi-structured voice recorded group interviews and pre- 

and post- vocabulary tests was designed to evaluate the experiences and outcomes of the 

introduction of a new style of curriculum based on DGBLL.  Using a control and 

experimental group approach the results indicated that the DGBLL approach was not only 

popular with the students but led to increased longer term retention of target vocabulary.  It 

was suggested that this was due to the vocabulary being presented in an interactive way and 

in a contextual setting that made it easier to determine and understand new words.  

 

From a cultural perspective, which was one of the potential concerns with using DGBLL in a 

Saudi context, there were some issues raised.  Notably with what were considered to be 

religiously and culturally inappropriate images of women.  However, if these were removed, 

and the games selected for a curriculum were reviewed and edited where appropriate, there 

was a strong indication that the DGBLL approach could lead to an improvement in 

vocabulary acquisition for Saudi EFL students in third level education.  The thesis has 

however identified that there may be additional work required in ensuring that culturally 

sensitive games are deployed in future classrooms.  
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Chapter 1 - Introduction  

1.1 Introduction  

The Saudi Arabian educational system has only recently embraced the use of 

technology. This trend continues into the classroom where there has been a slow 

adoption of technology by teachers (Alshumaimeri, 2008). The teaching patterns of 

most Saudi Arabian University teachers and lecturers have changed little in response 

to the availability of technology, in particular when it comes to teaching English. 

They still teach using traditional teaching methods with paper-based materials. 

Classrooms are usually teacher-centred with limited interaction between learners and 

teachers. It is standard practise for student education to focus almost entirely around 

listening, writing in their notebooks and memorising what the teachers say and impart 

to them (Nguyen & Khuat, 2003). This traditional way of teaching was very effective 

for previous generations of learners. However, as teaching methods around the world 

advance there is a need for Saudi Arabia to evolve its pedagogical practices.  

  

As a result of the influence of technology, the current generation of learners have 

allegedly started to learn and even to think differently than previous generations of 

learners. Such a controversial claim about the millennials was made by Prensky 

(2001) and was later heavily critiqued by other researchers, see, for example, Benini 

(2015). In spite of this, technology does carry some impact upon all those who interact 

and use it and so produces a certain necessity to evaluate our contemporary methods 

of teaching and learning. This means that teachers may need to assess and possibly 

change their teaching strategies and use modern tools in conjunction with more up to 

date teaching methods in order to best engage the new generation of students (Isman 

et al ¸2012). Other researchers have claimed that this generation of learners is in much 

need of more innovative ways of learning in order to keep them interested in a subject 

and that it is crucial that teachers refresh their teaching methods so as to keep students 

motivated while they are learning (Gee, 2007a).  Given this, the aim of this work is to 

examine how 3rd Level male Saudi students react to DGBLL, as well as how effective 

the method is at educating them in their target language (L2).    
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1.2 Background of the study  

Our study takes place in Saudi Arabia, which represents the largest Arab country 

located in Western Asia. Saudi Arabia is an Islamic country and is also known as 

“The land of Two Holy Mosques”, which refers to Al- Masjid Al- Hram in Mekkah 

and Al-Masjid Al-Nabawi in Medina. The Kingdom of Saudi Arabia is a monarchy 

whose constitution is based on the Quran (Koran), and Shariah Law. King Salaman is 

currently head of the government and the Council of Ministers, which are the 

executive and administrative bodies respectively. It must be stated that Saudi culture 

is primarily determined by the Islamic religion. Indeed, all aspects of social and 

cultural life are centred around the Muslim religion and Muslim religious identity. 

Within Saudi social life, religious morals are always prioritised. Islam covers all 

aspects of Saudis’ lives and sets great emphasis on education. Islam sees education as 

a religious duty for everyone, both males and females. Al-Salloom (1989) has 

remarked that: 

 

 “Islam dictates that learning is an obligation for every Muslim, man 
or woman. This obligation, which gives education the status of a 
religious duty, is the cornerstone of education in the Kingdom of 
Saudi Arabia. It is the foundation upon which the state builds its 
educational responsibilities, and in light of which, the citizen performs 
duties towards himself, his community, and his religion. The roots of 
education in Saudi Arabia therefore, go deep into the Islamic 
education which started in the mosque and led to the establishment of 
schools and universities around their pillars,” (p.37). 
 
 

Such dominance of religious belief and the Islamic code of conduct is ubiquitous and 

it is therefore impossible to understand educational issues in Saudi Arabia without 

making some reference to them. It is especially important to understand that Islam 

awards a very high status to education. Religion and education are perceived as being 

intertwined and the purpose of education and the high reverence for those involved in 

teaching have their roots in religion. Therefore, in accordance with the Islamic law 

practiced in the country, female and male education is strictly and formally segregated 

at all levels in terms of school institutions and teaching staff. It must be remembered 

that for reasons of context and practicality, our research study was conducted within 

an all-male Saudi university (see Chapter 4). 
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English as Foreign Language (EFL) students sometimes feel bored in ‘vocabulary 

classes’, early language classes where vocabulary acquisition is taught formally. This 

is because their learning patterns and habits have become stagnant over time 

(Alsamadani, 2008). Examples of such static patterns include: writing new words on 

paper, trying to learn by memorising and a focus on primarily learning by listening to 

the teacher's comments (Nguyen & Khuat, 2003). Teachers of English understand that 

it is very important for students to constantly learn new vocabulary, as it is the 

foundation on which every new language is built. It also plays an important role in 

linking the four intralingual skills of listening, speaking, writing and reading. So, in 

order for university students who are willing to study at an English institution to 

understand and interact successfully, with both the institution and culture surrounding 

them, they must have an appropriately expansive vocabulary (Nation, 2013; Nation & 

Nation, 1990).  

  

For EFL learners, the need to memorise a large number of new vocabulary items can 

be a challenge. It can also be daunting to try and recall these new words in an 

unfamiliar context, especially for those unaccustomed to operating primarily in their 

non-native language (Ghazal, 2007). To help the students remember these new words, 

they have to notice them when reading, writing, speaking and listening, and they also 

have to continue to practice them (Hulstijn & Laufer, 2001). Students can easily look 

up the meaning of a new word by using a dictionary, but the problem is often that they 

do not know how to use these new words in context. Students need to know the 

meaning of the word and other semantic alternatives for the word in order to have the 

correct usage in the right context (Hunt and Beglar, 2005). In this light, we may define 

‘correct usage’ as employing the use of lexical items carrying appropriate semantic 

value in a particular communication that successfully conveys the desired message 

from sender to receiver. After a short period of time students may start to feel that 

learning new vocabulary items by only memorising them is not helping them 

sufficiently. As a result, students may start to think that they have bad memorisation 

skills and are not suited to learning English. This can lead to students becoming 

discouraged in their own abilities, and can compound the difficulties inherent in 

learning a new language (Oanh and Hien, 2006). Some researchers have observed that 

memorising by itself is not an effective way to study. It is proposed that the best way 

http://thesaurus.reference.com/browse/pattern
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to learn new vocabulary words is memorisation accompanied by understanding the 

words through appropriate contextual utilisation (Vosniadou, 2007).  

 

Many studies have focused on various key issues when it comes to Second Language 

Vocabulary Acquisition (SLVA), such as what it means to a certain word, how native 

speakers acquire words and how many they acquire, what words second language 

learners and students need to know so that they can communicate and understand the 

target language, and what learners can do to learn these words. These studies have 

shown that in order to teach and learn vocabulary, a systematic and well-organised 

method is needed (Nation, 2001, 2013; Nation & Nation, 1990; Schmitt, 2000; Taylor, 

1990). The new generation of learners are in need of more relevant methods of 

teaching that are more motivating as well as classes that are more effective at 

engaging with them (Beck & Wade, 2006). Despite the present need for educational 

innovation this new generation of learners are still being taught using traditional 

methods of teaching with paper based materials (Klopfer, 2008; Prensky, 2001), this 

increasingly anachronistic approach is especially prevalent in Saudi Arabia. 

Implementing modern learning tools and using modern teaching methods may help 

students to find language subjects, specifically vocabulary classes, fun and interesting. 

It may also be possible to use digital games as another way to help students engage 

with their second language. This is especially pertinent when trying to improve their 

understanding and enjoyment of the language in question. (Schultz & Fisher, 1988). 

In order for students to learn and understand new vocabulary items they have to 

participate and interact in class. In order for them to participate they need to be 

motivated and comfortable in the teaching environment. According to Prensky (2003), 

it is difficult to stop a motivated learner. So by using a variety of free games, online or 

offline, that focus on helping students to use words in different forms, understand the 

words being presented to them, and to help them acknowledge that some words have 

more than one meaning and can be substituted by another word, which can be an 

alternative, students may well be encouraged to participate (Anderson et al, 2008). In 

addition, these new words are more likely to be retained because students are 

encouraged to practice them in a more fun and enjoyable way. Rather than having to 

force words into their memories, students are encouraged to discover and enjoy their 

newfound vocabulary in a more entertaining and engaging way.   
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Historically, games as a single or social activity are fundamental to the human 

condition; they have been and always will be part of humanity. Games have often 

provided an arena for humans to practise and hone the skills they need to survive. 

Indeed, humans are first recorded as playing games as far back as 2000 BC 

(Mandziuk, 2010). Digital games have become an integral part of youth culture over 

the past two decades. So much so it has been estimated that many young people in this 

current generation will have played digital games for 10,000 hours by the time they 

reach the age of 21 (Prensky, 2003). The proliferation of digital games in the psyche 

of younger generations underlines their potential value as a learning tool (Anderson et 

al, 2008). In the past it was not as viable to utilise such teaching methods, as the 

resources were simply not prevalent enough. However, the widespread use of portable 

devices such as smartphones and laptops makes the inclusion of video technology in 

the classroom much more viable due to its increased accessibility (Golonka et al, 

2014).  

 

It has been proven that learning assisted by the use of mobile technology (M-learning) 

has great potential to expose L2 learners to the target language (Norbrook & Scott, 

2003; Thornton & Houser, 2003, 2004, 2005).  This level of exposure to a second 

language is what most English teaching: institutions, teachers and students strive for. 

There is potential that the implementation of such an approach in Saudi Arabia may 

make the teaching environment more fun and enjoyable for students. Therefore, it is 

important to investigate whether students can learn vocabulary through digital games 

and if so, how they learn it. According to Prensky (2001), people may want to play 

games for a number of reasons including development of creativity, increased 

motivation and attention. Solving the problems within a game helps to develop 

players' creativity and ingenuity. The challenging and rewarding nature of digital 

games means that players may be motivated to reach their goals. Principally amongst 

the reasons for using games to help improve educational practises is the fact that they 

are usually fun and effective at retaining interest on the part of the gamer.  

 

For EFL learners, the crux of their education lies in the importance of learning and 

memorising a large quantity of English words, especially words that are linked to their 

academic studies (Vosniadou, 2007). However learners face some internal and 

external obstacles, which eventually prevent them from acquiring the required amount 
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of new vocabulary presented to them in and out of the classroom. One of these 

obstacles is the traditional way of teaching, where the teacher explains the meaning of 

a certain word or gives its definition, pronounces that word and gives the spelling and 

grammatical functions. In vocabulary classes that use such traditional methods, there 

is minimal interaction between the student and the teacher (Anderson et al, 2008). 

Another factor that prevents Saudi learners from acquiring the required amount of 

new vocabulary items is that they only rely on understanding the meaning of a new 

word while neglecting all the other functions of that particular new word. In the 

experience of this researcher, students usually gain new vocabulary items from their 

textbooks or their teacher during his or her class lessons. Students find a lot of new 

words in their textbooks and then they ask the teacher to give them the meanings and 

explain how and where to use these new words. While this is a practical way of 

learning a new word, it is not the most effective method for learning how to use a 

language. Another issue that both teachers and students have to deal with is limited 

class time. Some researchers have suggested that it is the students’ responsibility to 

study vocabulary by themselves at home and out of their classrooms due to limited 

class time (Grace, 1998).  To understand how these challenges present themselves in 

the context of this study better a brief overview of the Saudi teaching environment is 

necessary.  

 

1.3 The Saudi Teaching Environment   

Understanding Saudi culture is important when it comes to implementing new 

teaching methods, especially if these methods have previously been integrated and 

implemented in non-Islamic countries.  The culture of Saudi Arabia is shaped by 

Islam, which influences the teaching environment, teachers, learners and the whole 

Saudi teaching curriculum. As a result the Islamic culture plays a huge role in 

formulating teachers’ and students’ identities. Language teaching in this context has 

been described as being altered by the morals of the community and their values 

(Johnston, 2003). Since its inception the Saudi educational system and its practices, 

and thus both learners and teachers, has been influenced by the Arab and Saudi 

identity, an identity that conformed strictly to Islamic education and beliefs (Elyas & 

Picard, 2010). Therefore, it is necessary to understand Saudi pedagogy before 

adapting new teaching methods and tools.  
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Given the culture of the learning environment present in Saudi Arabia it is important 

that any teaching methods being introduced to it are fundamentally sound and 

effective. As such it is important to identify the value of the DGBLL classroom and 

how it can support learning.  

 

1.4 The DGBLL Classroom  

Digital games have been recognised as being an integral part of the lives of younger 

generations and despite initial views that they had no educational value, there is now a 

strong recognition of their value as an interactive learning tool (Golonka et al, 2014). 

As a result there is an increasing adoption of digital games as vehicles for learning 

with specific games being developed for the educational market and teachers adopting 

existing games and utilising them to motivate students.  The games offer an 

interactive way of teaching vocabulary and other language constructs that engages 

students and encourages self-directed learning. The interactivity of digital game based 

learning also allows students to engage in active learning, as opposed to the more 

passive method of rote memorisation.  

 

1.5 Statement of the problem  

Many researchers have attempted to understand how to incorporate modern 

technology into different types of teaching methods. Researchers have studied teacher 

and student attitudes to new teaching methods that use modern technology (Lam, 

2000). Studies have also focused on implementing game based learning (GBL) 

teaching methods using modern technology (Beck & Wade, 2006; Prensky, 2001). In 

addition, a large number of research projects have examined student engagement 

(Prensky, 2001; Van Eck, 2006), student collaboration and student motivation (De 

Freitas, 2006) when implementing GBL teaching and learning methods in a safe 

teaching environment as well as with regard to students’ ability to learn their second 

language. There has also been some exploration of how effective modern technology 

is when integrated into the learning process to help students expand their L2 

vocabulary (Thornton & Houser, 2003, 2005). 

 

There has been a significant increase in the amount of research surrounding the 

potential and realities of DGBLL (eg. see Thorne et al. 2012) using modern teaching 

tools. Despite this there have been no studies into the impact the culture of a country 



 

8 
 

has on how well received this method is. There have been no in depth studies that 

address how DGBLL will be received by the established educational system of the 

country it is enacted in. In countries where cultural identity is an integral part of the 

society, such as in many majority Islamic countries, the reception of DGBLL by the 

religious and cultural leaders of the nation is crucial in determining the effectiveness 

and potential of the method as a teaching tool. It is foreseeable that different cultures 

will receive this method of teaching languages in different ways, especially in 

countries where there is a cultural community as prevalent and dominant as Islam in 

Saudi Arabia. 

This research therefore aims to explore the implementation of DGBLL as a modern 

teaching method in an Islamic country, Saudi Arabia. 

 

1.6 Focus of the Study and Research Questions  

The focus is on the use and potential integration of portable technologies such as 

smartphones and tablets for new vocabulary learning in a safe classroom environment 

and also taking into consideration elements of DGBLL that exist outside of the 

traditional teaching ecology. In this regard the following research questions are set 

for: 

 

1. What effect does the use of digital games as a teaching method have on students’ 

attitude to learning new vocabulary? 

2. What role can video games take in improving the vocabulary acquisition of Saudi 

students? 

3. What internal and external factors influence and limit the use of DGBLL in Saudi 

universities with particular focus on historical and cultural factors? 

4. What effect does Saudi culture have on the use and implementation of DGBLL as 

a teaching device on vocabulary acquisition?  

5. Are there recommendations that can be made to support the implementation of 

DGBLL into Saudi universities?   

 

These research questions were developed from a set of objectives that this researcher 

wishes to pursue and were identified as the following.  
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1.7 Research Objectives  

1. To identify if digital games can be used as a tool to increase Saudi 

students' SLVA and to identify if there is a detrimental effect or beneficial 

effect on the learners performance and attitudes. 

 

2. To gain more insight into the challenges associated with cultural issues 

that Saudi learners face as well as their attitude when implementing a 

possible DGBLL teaching method.  

 

3. To investigate if Saudi learners can manage to overcome certain 

problematic issues, such as those associated with culture and if so, how 

this is achieved. 

 

4. To establish and evaluate the effectiveness of delivery of a DGBLL 

teaching approach.   

 

 

1.8 Rationale for the Study   

The results of this study may improve understanding of Saudi students’ issues with 

and attitudes to DGBLL while using modern teaching tools as the medium. The 

results may also help by enhancing understanding of the Saudi culture. This could 

help to deal with the cultural interference experienced when using a new teaching 

method, such as DGBLL. Having gained a better understanding of Saudi culture, the 

findings suggest suitable games for the Saudi students in their teaching environment. 

They may also help with improving students’ learning strategies, approaches and 

techniques when using new learning tools and technology as well as raising their level 

of acceptance of the new tools and teaching methods. Using such teaching approaches 

when implementing DGBLL may help learners and teachers to understand the 

effectiveness of exploring new methods and tools using modern technology, such as 

smart phones and tablets, as well as raising their awareness of any possible 

limitations.  

 

Following extensive research on the part of this researcher, and at the time of writing, 

most universities in Saudi Arabia are not yet aware of the potential benefits associated 
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with using DGBLL in language teaching and learning. This research hopes to provide 

some guidance to help Saudi teachers employ teaching methods that use modern 

technological tools in the future.  

 

1.9 Organisation of the Study  

Chapter 1: Introduction  

Chapter one starts with a brief overview of the whole research. This Chapter begins 

with an introduction to the research. It gives a brief description of the Saudi English 

educational system and the teachers as well as the learners’ learning patterns. It also 

discusses the idea of introducing a new teaching method into the Saudi English 

teaching environment, which is the use of digital games and mobile technology as a 

teaching tool. This Chapter also explores the impact of Saudi cultural values when it 

comes to implementing new teaching methods.   

 

Chapter 2: Literature Review I – Theoretical Background 

This Chapter represents a review of the most salient and important research published 

in this area. It focuses on theories of language learning, and second language 

acquisition as well as learning strategies and learning styles. It also discusses 

curriculum and syllabus design with regards to the culture of Saudi Arabia. This 

Chapter goes on to discuss the impact of Saudi culture, beliefs and religion on the 

English education system in more depth, focussing on the theoretical and practical 

aspects of this system. It also highlights and explains the critically important 

relationship between Saudi society and the Islamic religion.  

 

Chapter 3: Literature Review II – Technology and Learning 

This second element of the literature focuses on the use of technology in language 

teaching and how digital devices and online sources can contribute to a more 

interactive and productive learning environment. Primarily, it focuses on previous 

studies that have explored teaching English vocabulary to L2 learners using modern 

teaching methods, such as GBL, (Games-Based Learning) GBLL (Game-Based 

Language Learning), DGBLL and Mobile Learning (M-learning), and modern 

teaching tools, such as mobiles, smartphones and tablets.  

 

Chapter 4: Research Methodology  
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This Chapter focuses on how the researcher designed the required method, DGBLL, 

in order to implement it successfully with the participants, Saudi learners. It also 

explains in depth the reasons for choosing certain materials, specifically digital 

games, for this particular study. This Chapter also describes the methods used to 

gather the required data, a mixed-methods approach that combined qualitative and 

quantitative research. This research took the forms of a digital questionnaire, semi-

structured voice recorded group interviews, and pre- and post- vocabulary tests on the 

course.  

 

Chapter 5: Presentation of Results 

This Chapter starts by reporting the findings of the vocabulary acquisition of both 

groups, experimental and control. To obtain the required results, a comparison of the 

vocabulary outcomes of the students’ in the two groups is made. This Chapter also 

explores the experimental group’s acceptance of DGBLL as a teaching method and 

the use of modern tools for their learning through analysing the learners’ responses in 

both the questionnaire and the semi-structured voice recorded group interview.   

 

Chapter 6: Discussion   

This Chapter discusses the findings of the previous Chapter. It reports the pre- and 

post-tests for both groups. It analyses and reports students in the experimental groups’ 

attitudes towards DGBLL and how they addressed such issues. This section also 

investigates the responses given during the semi-structured group interview regarding 

cultural acceptance and the potential for DGBLL in the conservative Saudi society. 

  

Chapter 7:  Limitations, Recommendations and Final Conclusions 

This Chapter summarises the whole research. It describes the limitations that the 

researcher encountered as well as giving some recommendations and suggestions for 

further research involving the implementation of new teaching methods using modern 

tools in conservative cultures.  Since no previous studies have explored cultural 

boundaries when implementing digital games in conservative societies, the researcher 

presents his personal view and comments in this Chapter. It also has a summary of the 

main findings of the research. 
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1.10 Summary  

A brief summary of previous research conducted in different parts of the world on 

using DGBLL as a teaching method was presented in this Chapter. It was explained 

that despite some research having been conducted in this area, none has been done on 

the impact of local culture on the use of this method in teaching English, meaning that 

this research was both novel and necessary. The current English language-teaching 

situation in Saudi Arabia was described, especially in relation to teaching vocabulary, 

and the necessity to implement changes was discussed. Culture and religion as factors 

that influence teaching and learning were introduced. This Chapter also stated the 

problem and introduced the research questions and objectives. It finished by giving a 

brief description of each Chapter and explaining how this whole study was structured. 

The following Chapter (Chapter 2) will explore previous research on the history of the 

educational system in Saudi Arabia, language and culture.   
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Chapter 2 – Literature Review I – Theoretical Background 

2.1 Introduction 

The main aim of this research is to explore Saudi students’ attitudes towards Digital 

Game Based Language Learning (DGBLL). In addition, this research explores the 

potential of how the use of a DGBLL teaching method, devised by this researcher, 

combined with modern teaching tools increases 3rd level Saudi English language 

learners’ vocabulary size.  This research aims to verify students’ reactions to DGBLL 

and examine what challenges these students might face. This study also investigates 

students’ acceptance of modern teaching tools, such as smartphones and tablets, in a 

safe teaching environment as well as their willingness to use new teaching and 

learning methods.   

In relation to the research questions stated in the introductory Chapter (Chapter 1), 

this current Chapter contains a review of the literature pertaining to previous research 

on Second Language Acquisition (SLA), Second Language (L2) vocabulary learning, 

motivation in L2, language learning styles and learners’ strategies. A second literature 

review Chapter 3) presents a review of the literature related to Game Based Learning 

(GBL), cultural issues related to GBL, localisation and attitudes inter alia. In order to 

achieve a thorough understanding of the issues, this Chapter is divided into a number 

of sections that explore the issues in depth.  The first section describes the key reasons 

for English teaching in Saudi Arabia as well as showing how English teaching began 

in the country and where it is now. This section also reveals how cultural identity and 

norms affect teachers, students and teaching practise. The second part of this literature 

review discusses how language and culture intertwine and work symbiotically. It also 

pursues an understanding of how language teaching materials, curricula and 

syllabuses are designed and discusses what to consider when designing these for 

students in countries where the target language is a foreign language. The third section 

begins by introducing the ways in which Computer Assisted Language Learning 

(CALL) can be used for both teaching and learning purposes. This section considers 

the obstacles that both teachers and learners face when implementing technology in 

teaching and learning. The final section gives notion to GBL and primarily focuses on 

how games can be utilised to promote SLVA.  Before considering these however an 

overview of SLA and learning and motivation of students is considered.  
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2.2 SLA Strategies and Motivation  

Within second language acquisition studies there is recognition that the motivation of 

the student and the strategies they adopt for their own learning can impact on how 

they learn and how they respond to teaching materials.  Therefore, consideration of 

these aspects is also salient to the current work. However, before examining these, 

theories of second language learning need consideration.  

 

2.2.1 Theories of L2 Learning  

There are numerous theories about how individuals acquire second language.  

Krashen (1980) suggested that it is driven by comprehensible input, i.e. input that 

learners can understand.  This contributed to teaching approaches based on rote 

learning and memorisation, but did not account for use of language in context.  

However, over the last two decades greater attention has been given to the cognitive 

and psychological aspects of language learning.  In particular, the notion of 

Chomsky’s universal grammar which suggests that with stimulation additional 

language “switches” are turned on which supports ease of second language acquisition 

(Ellis, 1994).  At the same time, there was an extension of Krashen’s notion of input 

which led to the view that language input and crucially in the context of DGBLL 

learning, interaction with the target language are what led to effective learning (Ellis, 

2005).  All of these theories do recognise the importance of exposure to the target 

language, usage and stimulation of interest in learning the language. They highlight 

the variety of approaches that need to be combined in order to produce the best 

results. For students being introduced to a L2 they need to develop a base knowledge 

of the language itself. However it is widely accepted that this is no longer enough to 

produce the best results. As such, it is necessary for students to take what they may 

have memorized and learn how to implement that in both an appropriate manner and 

correct context (see section 1.2).  

 

2.2.2 Foreign Language or Second Language Learning 

Baker (1998) indicates that frequently foreign and second language learning are used 

as interchangeable terms.  However, there are some differences that could affect 
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motivation to learn and the strategies deployed by students.  When a new language 

that is not the mother or native tongue is being learned as an additional language, it is 

a target language, which again could be classified as foreign or second.  Richards 

(1985) suggests that the term “foreign language” is one taught at school but not with 

the intent of communication outside the classroom, in essence, one that is not used 

outside the country of residence of the student.  A second language however is one 

learnt by individuals where the purpose of learning is to support communication and 

functioning within society, for example Saudi students wishing to study in England or 

in English at a Saudi university (Oxford, 1990).  The key difference therefore is that 

the target language can be practiced outside the classroom.  This offers a good 

indication of where self-directed learning with DGBLL can be used as an additional 

vocabulary learning tool.  SLA therefore can be considered as the process of acquiring 

communicative competence in a target language, which is not the mother tongue.  The 

term communicative competence has been given major exposure in the literature as 

one of the primary aims of any EFL classroom.   

 

2.2.3 Communicative Competence 

According to Chomsky (1965) grammatical competence refers to the knowledge and 

linguistic style common in native speakers of a target language, and suggests that this 

is different to language performed in a second or additional language.  However, 

Hymes (1972) considered that this view was too narrow, as it did not take into account 

the ability of speakers (both second language and first language) to produce and 

comprehend utterances that were contextually, if not grammatically, appropriate.  It 

was this view that led Hymes (1972) to identify the concept of communicative 

competence that may occur in four main ways:  

 

i. what is formally possible,  

ii. What is feasible?  

iii. What is the social meaning and  

iv. What actually occurs?  

 

What this means is that language speakers, in order to be effective with their 

communication, need to have understanding and ability beyond simple grammatical 
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competence.  Hymes (1972) asserted that it is not enough to understand the laws of a 

language, but it is also necessary to be familiar with how they are enacted by the 

native language users. This recognition had major implications for teaching practice 

and classroom resources as it began the notion of more learner centred strategies 

rather than passive repetition or memorisation of vocabulary in isolation. As Canale 

and Swain (1980) note, learner-centred interactive approaches lead to the ability to 

understand and appropriately utilise the sociolinguistic elements of language. By 

understanding the contextual implications of a language more thoroughly it can aid 

the development of communicative competence on the part of the non-native speaker. 

Similarly, Majhanovich and Hu (1995) indicate the foundations of communicative 

competence to be interactive and open communication.  In this respect there is a 

potential value for the interactive technologies offered by digital games that 

encourage use of appropriate new vocabulary in a stimulating and contextually 

relevant way.  In this way it is hoped that non-native language learners can marry the 

empirical nature of learning a foreign language to the emotional elements inherent in 

the use of a language by native speakers, thus improving the students ability to both 

understand and interact with the native speakers. At the same time how this 

competence is achieved is also impacted on by the learning strategies adopted by 

students and teachers.  

 

2.2.4 Definitions and Characteristics of Language Learning Strategies and 

Learning Styles 

Tarone (1983) suggests that language learning strategies are: “an attempt to develop 

linguistic and sociolinguistic competence in the target language - to incorporate these 

into one's interlanguage competence” (p. 67).  Extending this, Rubin (1987) suggested 

that they are: “strategies which contribute to the development of the language system 

which the learner constructs and affect learning directly” (p. 22).  This definition 

certainly indicates that there is high involvement from the student, and this is 

something the DGBLL approach can offer.  This is because a level of autonomy and 

self-directed learning are key elements of increasing communicative competence. This 

is because there is a focus on active participation in the learning process by the 

student (O’Malley & Chamot, 1990; Liu & Chu, 2010).  Strategies are therefore the 
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behaviours and techniques adopted by learners but may also be grounded in mental 

processes and thought patterns as a response to teaching stimulation.  

 

How these strategies manifest themselves can be seen as the distinction between 

strategies and learning styles.  This latter term refers to the learners normal means of 

learning such as how they structure their notes, or present the material used for 

learning.  Essentially, learning styles are product oriented and learning strategies are 

process oriented (Graham, 1997). Learning styles, while an effective method of 

teaching in the past, have become out-dated in the modern arena. The processes based 

in rote memorisation are not as effective at either engaging students in the material, or 

at giving them the necessary tools to use this information in a native speaking context. 

By focussing on the process through learning strategies, teachers give their students 

the best opportunities to learn a language in a practical way. Fundamentally, language 

strategies provide the students more opportunities to interact with the target language 

than the learning styles of the past (Ellis, 2005). In this regard, as Hedge (2000) notes, 

learning strategies may be either cognitive (approaches for dealing with the L2 

learning) or metacognitive (the ways in which the learner regulates their learning).  

 

2.2.5 Classifications of Language Learning Strategies 

Cognitive strategies may include repetition, resourcing, translation, memorisation, 

contextualisation, inference, and requesting clarification (Cook & Cook 1993).  

However, these do not take account of the greater interaction offered by digital games, 

which may stimulate a wider use of metacognitive strategies.  As Victori and 

Lockhort (1995) assert, metacognitive strategies require the individual to think and 

reflect on their learning and how they maximise the benefit.  In this respect there is a 

correlation to the processes of playing digital games, as the vocabulary used will 

determine the next stage.  Therefore, as Snodin (2013) indicates there is a need for 

higher levels of motivation and involvement from the learner than that required for 

repetition, memorisation and other cognitive strategies. As such, understanding 

motivational theories also has salience for the current work.    

 

Learning styles, however are related to the way in which an individual acquires 

knowledge.  Kayes et al, (2005) establishes that learners may visual, verbal, 
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kinaesthetic or a combination of these when presented in an experiential setting and 

context.  What this means is that learners who respond better to visual information 

(for example a digital game) may find it hard to learn a second language where the 

information is presented in a verbal, or written form.  However, the same cognitive 

theories of language processing also identify that if the target language is focused on 

two areas of the brain (for example the visual and verbal cortex which is necessary in 

the use of digital games), then the effect of the learning is increased (Hitosugi et al, 

2014).   

 

2.2.6 Motivation Theories and Application to SLA 

Motivation as a construct has been widely considered in a range of disciplines 

(Kiziltepe, 2008).  This has resulted in a range of frameworks and theories that have 

attempted to explain and explore the construct.  In general, the term refers, as Filson 

(1994) notes to a psychological perspective on movement as the result of internal (or 

intrinsic) and external (or extrinsic) stimulation or drivers that lead to an action.  

 

2.2.6.1 Extrinsic Motivation 

Extrinsic motivation is gratification of needs via indirect or external means (Osterloh 

& Frey, 2000), this indicates that it can be controlled by others (Huczynski & 

Buchanan, 2001).  In terms of L2 learning motivation these can refer to the desire to 

achieve and demonstrate the achievement to others, or a longer-term external driver 

such as the desire to study English abroad or work in a field where English is 

necessary. 

 

2.2.6.2 Intrinsic Motivation 

This type of driver has a more internal focus as Spector (2003) notes and incorporates 

a sense direction, intensity and persistent behaviour that are aimed at goal 

achievement.  This may be, in the context of SLA, a desire for increased ability 

through personal efforts for example.  Understanding what drives motivation is 

however most likely a combination of both internal and external factors, which is 

recognised by the key theories in the field, which are shown in the figure below.   
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Figure 2.1 - Theories of Motivation 

 

Source: Ivancevich, Konopaske, and Matteson (2006, p.67)  

 

One of the most widely recognised theories is that of Maslow (1968).  The approach 

suggests that once lower order needs such as a safe and secure environment are met 

then the individual can move forward to deal with achievement and self-actualisation 

and improvement as shown in the figure below.  

 

 

Figure 2.2 - Maslow's Hierarchy of Needs 

 

 
Source: Van Niekerk, 1987, p. 157. 

 

In the context of second language learning the motivation to learn is driven by the 

need to achieve personal growth.  However, Alderfer (1972) suggested that the step 
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by step approach is not accurate and that there is a continuous and overlapping need 

for movement.  His existence-relatedness approach thus suggests that if the higher 

levels of growth are being achieved, this can outweigh the need to meet security 

needs.  In this regard as Jennifer (2008) notes there is a relationship between existence 

and growth as shown in the figure below.   

 

Figure 2.3 - ERG Model of Motivational Drivers 

 
Source: Jennifer (2008) 

 

Whilst this model shows a wider perspective than that of Maslow (1968), McClelland 

(1961) also suggested that there are four basic needs driving motivations, i.e. need for 

achievement, for power, for affiliation and for autonomy. In this respect there is an 

indication that satisfaction, which may be the ultimate aim of any action driven by 

motivation, may be achieved through learning and thus has relevance for the learning 

motivations of SLA learners.  

 

Similarly, Herzberg (1966) indicates through his two factor theory that achievement 

and recognition are important and satisfied once motivation has been stimulated, a 

view also echoed later by Mullins (2002). For L2 learners this recognition and 

achievement can be considered as being related to being able to communicate 

effectively, i.e. having communicative competence as noted above.  The factors are 

thus recognition of ability and the social and learning environment as well as how this 

contributes to the development of communicative competence.  The value of 

Herzberg’s (1966) theory is that it recognises the relationship between intrinsic and 

extrinsic motivational factors and how they contribute together to produce satisfaction 

on the part of the learner.  In the context of EFL learning, this satisfaction is the 

ability to communicate effectively and in contextually appropriate ways.   There are 
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however other factors, which affect how individuals learn and acquire language based 

on where and how the language is taught, specifically the cultural context in which a 

language is learnt. It is pertinent to understand both the cultural implications of the 

country in which the language is being taught as well as the cultural implications of 

the language itself when determining the potential drivers of motivation for learning 

it. Therefore, consideration is given to the teaching of English in the context of Saudi 

Arabian schools. 

 

2.3 English Teaching in Saudi Arabia  

The culture of Saudi Arabia is shaped by Islam, which influences all aspects of Saudi 

society, including the educational system and the way that the curriculum is delivered 

by teachers to students (Prokop, 2003). The main reason for education and learning in 

Saudi Arabia is to enable learners to fully understand the Islamic religion in order that 

they can ‘spread the word’ and increase the number of those following the religion. 

The purpose of education in Saudi Arabia is also to create useful members of society 

who are able to build an economically and culturally stable country (Ur Rahman & 

Alhaisoni, 2013). As a result of these factors, culture and religion play a huge role in 

establishing teachers’ and students’ identities. This research is, therefore, compelled 

to explore both cultural identities and socio-cultural issues in its quest to introduce 

new teaching methods and tools into the Saudi education system.  

 

In regards to culture and identify, there have been studies undertaken on the effects of 

local morality on education (Morgan, 1998). It has been claimed that language 

teaching can be affected by the morals of the local community and its values 

(Johnston, 2003). However, the impact of politics on English as a L2 has only recently 

been acknowledged (Pennycook, 1999; Phillipson, 2009). This recognition of the 

realities of learning English in relation to politics and moral values in Saudi Arabia 

has raised doubts around the Saudi Arabian teaching and learning practices. Following 

the incident of September 2011 in America, the Western media raised huge concerns 

about the Saudi educational system, blaming it for the incident (Karmani, 2005). As a 

result of these criticisms and the government and Monarchy’s desire to improve the 

educational standards across the whole country (Elyas & Picard, 2010), Saudi Arabia 

and most of the Gulf countries changed their teaching practices. They did this by: 
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reforming the curriculum, adopting the (mainly American) curricula of Western 

universities, as well as putting aside to some extent learners’ needs from a moral or 

religious context, specifically in relation to traditional Islamic teaching. (Mazawi, 

2005). Naturally and understandably, this had a major impact on English teaching 

practices and consequently, on how students learned to speak English as a second 

language in the Gulf countries.  

 

The Saudi educational system has long been influenced by the Arab, specifically 

Saudi, identity combined with the Islamic religion and associated beliefs. This has 

impacted on educational practices for both learners and teachers in the Saudi system 

(Elyas & Picard, 2010). Given this, it is important to have a thorough understanding 

of Saudi teaching practices and their background before adapting or implementing 

new teaching methods, learning tools, materials and curricula that are discussed in 

detail later in this literature review. To ensure that such adaptations and 

implementations work successfully in the Saudi teaching and learning environment it 

is also necessary to understand the historical background of English teaching in Saudi 

Arabia.   

 

2.3.1 Past and Present  

In Saudi Arabia, English language teaching has been for a long time and remains for 

the most part, teacher centred (Fareh, 2010). As a result of this, the student’s role is 

secondary. The practice of teachers having the main role in the classroom is deeply 

rooted in the Arabic culture and in people’s Arabic identity. This teacher-student 

hierarchy is reflected in the Arabic proverb, ‘He who taught me a letter became my 

master’ (Elyas & Picard, 2010). This maxim is so prevalent throughout Arabic culture 

and it is frequently seen on the inner and outer walls of Saudi schools, on school buses 

and in schoolbooks. It is further integrated into the psyche and attitudes of Saudi 

students by their parents who typically will often quote the saying, as they 

acknowledge the important role their children’s teachers play in their development.   

 

The proverb also indicates how students must participate in this culture, where they 

have to follow certain rules, regulations and guidelines. One of these rules is that the 

teacher imparts the necessary information and knowledge and the students acquire it 
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by listening to what the teacher says and writing it down. This is how Saudi teachers 

prefer to teach (Jamjoom, 2010). Learners then usually memorise what they were 

taught in the classroom. In other words, the teaching and learning environment 

depends upon rote learning, whereby students only learn by memorising without any 

connection with previous knowledge (Novak, 1998). Unfortunately, such a method of 

language learning has been showed to only be effective as a short term learning tool 

(Novak, 2010). Novak (1998) believed that education is an art form rather than a 

science and that values, feelings and personal judgments should always be considered 

in the learning and teaching process. As such, in order to construct a meaningful 

learning experience, students need to feel, think and relate to what they have learned. 

In this regard, again, the potential for interactive technology to encourage motivation 

and involvement in the learning being undertaken becomes apparent.  Given the 

increased use of technology by younger generations, it also suggests that 

incorporating these widely available tools could provide a potential platform for 

incorporating new approaches into the Saudi EFL education system.  

 

At the same time, it is also important to understand how Muslim teachers are viewed 

and indeed how they view themselves. Muslims believe that the Prophet Mohammed 

is the ultimate teacher of values and morals and this core belief enhances the teacher’s 

role and status in the Arab Muslim community. This is because Muslims consider 

teachers to be representatives of the Prophet Mohammed (Elyas, 2008). This is one of 

the reasons that Saudi culture emphasises teachers as figures of absolute authority in 

the classroom. Therefore, it is no surprise that Saudi teachers and lecturers prefer 

teacher centred teaching methods and a teacher centred teaching environment as a 

whole since their high status within society is reinforced by their authoritative position 

in their classrooms.   

 

This does not however mean that there is no interaction between teachers and students 

within the Saudi teaching environment. With some limitations, discussion forums can 

play a role in the Saudi teaching environment (Jamjoom, 2010). However, within 

Saudi classrooms there are certain topics and subjects that should not be questioned. 

The established culture focuses on teachers being the only ones to answer questions 

and the teacher should give the required information. The students have to be 

convinced that the answers are valid and correct by the teacher. In other words, there 
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are certain values and beliefs that students need to acknowledge and understand in 

order for them to fully adapt themselves to their classrooms. This is underlined by the 

impact of Saudi values and beliefs in relation to learning and teaching English.  

 

2.3.2 Values and Beliefs  

There has been some resistance to incorporating the teaching of English and other 

languages into the Saudi educational system (Elyas & Picard, 2010). In the early days, 

English was taught at a limited number of high schools for a few hours per week 

(Szyliowicz, 1973). However, teaching English as a Foreign Language (TEFL) was 

recently introduced as a formal part of the Saudi educational curriculum, largely due 

to international pressure in 2003 (Elyas, 2008) and the State’s recognition of the need 

for reform (Elyas and Picard, 2010). As a result, English language tuition is now 

mandatory in all Saudi public schools. This is despite public fear that integrating 

English language into the Saudi educational curriculum would lead to a reduction in 

religious Islamic faith teaching (Azuri, 2006). There was also a concern that the 

integrity of the Arabic language might be affected by the presence of another 

language in schools, colleges and society in general. However, it has been suggested 

that the Arabic language has such a strong identity that exposure to other languages 

will not affect it or weaken it in any way (Abuhamdia, 1988). Thus, it was felt that the 

presence of the English language in the Saudi educational curriculum would not be 

detrimental so long as it remained in a secondary position to Islamic and Arabic 

instruction. At the same time the State wishes to increase its presence on the 

international stage and reduce its reliance on expatriate and foreign workers.  In order 

to do this and improve the employability of Saudi citizens, there is recognition of the 

need for effective English speaking skills (Mahboob & Elyas, 2014).  This has further 

raised the importance and profile on teachers in the Saudi system. 

 

A teacher can be a massive influence on students, encouraging them to collaborate 

with each other and share beliefs, understandings and assumptions. Unfortunately, 

Saudi English teachers tend not to take advantage of this ability to influence students 

in this way, instead relying on religious beliefs and their national identity to maintain 

their position as a figure of authority rather than a mentor and facilitator (Elyas & 
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Picard, 2010). This fundamentally hierarchical structure manifests itself throughout 

the educational system in Saudi Arabia. 

 

In the English institution at any university in Saudi Arabia, teachers operate and work 

within a certain system depending on their position in the educational hierarchy. At 

the top of the hierarchy are the dean and vice-dean, through whom almost every single 

piece of information, the course curricula and all teaching plans must pass. These are 

then forwarded to the head of the English department followed by the department 

committee and then, finally, the teachers and lecturers. The responsibility of the 

teachers is then to pass the information on to their students. This hierarchy was 

formed to contribute to nationalism and Islamic religious values by the Ministry of 

Higher Education, which aims to produce young, proud, educated Muslims (Elyas & 

Picard, 2010).  

 

It has been suggested that the teaching methods used by Saudi Arabian teachers are 

not well suited to the current modern generation (Elyas, 2008). The main teaching 

methods are as already noted; typically teacher-centred and lacking in many 

opportunities for the students to think critically, solve problems and find solutions. 

They also maintain the maxim that all learning must be led by the teacher, as a result 

they fail to promote an understanding amongst the students that they are personally 

responsible for their own learning.  This reduces the potential for the development of 

metacognitive strategies for learning language and ultimately communicative 

competence as the focus is on rote learning and memorisation for test and exam 

achievement. This practise goes against the established academic ideas on the most 

practical methods for developing communicative competence. Specifically regarding 

getting students to develop their cultural and contextual understanding of a language 

alongside their empirical understanding of the languages vocabulary. At the same 

time, there are variations between the culture and the use of language in 

sociolinguistic respect between English and Arabic. These differences, along with the 

failure to acknowledge said differences, can affect the fluency and competence of the 

students. Therefore these areas need consideration before evaluating the potential of 

computer games as a teaching aid.  
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2.4 Language and Culture  

In order to communicate well with others in their language, it is important to 

understand and respect their culture (Byram & Nichols, 2001). Thus, it is not enough 

to merely learn the phonology, grammar and lexis of the target language; it is 

extremely important to also understand the culture associated with that language. 

While language taken out of context can be viewed and considered objectively by 

those wishing to use it, speech, and therefore the active use of language, is 

intrinsically subjective. In other words, communicating effectively internationally 

means communicating inter-culturally (Shemshadsara, 2012a). It is almost impossible 

to separate language and culture because they are intertwined with each other and 

reflect one another (Brown, 2007; Brown & 吳一安, 2000; Tang, 1999). Given how it 

is the verbal expression of a native speakers culture, language has been determined to 

be a reflection of said culture (Brown, 2007).   

 

After understanding what language is in terms of what it represents and its 

relationship to culture, it is important to also understand what culture actually is. To 

accurately define ‘culture’ is extremely difficult. Culture usually reflects what people 

value and certain attitudes (Graves, 1996). Brown (2007) defined culture as “a way of 

life. It is the context within which we exist, think, feel and relate to others. It is the 

glue that binds a group of people together” (P. 188). Inevitably, in order to thoroughly 

learn the targeted language, it is clearly necessary to have an understanding of the 

related culture. To try and learn a language without learning about the culture attached 

to it is to try and memorise something without fully understanding it (Shemshadsara, 

2012a). Bearing in mind that language and culture cannot be separated, it is important 

to verify whether L2 learners in Saudi Arabia can cope with the socio-cultural 

differences of the target language to their own language and whether they can adjust 

to such cultural and language input via English teaching and learning. In this respect 

therefore, there is a need to address the nature and content of English materials and 

course books in the current Saudi classrooms.  However, this needs to be preceded by 

an examination of cultural variations between Saudi Arabia and England. 

  

A number of approaches have been used to study the effect of culture on individuals 

and on societies as a whole. One of the most popular approaches used to measure the 
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cultural dimensions was that of Hofstede (1980, 2001). A number of researchers have 

adapted Hofstede’s (1980) cultural dimensions to explore cultural acceptance when it 

comes to using technology (Straub, Keil & Brenner, 1997). Hofstede’s most common 

dimensions are power distance (PDI), uncertainty avoidance (UAI), individualism 

versus collectivism (IDV), masculinity versus femininity (MAS) and long-term 

orientation (LTO). A subsequent score for indulgence versus restraint (IND) has also 

been added. Power distance is people’s acceptance of the hierarchal levels in their 

society. In other words, people accept their place in society and the workplace. Power 

distance is defined as “the extent to which the less powerful numbers of institutions 

and organizations within a country expect and accept that power is distributed 

equally” (Hofstede, 1997: 28). The scores for the UK and Saudi are shown in the 

figure below and it is clear that there are some major differences.  

 

Figure 2.4 - Hofstede Scores for Saudi and UK 

 
  

Source: Hofstede (2016)  

 

There are some clear and obvious differences highlighted by the figure above.  In 

terms of power distance, Saudi scores 95 against the UK’s 35. This indicates that 

Saudi people accept the unequal hierarchal levels in their society and require no 

justification for them. For example, the teacher’s hierarchal level is higher than the 

students, so students are expected to believe what their teachers say with no questions 

asked. As established earlier in the literature review, the hierarchy of the Saudi 
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classroom is sacrosanct, as it is enshrined in the Islamic faith. The lower the PDI 

score, the greater the equality amongst people in a certain society. Therefore, people 

are more comfortable with each other in a low PDI society such as England and 

communication between individuals is usually informal. This vast gap between these 

scores indicates the potential for their to be an inherent difference between how 

someone raised in Saudi Arabia would speak compared to how someone raised in the 

UK would speak. Therefore recognising and understanding the English language’s 

potential for informality is crucial for students wishing to utilise it in a native speaking 

context. However, as indicated by the above PDI score, this is a cultural difference 

that it can be presumed will be quite difficult for Saudi learners to adapt to.  

 

Individualism versus collectivism is defined as “the degree of interdependence a 

society maintains among its members” (Hofstede, 1984: 84). Saudi Arabia scores low 

in this dimension, with only 25 compared to the 89 achieved for the UK. This means 

that Saudi people are connected with each other within their society. Saudi people 

believe that they are a group rather than individuals. This indicates that Saudi people 

feel that as individuals they represent the whole of Saudi society, whereas the focus 

for UK citizens is their own individual achievement. In Saudi Arabia each person in a 

single group is seen as a representative of the whole group. In other words, a single 

person in Saudi society is a reflection of the whole group. Therefore, Saudi people are 

very concerned about being loyal to each other, and strong relationships between 

members of the whole society are their highest priority. Thus, the relationship 

between Saudi people is viewed as a long-term commitment. According to Hofstede 

(1980), the higher the IDV score, the more individualistic the society. People in an 

individualistic society look out for their closest family as well as for themselves but 

are not linked to any group members whatsoever. In other words, members of 

individualistic societies are closely bonded to their close relatives but not wider 

society. Loyalty in a collectivist society is key, and it is important to form successful 

relationships and bonds (Hofstede, 1980). In brief, Saudi people are more committed 

to other members of their society because they reflect each other.   

 

Masculinity versus femininity (MAS) is a dimension relating to the competitiveness 

of the society.  The higher the score the society gets, the more competitive it is.  In 

other words, a low score in this dimension reflects a society in which competition 
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between individuals is not seen as needed or important and personal values and caring 

for each other are more dominant cultural traits. Therefore, the higher the score, the 

more masculine the society is, and the lower the score, the more feminine it is. In this 

dimension, Saudi Arabia scores 60 which indicates that Saudi society is to some 

extent driven by competition, which is similar to that of the UK and therefore the 

higher the hierarchal level a person has, the more decisive he or she needs to be. This 

is one of the few parameters in which the two cultures are closely positioned. As such 

it shows some potential for being a bridging point between the two cultures. 

 

Uncertainty avoidance (UAI) deals with a society’s reaction to future ambiguity. In 

some societies not knowing the future makes members feel threatened and anxious. 

Saudi Arabia scored 80 in this dimension, indicating that Saudi Arabians do their best 

to avoid future ambiguity. In contrast to this people in the UK have less need of rules, 

guidelines and regulations in order to minimise future ambiguity. This difference in 

attitude reflects a key cultural separation between Saudi Arabians and people from the 

UK. Along with the more individualistic nature of denizens of the UK, this variation 

in UAI indicates the potential for how the use of language by someone from the UK 

would differ from the use of language by a Saudi Arabian. 

 

Long-term orientation (LTO) deals with future rewards. The Saudi score of 36 

suggests they have a strong respect for tradition and history and this is reflected in the 

way that society operates, and critically for this research, how education and teaching 

are managed.  Saudi Arabia’s score indicates that they have a focus on short-term 

orientation. This focus on tradition, maintaining the current social hierarchy and 

fulfilling your social obligations correlates with Saudi’s reults in the other parameters. 

As such it presents some potential difficulty in getting the culture of Saudi Arabia to 

welcome the new teaching methods being proposed in this study. 

 

The final score, which refers to indulgence, refers to how well those in society 

manage their desires and impulses (for example purchasing the latest technology, even 

if an upgrade is not required).  Saudi has a mid-range score that suggests that the 

society may be evolving to be closer to that of the UK, which has a high IND score. 

Although Saudi Arabia’s lower IND score also suggests that there is a greater balance 
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and control over impulses in their culture, something that is frequently seen in a 

collective society.  

 

In summary in regards to culture it can be seen that the Saudi culture is focused on 

tradition, rules and a strong hierarchy with achievements being focused on the good of 

society.  This should therefore be reflected in the teaching materials utilised in the 

classroom, whether they are traditional course books or more interactive technologies. 

What this leads to is the need to consider the teaching and learning materials being 

utilised in more depth.  

 

2.4.1 Language Learning Materials   

It has been indicated that anything that facilitates language learning can be called 

language learning material (Tomlinson, 2011). Tomlinson (2011) said: “Materials 

could obviously be videos, DVDs, emails, YouTube, dictionaries, readers, workbooks 

or photocopied exercises. They could also be newspapers, food packages, 

photographs, live talks by invited native speakers, instructions given by a teacher, 

tasks written on cards or discussions between learners. In other words, they can be 

anything which is deliberately used to increase the learners’ knowledge and/or 

experience of the language,” (P.1).  

  

The majority of the English language materials and textbooks that are provided to 

Saudi universities are designed and published in English speaking countries. These 

materials reflect the culture that they were published in, and this could represent a 

challenge since some of them do not comply with Islamic identity and culture. As 

such the cultural difference inherent in teaching methods adopted by the books could 

be an issue for both learners and teachers (Fareh, 2010). Conservative teachers may 

therefore find some of these designed materials; mainly the textbooks, challenging to 

teach as well as the students, who may be uncomfortable with them themselves. Some 

of the course textbooks contain Chapters and units that do not reflect Arabic and 

Islamic identity, and some do not comply with Islamic and University regulations. As 

a solution to this issue, some teachers skip these Chapters altogether, while others just 

read the title of the unit and explain to the students that this topic is not fit for the class 

or the course as a whole due to it not complying with Islamic regulations and Arabic 
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identity. By ignoring some of the information contained within the textbooks it is 

understandable that the students are not getting as full a description of the language 

they are learning as is available. In response to this issue in recent years there has 

been a move to incorporate more culturally appropriate textbooks and materials. One 

notable example being the FullBlast 4 series which is developed specifically for Saudi 

Arabia and is sanctioned and approved by the government (Golam, 2016).  This offers 

culturally appropriate lessons and referencing as part of the materials.  However, the 

work does not always offer interaction and still relies on the teacher centred approach. 

As such, while it is a positive step, it can be seen as insufficient in the context of 

contemporary language learning research. 

  

In order to deal with the challenges of the teaching materials, both teachers and L2 

learners may need to recognise cultural differences when learning or teaching the 

targeted language. It has been argued that it is the teacher’s responsibility to expose 

his/her students to such cultural differences as part of educating them on the language 

they are studying (Shemshadsara, 2012a). Teachers can expose students to the L2 

native environment and make them aware of the differences between the culture of the 

L2 and their own culture beyond the course book material in a number of ways. They 

can use photographs, posters and videos (Pulverness, 2003, 2004).  They can also use 

videos, which enable learners to listen to conversations between native speakers and 

see them react within such conversations. Thus, teachers in this situation act as 

intercultural mediators. Based on this researchers’ own pedagogical experience this is 

a particular thing to do in Saudi Arabia, as alluded to above, the position of some 

teachers is that it is inappropriate to teach students things that do not reflect the Arabic 

and Islamic culture as well as the Saudi  identity.  

  

One of the issues that teachers also need to consider is that while learning the culture 

of the targeted language can be beneficial to some L2 learners, others do not benefit 

(Shemshadsara, 2012a). As such, it is also important that teachers always consider the 

values of the learners in order to not demotivate them (Cakir, 2006). In this regard, 

Cakir (2006) suggests that prior to teaching the targeted language, teachers should 

break down such cultural differences. Therefore, culture should always be put into 

perspective (Gairns & Redmen, 1986,1993). To achieve this, teachers might try to 

‘localise’ the materials given to them, making them applicable to their students and 
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the cultural values of those students. Localisation is the process of taking a teaching 

method and tailoring it to the culture in which you are hoping to incept the new 

educational approach (Stambach, 2016). This is done in the hopes of making the 

material more palatable to the students, who are trying to familiarise themselves with 

something that can be jarringly foreign at times (Anastasiou & Schäler, 2010). It is 

important to examine whether such localising of teaching methods and/or materials 

affects the learning outcome, and this is an issue that is highly pertinent to this 

researcher’s work. In addition, material developers should keep in mind that the native 

language is learned along with the norms and attitudes of the society attached to said 

language (Shemshadsara, 2012b). Therefore, this also has an impact on the curricula 

and syllabi that are developed with cross-cultural materials as part of their content.   

 

2.4.2 Curriculum and Syllabus Design  

To design a solid curriculum, it is important to have a good grasp of what a 

curriculum is and to identify what it is expected to achieve. It is also necessary to 

know the difference between a 'curriculum' and a 'syllabus' and to understand how 

they work hand in hand. This was essential for this researcher when composing, 

creating, designing, implementing and delivering my own DGBLL teaching method, 

which is described in depth in Chapter 4. Whatever is taught or learned in a school is 

one of the simplest definitions of a curriculum (Kelly & Melograno, 2004), while a 

syllabus is simply seen as a structured map that outlines what learners should learn 

and what teachers should teach (Luke, Woods, & Weir, 2013; Woods, Luke, & Weir, 

2010).  However, for this research, a more detailed definition is necessary. Luke, 

Woods and Weir (2013) define curriculum as: “the sum total of resources - 

intellectual, and scientific, cognitive and linguistic, text book and adjunct resources 

and materials, official and unofficial - that are brought together for teaching and 

learning by teachers, students and in the best case community,”(P.10). On the other 

hand, some researchers see a syllabus as a guide to use when building a curriculum 

(Connelly, He, & Phillion, 2008), whilst other researchers believe that a syllabus is 

actually a curriculum in a written form that teachers can use as a tool in their teaching 

process (Schwartz, 2006). Regardless of structured definitions, it can be seen that 

ideally curricula and syllabuses work in a synchronous way to build the perfect tool or 
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guide for both teachers and learners.  However, at the same time neither should be so 

detailed that they restrict learning or teaching processes.   

  

They should not dictate the teaching methods, which should be left to the teacher’s 

own personal judgment (Fullan, 2008; Luke et al., 2013). In other words, the main 

reason for designing a curriculum is to professionally improve teachers while putting 

learners’ educational needs into perspective.  

  

Having learnt how both the curriculum and the syllabus work hand in hand with the 

desired teaching material to produce professional teachers, it is also important to 

understand how and what to consider when designing them. When planning a 

syllabus, L2 teachers need to consider the age of the learners and their interests since 

these should guide the choice of topics (McDonough & Shaw, 2012). Other factors 

that should also be considered are the L2 learners’ English proficiency and the type of 

methods they prefer to learn through (Long, 2005). These important factors should 

influence L2 teachers when choosing the appropriate materials and teaching methods 

for their learners as well as designing a curriculum and syllabus. All of these elements 

are internal to the learner. However, teachers also need to acknowledge external 

factors.   

  

These factors are out of the teacher’s hands, and thus they need to adapt and adjust 

their curricula accordingly. One of the key external factors in the Saudi context is the 

role of the English language in schools and in the country as a whole (McDonough & 

Shaw, 2012). As highlighted above, schools in Saudi Arabia recently established 

English as a compulsory subject in the curriculum whilst acknowledging that the 

national language in the country is Arabic. Thus schools in Saudi Arabia use Arabic 

as the medium of instruction. As a result, the students’ main goal is to pass their 

English course while not necessarily understanding the global benefits of that course 

(Ur Rahman & Alhaisoni, 2013) or achieving communicative competence. Another 

major factor that also needs to be addressed is the management of who makes the final 

decision regarding whether the designed curriculum is accepted or rejected 

(McDonough & Shaw, 2012). In Saudi Arabia, the highest authorities that dictate the 

general aims of English language teaching and learning are The Ministry of Education 

for public schools and the Ministry of Higher Education for colleges and universities. 
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According to the Ministry of Education, the main goal for English teaching in Saudi 

Arabia is that learners have a basic knowledge of the four major skills and are aware 

of their necessity in international interactions (Ur Rahman & Alhaisoni, 2013). 

Choosing applicable materials is also a concern when it comes to curriculum design 

and development. The choice of material, be it a textbook or educational technology, 

for teaching can have a direct effect on the teaching process (Hedge, 2001).  

 

Finally, in this section of the literature review, it is necessary to present the main 

methods used for data elicitation in this research.  Chapter 4 presents the methodology 

in greater detail but it can be noted here that various methods were assessed and in the 

end Action Research and a mixed methods approach were adopted. Action Research 

has been defined as: “the systematic collection and analysis of data relating to the 

improvement of some aspect of professional practice” (Wallace, 1998: 1), which 

adopts a reflective cycle composed of: “planning, acting, observing, and 

reflecting…and then re-planning, further implementation, observing and reflecting” 

(Cohen et al., 2011: 347). It is widely acknowledged by researchers that the key 

characteristics of Action Research lie in the fact that it is firstly conducted by 

practitioners, and secondly that it is utilised in the pursuit of improving the practise 

itself. (Cohen et al., 2011: 344; McNiff, 2002). The first characteristic determines the 

fact that the research project involved in Action Research is carried out by individuals 

who are not limited to being “outside researchers” (Nunan, 1992: 17) but who in fact 

themselves take part in the observed study. In this doctoral research, I was both the 

researcher and the teacher implementing a new teaching method using digital games 

as a language learning tool in the curriculum for the purpose of enhancing students’ 

SLA. I was also aiming to gain an insight into the students’ receptiveness to the 

contextually inaugural methods themselves. As a result, I was personally involved in 

the observed study. The second characteristic is specifically focussed around 

evaluating results, and identifying the issues that arose during the study of the 

practise, and in doing so aiming to learn more about the practise itself (McNiff & 

Whitehead, 2010). Some researchers also make the point that Action Research is 

collaborative in nature (Kemmis & McTaggart, 1988; Cohen et al., 2011). While there 

are several proponents of this theory, it is not one that has gained a complete 

consensus of support. Nunan (1992) explains that while collaboration is highly 

appropriate, it should not be a requisite; the aim of Action Research is not intrinsically 
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to conduct collaborative research, but rather practitioners who are not conducting 

collaborative research but are aiming to improve the practice they are engaged in may 

be considered as Action Researchers (see also Chapter 4). I conducted this doctoral 

study on my own as teacher and principal investigator. Within the context of this 

study Action Research was used to help elicit data regarding DGBLL, as such it is 

necessary to examine the use of this method with regard to CALL. 

 

Beatty (2003), who specialises in Action Research using CALL, suggests a three-

stage model which itself draws on McLean’s (1995) model. Similar to Action 

Research in a general educational environment, Beatty’s (2003) model comprises a 

planning phase (“conceptualization”), an acting phase (“implementation”), and a 

reflecting phase (“interpretation”). Beatty’s (2003) Action Research model is notably 

pertinent to this research as it focuses on not just the final outcomes of the practise, 

but it also investigates the learning process that obtained them. Furthermore, it leaves 

room for the researcher to prepare for and inspect unanticipated results, a freedom that 

is a useful and important aspect of successful Action Research. 

 

The mixed method approach to data gathering has been widely employed for many 

years now. This incorporates both quantitative and qualitative methods for eliciting 

relevant data for analysis. This research was undertaken with regard towards the five 

philosophical assumptions: ‘ontological’, ‘epistemological’, ‘axiological’, ‘rhetorical’ 

and ‘methodological’ (Creswell 2012). These assumptions are discussed in greater 

depth in Chapter 4. 

 

According to Rahman and Alhaisoni (2013), “Saudi Arabia is one of the few countries 

in the world which provides all the modern technologies in English language teaching 

classrooms. But, until or unless the teachers use it properly, teaching of English 

language cannot be fruitful. So, ensuring proper use of technology is very important,” 

(P.117). In other words, the educational system in Saudi Arabia acknowledges the 

importance of educational technology in improving L2 learner’s language proficiency 

but also recognises the reticence of teachers to fully incorporate it into the classroom. 

Therefore, it is important and relevant to this research to identify whether or not the 

implementation of modern technology while using modern teaching methods 
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improves the language skills of L2 learners as well as to assess the ability of L2 

learners to adapt to such changes should they be implemented.   

  

Having understood the importance of curriculum and syllabus design as well as 

choosing the right teaching materials in terms of producing better learning outcomes, 

the second stage of the literature review discusses in detail the importance of using 

modern resources, teaching methods and educational technology to improve L2 

learner’s language proficiency.   

 

2.5 Summary 

This literature review has discussed the place English language teaching has within 

the Saudi educational system and how and why it has been introduced. It went into 

detail about the important role education plays in Saudi Arabia, as well as its intrinsic 

link to the religion of the Kingdom. Given the power and relevancy the Islamic faith 

and its teachings have in Saudi Arabia, it affects almost every avenue of life in the 

country. This Chapter discussed how cultural identity and norms affect the teaching, 

teachers and students in Saudi Arabia. This was followed by a discussion on what to 

take into account when designing language teaching materials, curricula and 

syllabuses for students in countries where the target language is a foreign language. 

The crucial investigation of established research undertaken in this Chapter surrounds 

the role Islam plays in Saudi culture as it pertains to the objectives and actions of this 

research. It is the primary identifier for the vast majority of the people who live in 

Saudi Arabia, including all the participants involved in this study (see Chapter 4). As 

such this Chapter clarified the influence that both Islam, and the culture of the Saudi 

people had on the conduction of this research. This has laid the foundation for the 

second part of the literature review, which focuses on technology and its role in SLA 

and DGBLL in particular. 
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Chapter 3 – Literature Review II – Technology and Learning 

3.1 Introduction  

This second Literature Review Chapter concentrates on presenting some theoretical 

background on technology and learning. In particular, it explores obstacles to and 

acceptance of technology use and issues related to games and language learning with 

a main focus on using digital games for vocabulary acquisition. The notion of 

incorporating technology into learning, particularly in an EFL context is not a new 

phenomenon.  However, with the advent of the Internet and the rise in free apps, 

downloads and potential for interaction, it is increasingly recognised that there may be 

wider potential in a variety of cultural settings. Technology use has reached a near-

ubiquitous state and we cannot ignore its existence, this Chapter seeks to show a 

background to technology use and language acquisition with a focus on digital games 

as language learning tools. 

3.2 Language Teaching and Technology  

Language teachers and L2 learners can easily access ample educational resources 

through computer-assisted language learning (CALL). CALL first emerged in the 

early 1960s, but the benefits of CALL techniques and practices were more fully 

recognised and realised in the 1990s when the Internet evolved and became widely 

available, meaning that teachers and learners were able to access a wide range of 

resources easily (Boswood, 1997; Levy, 1997). This is a prime example of technology 

helping with the development of education. Learners are now able to explore language 

and learning in a more independent manner due to ready access to an array of learning 

materials. Learners are also encouraged to take risks by experimenting with language 

using different applications on their computers, smart phones and tablets, which may 

require both learners and teachers to have certain skills. It is important that both 

teachers and learners understand that the ability to use technology varies from one 

person to another. However, even with limited experience and knowledge these tools 

can still be implemented and used by most in a safe teaching environment.   

 

The Internet is now the foremost tool when it comes to locating and accessing 

different types of language resources, such as texts, videos, audios and games, which 
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can easily be integrated into a safe generic CALL teaching environment (Goodfellow, 

1993). According to the Internet World Stats (IWS) website internetworldstats.com 

the percentage of individuals with internet access in Saudi Arabia has risen from 0.9% 

of the population (n=200,000) in the year 2000 up to 64.7% (n=20,813,695) in the 

year 2016. In Chapters 5 and 6 of this thesis, this researcher reports similar findings of 

high technology use amongst the student respondents to his questionnaire. A number 

of studies have integrated technology into the L2 classroom to improve learner’s skills 

(Goodfellow, 1995). For example, Schcolnik and Heymans (1997) used digital 

magazines and newspapers to improve the reading skills of learners. Other studies 

have examined their value in areas such as grammar, vocabulary development and 

increasing student motivation (Mathew & Alidat, 2013; Alsied & Pathan, 2013; 

Razmi, Pourali & Nozad, 2014; Goodfellow & Powell 1994). It is important to test 

whether the implementation of modern tools in such a manner will raise any issues 

from a cultural or social perspective and indeed that is one of the aims of this 

research. The majority of published studies have focused on the integration of 

technology into classrooms in non-conservative societies. This research aims to see if 

such resources are acceptable and can be successfully integrated into a conservative 

society, such as that of Saudi Arabia.  

 

It is hard to underestimate the importance of digital technology in people’s daily lives.  

This can easily be seen on any university campus today. The majority of students, 

teachers and other staff members on campus nowadays are using mobile and portable 

devices, such as laptops, mobile phones, smartphones and tablets. Most own and use 

more than one of these devices. Today, students, teachers and staff members on 

campus can be seen tapping on their mobiles, silently texting or even emailing, or 

engaged in a voice or video conversation. Mobile or portable devices have been a key 

aspect of students’ lives for some time now. Indeed, smartphones had already 

outnumbered computers by 2011 (Alto, 2012). Students have easily adapted to using 

this modern technology on a daily basis, and thanks to telecommunication and the 

Internet it has made their lives much easier. Given the popularity of modern 

technology, researchers have been keen to use it in the educational system, especially 

for teaching purposes.  
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An extensive range of computer, smartphone and tablet programs as well as software 

applications that can be repurposed are now used to improve and reinforce learners’ 

major study skills. To name a few that are now used within the teaching environment, 

Microsoft Word is used to develop learners’ writing skills (Boswood, 1997), Microsoft 

Powerpoint slides are used to improve speaking skills and applications such as 

Twitter, Facebook, BlackBerry Messenger (BBM) and WhatsApp are all put to use in 

the modern language classroom (Godwin-Jones, 2011). Other applications are also 

employed by both learners and teachers, for example the electronic ‘dictionary’ or the 

‘thesaurus’, which are used as tools to expand students’ vocabularies, and electronic 

editing applications, which students can use to edit and revise their worksheets, 

collaborating in groups of two or more. Some researchers have suggested that learning 

assisted by mobile technology (M-learning) has a high potential to help L2 learners 

since it exposes them to the target language as well as being a form of ubiquitous 

learning, and research evidence has been provided to support these claims (Norbrook 

& Scott, 2003; Thornton & Houser, 2004, 2005). Indeed, with the assistance of mobile 

technology, L2 learners can learn at anytime, anywhere once provided with the right 

materials.   

  

Whilst recognising the benefits of using technology to develop students’ language 

skills, it is important to acknowledge that there are some drawbacks to the use of 

technology for both teachers and learners. The implementation of digital technology 

in environments with established teaching and learning patterns could be problematic 

and affect the students’ progress.  

 

3.2.1 Issues and Attitudes to the Use of Technology in the EFL Classroom 

In many institutions, there is a plethora of modern teaching resources that can be used 

to improve learning and teaching. However, not all teachers are open to the idea of 

integrating these tools into their teaching environment and are reluctant to change 

their teaching approaches (Marcinkiewicz, 1994; Prensky, 2007; Barr, 2004; Barr & 

Gillespie, 2002), and many have been slow to integrate these tools into their teaching, 

regardless of their development (Kramarski & Michalsky, 2015; Swan & Mitrani, 

1993). Some researchers have investigated the use of teaching methods that employ 

modern educational technology, such as using digital games, specifically asking what 
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actually motivates both learners and teachers to use them or avoid them (Gee, 2004, 

Prensky, 2001, 2003, 2006).  

 

Many teachers do understand the importance of incorporating modern teaching tools 

into their teaching plans and making them part of the teaching curriculum (Dupagne 

& Krendl, 1992). However, unfortunately, there are obstacles, both external and 

internal, that prevent both learners and teachers from using modern tools in their 

teaching and learning. Examples of external obstacles are: lack of time, limited 

experience using modern technology, insufficient training and support (Ertmer, 1999) 

as well as cultural influences (Al-Alwani, 2005; Al-Gahtani, Hubona, & Wang, 2007). 

Examples of internal obstacles are: being unable to accept change, negative personal 

beliefs about teaching and learning using modern technology (Al-Alwani, 2005; 

Ringstaff & Kelley, 2002), lack of confidence and negative experiences of using 

modern teaching tools (Ely, 1990).  

 

3.2.1.1 External Obstacles  

Teachers and learners need to be encouraged to use technology resources from the 

elementary school level (see Marcinkiewicz, 1994) up to 3rd level university 

environments (see Barr, 2004). One way of doing this is to provide them with the 

necessary training (Albirini, 2006; Sadik, 2008; Schrum, 1999). Whilst training 

courses are one way teachers might learn how to use new technology, they may also 

teach themselves, attend conferences and workshops or learn from colleagues. Both 

teachers and learners need to make an effort to learn the required skills and be 

prepared to invest some time as well. According to an important study, two of the 

biggest problems that teachers face are a lack of time and in-service training to learn 

how to use these modern technology resources due to large class numbers and a lack 

of assistance (Brand, 1998; Collinson & Cook, 2001; Prensky, 2007). However, there 

are no guarantees that teachers and learners will use technology resources even when 

these external obstacles are removed and they are given the required training and 

modern teaching and learning tools (Marcinkiewicz, 1994; Prensky, 2007).  
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3.2.1.2 Internal Obstacles   

It is important that both learners and teachers know how to use modern technology 

resources. They can learn how to do this on their own or with the assistance of a 

specialist (Dusick, 1998). Some specific internal obstacles that prevent both learners 

and teachers from using modern technology resources are as follows: not accepting 

new changes, anxiety, uncertainty and personal and cultural beliefs (Al-Alwani, 2005; 

Albirini, 2006).  

 

To successfully use modern technology resources, both teachers and learners need to 

observe successful use of these technologies. They also need some encouragement 

when attending courses or tutorials. According to Marcinkiewicz (1994), those with 

low self-competence need to use technology as much as possible to become more 

competent and they need to be given opportunities to develop the ability to use 

technology resources successfully. He suggests that the more technology resources 

individuals use, the more encouraged they are to use them and that in order for 

teachers to implement these technology resources, they need to spend more time and 

make more effort learning how to use them. Unfortunately, even if they do, there is no 

guarantee that they will integrate technology into their teaching method.  

 

In depth research on the willingness of both learners and teachers to change when it 

comes to using new technological tools has been carried out, and researchers believe 

that there is a strong connection between the effect of technology on learners and the 

willingness of teachers to change (Baylor & Ritchie, 2002; Selim, 2007). It is thought 

that teachers who are more open to change in their teaching environment are more 

innovative when it comes to applying new teaching methods and using modern 

teaching tools. The manner in which teachers use these technological tools is 

important. Modern teaching tools will not improve learning on their own but can 

certainly be important when integrated with modern teaching and learning methods, 

depending on the way they are integrated.  

 

Therefore, it is important to understand that there is a strong relationship between 

teachers’ experience with technology and their own self-competence and beliefs when 

using technology in their teaching (Albion, 1999).  This is referred to as the levels of 

technology acceptance of an individual teacher or student.  
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3.3 Technology Acceptance 

The Unified Theory of Acceptance and Use of Technology (UTAUT) relates to 

people’s acceptance and use of all types of technology (Venkatesh, Morris, Davis, & 

Davis, 2003). This theory has been tested in a number of Western countries, societies 

and cultures, where people are reportedly open-minded and willing to accept using 

new innovations and technologies (Al-Gahtani et al, 2007). Other cultures might have 

a different level of acceptance when it comes to using new technology as well as 

different reactions to it.  

 

It has been suggested that the cultural beliefs of Arabs have a huge impact on their 

acceptance of new technology and that their social and cultural norms greatly affect 

their willingness to adapt to this technology and implement it into their daily lives 

(Loch, Straub, & Kamel, 2003). However, the high adoption of social media and 

purchase of mobile phones in Saudi Arabia in particular can be seen in the following 

figures:  58% of the population own a mobile phone, and of these 80% own 

smartphones according to a recent GS Main Intelligence report (2015).  According to 

Nielsen (2014), nearly 67% of Saudi mobile phone users are over 16 years old. The 

percentage of ownership amongst the young is reportedly even higher, with 73% of 

owners being under 15 years old. These trends indicate that future students will be 

more familiar with using technology in their daily lives and they, presumably, will 

have developed certain preconceptions and expectations of said technology. As such, 

it may be presumed to a certain extent that students who are comfortable and familiar 

with technology pervading their everyday life will be more receptive to its 

implementation in the classroom. While there is no way to know for certain given the 

unique cultural situation, the continued propagation of technology in societies world 

wide, especially with the younger generations, is an indicator of the integral role 

modern technology plays, and could continue to play in the future, in society 

(Degennaro, 2008). This underlines again the potential value that exists in 

incorporating technology into EFL classrooms in the country. Given the potential 

these new technologies have for improving the standard of learning, combined with 

their clear proliferation throughout the younger members of the society, it is feasible 

that the inception of digital based language learning will receive an enthusiastic 
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welcome in their respective teaching environments. However, there remain some 

issues regarding culture and its impact on teaching practices.  

 

Reviewing the role of culture in Saudi Arabia and evaluating this against the cultural 

facets of Saudi society and teaching practices in the country have indicated that there 

is a potential to ‘localise’ and adapt certain technologies and teaching methods 

(Anastasiou & Schäler, 2010) and possibly how they can be implemented.  However, 

this requires an understanding and evaluation of the process of using technology in the 

EFL classroom, which is now considered in the following section.  

  

3.4 Games and Learning  

The current generation of school and university pupils has grown up with information 

and communication technology (ICT). Nowadays, learners connect to and 

communicate with each other digitally on a daily basis using modern technology 

tools, such as computers, laptops, mobile phones, smartphones and tablets, all of 

which can be connected to the Internet. Using these efficient modern technology tools 

students can easily collaborate and interact with each other, via either texting, 

emailing or face-to-face video communication, and they can also easily exchange data 

(Jenkins, Klopfer, Squire, & Tan, 2003). Learners also enjoy using new technology 

because it satisfies their need to learn through collaborating with others, get fast 

responses and interact socially with each other (Oblinger & Oblinger, 2005). 

Therefore, it is no surprise that introducing video games, computer games or digital 

games to learners is now much easier than it used to be and that these games may be 

considered more efficient than traditional teaching methods (Gee, 2003, 2004, 2007a). 

Learning through playing games has been seen as representing a natural evolving 

approach to learning rather than learning in a traditional classroom environment 

(Aldrich, 2009; Cornillie, et al, 2012).  According to Aldrich (2009), all intelligent 

species, human beings and animals, learn through playing games. The earliest 

discovery of humans playing games was before 2000 BC (Mandziuk, 2010) and play 

contributes to social bonding in all societies through various developmental stages. 

 

The main purpose of playing digital games, as inferred from their design and 

marketing, is seen as being to have fun. The new generation of learners, believed to 
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have ‘digital wisdom’, are usually motivated to continue playing a digital game by the 

positive immediate feedback and interaction that the game has the potential to give 

them (Prensky, 2001 and 2011). One of the reasons for making this claim is that 

players have the right to make choices within the game and suffer the consequences if 

they make the wrong choice. As human beings, we are always curious as to what will 

happen if we do a certain thing and what the results will be after a certain choice has 

been made. Of course, it must be accepted that not all learners would be willing 

gamers, nor carry a positive attitude to employing games in their learning (Cornillie et 

al, 2012), However, games may enable learners to satisfy their curiosity by allowing 

them to experiment with new things, and the desire to see what they have achieved 

also helps to keep them motivated (Peterson, 2010). In other words, for the learners to 

win a game, they need to find the right solution. When they do find the correct 

solution to winning, they will remember what is required from them for a long period 

of time because they are motivated and emotionally connected to the game (Ebner & 

Holzinger, 2007). 

 

Gee (2007) has presented us with 36 learning principles related to video games (which 

are also readily accessible from the website: http://edurate.wikidot.com/the-36-

learning-principles). From the 36 principles, there are many which carry some degree 

of relevance to this research. However, the researcher selected 10 of them with 

particular pertinence to this researcher’s study. They are the following: 

1. Active, Critical Learning Principle.  [Learners/gamers develop critical thinking 

skills] 

2. “Psychosocial Moratorium” Principle. [Learners/gamers can take risks with no 

affiliation to real-world consequences]. 

3. Affinity Group Principle [Learners/gamers tend to bond when collaborating 

and playing together]. 

4. Self-Knowledge Principle. [Learners/gamers learn about themselves] 

5. Achievement Principle. [Learners/gamers obtain a sense of achievement] 

6. Practice Principle. [Learners/gamers spend lots of time on the task at hand] 

7. Discovery Principle. [Learners/gamers have the opportunities to make new 

discoveries] 

8. Cultural Models about the World Principle. [Learners/gamers come to 

consciously reflect upon their cultural models within the real world] 
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9. Cultural Models about Learning Principle. [Learners/gamers come to 

consciously reflect upon their cultural models within the real world as 

learners] 

10. Insider Principle [Learners/gamers are not only consumers because they can 

customise their learning practice as they see fit]. 

 

The principles mentioned above did provide some motivation for this researcher in 

carrying out his study in Saudi Arabia, especially where references are made to the 

cultural aspects and sensitivities.  These 10 relevant principles helped to build many 

of his ideas in choosing the appropriate game materials in conjunction with Hofstede’s 

(1980, 2001) cultural dimensions (see section 4.6.2). 

 

A game should have certain characteristics to make it a good, enjoyable and 

successful game that people can play. These characteristics are primarily fantasy, 

challenge and curiosity (Malone, 1980). In a classroom environment, learners need 

to be challenged which aims to keep them motivated. The more motivated students 

are in the classroom, the closer they arrive at achieving their goals, eventually 

resulting in positive outcomes, for example improved communicative competence 

and increased vocabulary and overall language knowledge. Therefore, there exists an 

understandable potential to expose a new generation of learners to new methods of 

teaching that they find intriguing and enjoyable as a way of keeping them motivated 

in the classroom.   

 

The main reason for integrating digital games into a safe teaching environment 

therefore is to keep students motivated. This does not mean that the teacher’s role is 

diminished. Instead, games can be used as a tool to improve the learning process. 

Prensky (2003) believes that when learners are motivated, they cannot be stopped. 

Unfortunately, the new generation of learners are still being predominantly educated 

using traditional methods of teaching, using paper based materials (Beck & Wade, 

2006; Klopfer, 2008; Prensky, 2001). In a traditional teaching environment students 

may thus feel bored, alienated and lack motivation (Hellerman, 2008) due to playing 

a passive role, learning from their teachers and attending lecturers in which they use 

their notebooks to write comments, notes, questions and thoughts. The outcome of 

their work is revealed to them via the results from their mid-term exams and finals. 



 

46 
 

In other words, the current generation of learners lacks a sense of motivation and a 

personal achievement from the established forms of teaching, which has the 

tendency to place the weight of motivating their students on the personal style and 

technique of the teacher as opposed to academic goals, (Guilloteaux & Dörnyei, 

2008) such as communicative competence.  At the same time, teachers cannot be 

sure that their students are actually actively engaged in the learning process in or out 

of the classroom. However, when it comes to game based learning, students must 

actually take an active role, due to the intrinsic nature of gameplay. They choose to 

play the game, and for each choice they make in the game, they get immediate 

results and see the consequences of their choices.   

 

Understanding learners’ educational needs may help teachers improve their teaching 

methods. Most learners today play digital games more than previous generations, 

and most of them use computers or other devices (Beck & Wade, 2006). Therefore, 

this generation of learners is very different from the previous one. Their positive 

attitude towards digital games and their motivation for engaging with the technology 

that delivers the games can easily be recognised amongst those who play the digital 

games themselves. As evidence of the popularity of digital games in parts of Saudi 

communities in 2016 Saudi Arabia was the 21st most lucrative video game 

marketplace in the world, with an approximated sales revenue (in US dollars) of 

501,793,000 (Newzoo, 2016). Unfortunately, there is little co-ordination between 

student’s interests in school and their interests in video games in many parts of the 

world. This tends to be born out of a lack of engagement and motivation on the part 

of the student with regard to the less interactive elements of education (Yazzie-

Mintz, 2007). Teachers strive to get their students to be as enthusiastic in the 

classroom when learning as they are when playing digital games.  

 

Teachers would like their students to look for information, be active, challenged and 

always feel interested (Prensky, 2001). It has been estimated that young people will 

have played digital games for 10,000 hours by the time they reach the age of 21 

(Prensky, 2003). According to Prensky (2003), what attracts a lot of learners to 

playing games is not the type of game nor the subject but what they can learn from 

the game. Therefore, it makes a lot of sense to combine digital games with teaching 

and learning. It is important to put this speculation to the test in a Saudi context, 
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taking into consideration cultural norms as highlighted in the Hofstede (2016) scores 

and evaluation of the Saudi education system. Different fields, such as aviation 

training and medicine, are now using DGBL as a better alternative to traditional 

teaching (Chowdhary, 2008), highlighting their value as an instructional tool. It has 

been suggested that by using DGBL learners are able to learn new skills in a safe and 

controlled environment (Chowdhary, 2010). In addition, learners using digital games 

have complete control over their own learning progress. According to Chowdhary 

(2010), one of the greatest advantages of using digital games as a learning tool is that 

learners do not realise that they are actually learning something, in other words, this 

is incidental and effective learning in practice. 

 

This digital era has changed learners’ ways of learning. Therefore, it is important to 

also re-examine teachers’ approaches when teaching. According to some researchers, 

such as Prensky (2001), the neuroplasticity in the brains of the new generation of 

‘digital natives’ is developing differently from those of earlier generations and thus 

they function differently than those of the previous generation and are easily able to 

cope with the new technologies that they spend so much time using and exploring. 

Prensky (2001) has been criticised subsequently for this imposed and somewhat 

erroneous dichotomy (see Benini, 2015) and has recognised this over-generalisation. 

Prensky (2009) has since then reformulated his original ideas and prefers to speak 

about the ‘digital wisdom’ of younger learners. They appear to be much quicker 

when it comes to making decisions, and they are also very good at multitasking 

(Green & Bavelier, 2003). They see life in a slightly different way to previous 

generations since they grew up using technology, which is currently so embedded in 

their lives. This does not necessarily mean they are ‘tech savvy’ with deep computer 

programming skills, for instance, but rather they are ‘tech comfy’; they know how to 

use technologies and more particularly apps and they are comfortable with using 

them, but they may not have reached a level whereby they can use it for effective 

and successful learning (Dudeney & Hockly, 2016). 

 

When it comes to GBL, the majority of researchers usually focus on the learners’ 

engagement with games and their motivation for using them (Ebner & Holzinger, 

2007). This is due to the primary aim of refining and reflecting the methods of GBL 

itself, as opposed to its reception by certain cultures. Despite this, culture remains an 
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invasive variable and as such it almost inevitably exerts a degree of influence over 

GBL (Gee, 2007). According to some researchers, when learners begin to play a 

game that they are interested in, they become completely focused on the game. They 

will feel challenged to achieve their goals while trying to reach new ones, try to 

overcome their failures and continuously ask more of themselves (see, for example 

the ‘linguistic-pedagogical attributes of mini-games’ and the ‘game attributes of 

mini-games’ listed by Cornillie & Desmet, 2016, pp.436-7). They may feel 

completely isolated from the real world, playing for a long period of time non-stop, 

unaware of their surroundings and losing track of time (Beck & Wade, 2006; 

Prensky, 2007). At this stage, players start to feel that they are leaving the real world 

and entering the digital world of gaming. So, it is no surprise that some researchers 

believe that a virtual environment is a safe one for learning (Beauvois, 1992; Hudson 

& Bruckman, 2002; Rankin, Gold, & Gooch, 2006).   

  

Most studies on GBL have been performed in societies that are open to changes. The 

issue of cultural acceptance of digital games in conservative societies, such as Saudi 

Arabia, has not been addressed. This is true at the time of writing this thesis and 

follows extensive research article searches. As previously mentioned in this Chapter, 

whilst games are seen as a type of teaching material and can be localised to fit 

certain classrooms, whether such learning and teaching methods are acceptable in 

conservative societies is unclear and remains for the most part, untested. The cultural 

challenges facing this research are addressed extensively in Chapters 2 & 4. Culture 

is a defining aspect of this research, but it is not the only one. Ultimately culture only 

determines a part of the effectiveness of new teaching methods, the success of 

educational methodologies are determined by a number of other factors, primarily 

among them, the individuals being educated themselves.  

  

When individuals are engaged in digital game play, they may be in a state of ‘flow’.  

‘Flow’ is when a person is completely emerged in an activity and totally absorbed by 

the task given to him or her while enjoying what he or she is doing 

(Csikszentmihalyi, 1990). People in this state feel that what they are doing is 

worthwhile even if they do not have a goal to reach because they are having fun 

(Nakamura & Csikszentmihalyi, 2014). Flow theory is a combination of challenges 

and the skills needed to face these challenges. It has been suggested that for people 
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to experience ‘flow’, they need to be challenged (Csikszentmihalyi, 1997). 

Therefore, a good game could help learners reach a level of ‘flow’ experience.  

 

It is no surprise that every teacher’s wish is to have continually motivated learners, 

especially when they are learning a new language. Therefore, understanding the 

effect that ‘flow’ might have on learners could be a key factor in identifying how to 

motivate them, especially when it comes to giving specific and detailed instructions 

(Watson, 2007). The easiest way to describe motivated learners is as deeply focused 

and highly enthusiastic individuals engaged in a specific activity. When learners are 

motivated, they will enjoy what they do and it can easily be seen that they are 

interested in it (Garris, Ahlers, & Driskell, 2002). Learners are prompted to learn by 

themselves and kept motivated by seven individual factors: being in control, 

unrestricted imagination, the feeling of being challenged, being acknowledged and 

accepted, being in a competitive atmosphere, always being interested and the desire 

to know and collaborate with others (Malone & Lepper, 1987). Games can also help 

to trigger a number of these factors (Garris et al., 2002; Prensky, 2001). 

 

According to Csikszentmihalyi (1997), in order to obtain the full experience of 

‘flow’, three elements must work together simultaneously:  interest, concentration 

and enjoyment. Once teachers have an understanding of flow, they are able to choose 

appropriate challenges for their students to help them enhance and improve their 

skills. According to Nakamura and Csikszentmihalyi (2014), choosing the 

appropriate challenge could actually help in nurturing students’ mental growth 

because as soon as learners master certain challenges their skill level starts to rise. 

Therefore, they look for more comprehensive challenges that match their newly 

developed skills.  

 

It has further been suggested that using GBL as a teaching approach can actually 

lead to learners mixing fantasy with reality (Schwabe & Göth, 2005). This may 

provide learners with a learning experience that is highly motivating. Researchers 

rigorously debate the ability of the game itself to help learners improve regardless of 

the role that motivation plays (Hays, 2005; Mitchell & Savill-Smith, 2004). 

Nevertheless, some researchers do believe that learning via the use of games can 

actually help to prepare learners for real life situations (Chowdhary, 2009).   
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Due to the differing views researchers have regarding GBL as a teaching tool, it has 

never been so important to investigate the effectiveness of these tools than it is 

today. Therefore, an in-depth investigation into the effectiveness of language 

learning through games is discussed in the following section of this Chapter.  

 

3.4.1 Games and Language Learning  

As reported by Gee (2003, 2004, 2007a), the use of games as an educational tool has 

been widely criticised. Digital games have been viewed as merely a tool for personal 

enjoyment with no educational value. Others believe the total opposite and view 

digital games as an effective instrument for learning (Aldrich, 2009; Gee, 2003, 

2004, 2007a; Green & Bavelier, 2003; Prensky, 2003, 2006; Rankin et al., 2006). 

According to some researchers, digital games can be an effective tool used to 

improve learners’ L2 skills since they mimic real life situations, thus enhancing the 

learning experience (Rankin et al., 2006). They argue that this occurs because texts 

are displayed on the screen during a game, and the meaning of words can easily be 

understood due to the visual context of the game, which eventually helps learners 

with their vocabulary acquisition. In order to play successfully a game full of 

enjoyment, learners need to learn the language used for the game. Therefore, it is no 

surprise that games can successfully provide learners with a good environment for 

language learning. Some researchers have also established that digital games help all 

levels of language learners, beginners, intermediate and advanced, in all settings, 

school, college and university, to acquire language (Gee, 2003, 2004).   

  

Researchers have tested the use of Massive Multiplayer Online Role Playing Games 

(MMORPGs) on L2 learners and concluded that these games have a great positive 

potential in terms of improving outcomes in L2 learning development (Peterson, 

2010; Thorne, Black, & Sykes, 2009). In MMORPGs all of the players are required 

to communicate and collaborate with each other in order to succeed in the game and 

advance to the next level. Researchers have explored the potential of these 

collaborations amongst players and found that it is a necessity for players to learn the 

targeted language in order for them to succeed and advance in the game (Gee, 

2007b). Thus, digital games are beneficial for learners since they provide them with 
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authentic contexts at the right time through dialogues, written or spoken, giving them 

immediate feedback and direct results regarding their achievements. According to 

Peterson (2010), a digital game improves learners’ L2 due to the direct interaction 

between learners and native speakers of the target language. Language learners are 

encouraged to participate in cultural practices that are related to the target language 

they are learning (Krashen, 1981, 2003). Thus, any digital, computer or video game 

that provides and combines motivation, direct feedback and native speakers of the 

target language can improve learners’ SLA.   

  

Digital games have been proven to be a successful tool for language acquisition (see, 

for example, Cornillie, 2012), this researcher will move on to focus on another key 

aspect of DGBLL, which is vocabulary acquisition in a game-based context.  

 

3.4.2 Game Based Vocabulary Acquisition   

Vocabulary is seen as impacting on all four of the language skills: writing, reading, 

listening and speaking. As such, a wide and extensive vocabulary in a target 

language is often perceived as being the key to learning, understanding and 

communicating in any language. For this to be successful, learners need to acquire 

words then understand how to put them in the right order to make correct and 

comprehensible sentences. In other words, they have to understand how to use these 

words in their correct grammatical form. Therefore, it is important to test and 

evaluate L2 learners’ vocabulary size in the targeted language, English, and the 

impact it has on their language proficiency. In other words, without having access to 

a basic vocabulary, learners will find it extremely difficult to develop in all the skills 

(Bahadorfar, 2013). According to researchers, EFL learners must have a basic 

vocabulary of 5000 English words in order to understand normal English texts 

(Laufer, 1997; Nation & Nation 1990). Given that the base level of vocabulary 

required is so high, it is apparent that a thorough knowledge and understanding of 

these words is key to the success of EFL learners (O’Dell, 1997). When students lack 

the requisite vocabulary to participate, or even understand, a conversation or 

comprehension in their L2 despite a concentrated effort to do so it can be 

discouraging, and even in some cases disengaging. Initial research indicated that 

95% coverage of the known items in a written text was required for a student to be 
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able successful when trying to read text written in their L2. (Laufer, 1989) This was 

later raised this percentage to 98% in a study that sought to deeper examine Laufer’s 

results (Hu & Nation, 2000). In terms of understanding a conversation the expected 

required levels of understanding drop somewhat to 90% for a learner to comfortably 

be able to follow the conversation they are engaged in. Though the figure would 

fluctuate somewhat based on the formality of the conversation (Adolph’s & Schmidt, 

2004) All of this research highlights the crucial role vocabulary acquisition plays in 

being able to understand and implement a second language in both reading, and 

verbal contexts. 

 

Numerous studies have suggested that high school students in Saudi Arabia only 

have a vocabulary of approximately 1,000 English words when they graduate (Al-

Bogami, 1995; Al-Hazemi, 1993; Alsaif & Milton, 2012). A vocabulary test was 

conducted on high school graduates using X_lex (Meara & Milton, 2003), and the 

results revealed that the average score was 890 words (Alsaif & Milton, 2012). 

Another vocabulary test, focused on the 2,000 English words provided by the 

Ministry of Education in Saudi Arabia (MoED), was also conducted on high school 

graduates. The average score in this test was a disappointing 340 words (Alsaif & 

Milton, 2012). These scores are relatively low for high school graduates since they 

have been studying and taking English classes for over 6 years (Al-Haq & Smadi, 

1996; Al-Seghayer, 2005). These results show that Saudi students learn only 1 word 

per hour. In other words, students learn 1 word per English class they take. These 

rates of learning have also been reported in other studies (Laufer & Ravenhorst-

Kalovski, 2010; Milton, 2009).  

 

Saudi teachers of English usually ask students to memorise English words and texts 

before the midterm and final exams (Elyas, 2008). This basically is testing students’ 

memory skills rather than their English skills. For EFL learners, the need to 

memorise new words can be challenging, but recalling these new words can be even 

more daunting. To help the students remember the new words, they have to notice 

them when reading, writing, speaking and listening, and they also have to continue to 

practice these new words (Hulstijn & Laufer, 2001). Therefore, learners will start to 

automatically retrieve what they have learned with enough practice and exposure 

(Genesee, 2000).  
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Achieving successful communicative competence may be seen as one of the aims of 

language learners. But what might still interfere with EFL students’ progress in 

learning English vocabulary is that class time is limited. So, teachers have to make 

difficult choices due to time limitations and minimal opportunities to communicate 

with their students using the target language, English, in order to promote it. So, it is 

the EFL learner’s responsibility to study words and learn them by him/herself in or 

out of the classroom in order to increase his/her vocabulary size (Sanaoui, 1995).   

 

A near-unlimited and vast amount of resources can be used to increase L2 learners’ 

English vocabulary, and these resources are easy to find. Such resources are the 

World Wide Web, English music, English movies, video, computer and digital 

games, etc. However, this does not mean that L2 learners are exposing themselves to 

these resources and using them correctly. According to Alsaif and Milton (2012), the 

only resource that students in Saudi Arabia use in order to be exposed to the target 

language and thus gain the required vocabulary is their English text books that have 

been provided to them by the Ministry of Education (MoED).   

 

A large body of research claims that an English language text book is not necessary 

to provide L2 learners with the necessary vocabulary to be able to actively engage in 

a conversation in English. One study suggests that a small amount of vocabulary is 

learned through direct instruction teaching (Harris & Snow, 2004), whilst another 

piece of research suggests that L2 learners gain their SLVA incidentally through oral 

input (Ellis, 1994). Some researchers have also suggested that vocabulary text books 

should be abandoned (Meddings & Thornbury, 2001). The driving denominator of 

these propositions is that there are effective alternatives to expanding a vocabulary 

outside of relying on textbooks. One of the crucial influencers of this idea is the use 

of incedental language learning to help build vocabulary as it matches the way we 

learn our first language. Specifically through experience and input as opposed to the 

more direct instruction provided by textbooks (Krashen, 1989) from Given this, it is 

necessary to identify other alternatives in order for learners to increase their 

vocabulary as well as expose them to the target language, English.  
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A number of studies has shown that playing digital games promotes L2 proficiency 

(Peterson, 2012; Sundqvist, 2011). Other studies have been more specific and 

suggest that playing digital games actually helps improve learners’ vocabulary 

acquisition and, therefore, see digital games as a useful tool (Persson, 2011; 

Sundqvist, 2013).  Mobile devices and digital games have the potential to play a 

major role in promoting language learning, and this research aims to explore this 

area. Combining GBLL with M-learning could help increase learners’ opportunities 

to acquire the target language. When it comes to using this new method of teaching 

and learning in Saudi Arabia, DGBLL, cultural barriers and boundaries may be an 

issue. However, it will be argued in Chapters 6 & 7 that the use of digital games in 

teaching and learning makes these barriers and boundaries less significant. This 

research also aims to explore and validate this belief.  

 

In the specific context of games for improving vocabulary, there are a wide range of 

these games available.  All are based on what Siemens (2005) indicates is a 

connectivist approach to learning.  This is based on 8 principles:  

 

 

1. Learning and knowledge rests in diversity of opinions. 

2. Learning is a process of connecting. 

3. Learning may reside in non-human appliances. 

4. Capacity to know more is more critical than what is currently known. 

5. Nurturing and maintaining connections is needed for continual learning. 

6. Ability to see connections between fields, ideas, and concepts is a core skill. 

7. Accurate, up-to-date knowledge is the aim of all connectivist learning. 

8. Decision-making is a learning process.  What we know today may change 

tomorrow. The right decision today may be the wrong decision tomorrow. 

 

In an EFL / Vocabulary acquisition context, what this means is that students can 

utilise game based online applications to learn and practice new vocabulary through 

engaging in interactive activities that allow them to see and use the vocabulary in a 

natural context rather than in isolated lists.  What is important is that traditional 

theories and approaches should not be replaced but rather augmented by the use of 

technology (Alm, 2009).   This does not however mean that traditional theories of 
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language learning do not have a place.  Rather, as Alm (2009) notes that knowledge is 

achieved through active engagement with the language content and coupled with 

support and advice from the teacher.  At the same time teachers can work with these 

games and programmes to add new dimensions and structures to their class activities, 

reinforcing rather than replacing teaching practices.  The table below illustrates three 

free web-based apps that can be used to extend and encourage vocabulary knowledge.  

 
Table 3.1 - Web Apps for Improving EFL Speaking Skills and lexical Improvement 

App Name Description 
FluentU 
(free app) 

The programme takes real world videos (music, commercials, cartoons 
and talks) and sorts them by skill level and contains built in lessons with 
questions and answers such as multi-media flash cards and fill in the 
blanks exercises.  Students can watch their favourite programmes in 
English.  The value is that not only are the students gaining access to 
native English examples but their understanding of English culture is also 
increasing.  Students can add words to their own vocabulary lists, based 
on annotations in the videos and search options to see how new 
vocabulary is used in other videos.  With interactive captions and in-
context definitions posted on screen, students can learn at their own pace. 

Duolingo 
(free app) 

Videos are presented to the viewer and there is an integration of 
conversation, vocabulary, speaking and listening skills.  After each 
section the user is tested and given indications of where they are doing 
well, and where more practice is required.  From a speaking perspective 
this allows students to test their pronunciation and speaking skills in 
private or in the classroom in an interactive way.  

Speak 
English  
(free app) 

In this app, the student can listen to recordings of English speakers talking 
about a range of topics, these may be job interviews, customer service or 
even reviews of films.  After listening to it as many times as they wish to, 
the student then records themselves repeating the conversations or phrase.  
A comparison is then made between the student’s speech and that of the 
native speaker which can support understanding and development of 
speaking skills.  

 

These are educationally focused apps.  However, other games, not necessarily those 

designed primarily for educational use can also be valuable and it is these which this 

research is focused on.  Seeing vocabulary learnt from traditional processes used in a 

contextually relevant, interesting and engaging way can thus support the 

development of the students’ own ability to manipulate and generalise what they 

have learnt in the classroom and thus leads to improved communicative competence.  
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3.5 Summary   

This section of the literature review began by introducing the ways in which CALL 

can be used for both teaching and learning purposes. This section considered the 

obstacles that both teachers and learners face when implementing technology in 

teaching and learning. The literature review also highlighted most of the challenges 

that Saudi teachers face when teaching an L2. The final section gave notion to GBL 

and primarily focused on how games can be utilised to promote SLVA.    

 

This research focuses on implementing digital technology in the teaching and learning 

of an L2, and thus the literature review has referred to a large number of studies that 

have investigated the impact of DGBLL teaching methods on motivation and 

engagement. However, none, to this researcher’s knowledge has explored cultural 

barriers and boundaries when implementing such new methods in a culturally 

sensitive country that is Saudi Arabia. Hence, this research aims to explore this area. 

The following Chapter 4 will describe and report the methods of inquiry used to do 

this as well as what was considered when employing and adopting these methods in 

order to achieve accurate results. 
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 Chapter 4 – Research Methodology  

4.1 Introduction  

This Chapter describes the mixed methods and Action Research approach that the 

researcher employed in order to address the main research questions as revealed 

earlier in Chapter 1. In addition, Chapter 4 describes the development of the actual 

course plan and how it was delivered and tested by the participants in the study.  

Finally, it provides information on the detailed course plan used and how it informs 

the development of the proposed DGBLL teaching method. This specifically 

addresses Research Question number 5, as stated in Chapter 1. 

  

The first part of the Chapter covers the theoretical underpinnings of the research 

decisions made at the various stages of the study’s design and conduct before 

providing the specific detail of the work undertaken.   The Chapter commences by 

explaining the five philosophical theories that characterise both qualitative and 

quantitative models. It is also important to note that this study is based on a mixed 

methods approach, whereby both qualitative and quantitative models are combined.  

  

The second section justifies the reason for implementing both the DGBLL delivery 

and teaching method and Action Research and explains how the participants were 

chosen. It is also important to note that due to the researcher taking part in this study 

as the lecturer and the main examiner, issues regarding this research's ethicality had 

been considered and these are indicated and highlighted for clarity.  This section also 

portrays the use of the DGBLL method and its relevance to the research questions. 

The second part also explains and verifies the reasons for utilising both a control 

(traditionally taught) and an experimental (digital game taught) group. It goes on to 

present the rationale behind choosing particular digital games for the experimental 

group. Also described is the detailed curriculum used for the experimental group and 

lists the terminology used to interact with the participants in both groups.  

   

The third section of this Chapter gives some brief information about Saudi 

Universities, in particular Imam University, as relevant to the choice and adoption of 

the appropriate methodology to use in such a research setting. This section also lists 

a number of data collection methods that were employed in order to obtain extensive 
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and reliable information. Such an elicitation method included the use of: a pre-test, a 

post-test, a voice recorded group interview, a questionnaire and a classroom 

observation. Finally, this section presents a detailed description of the type of games 

used in the experimental group because this is the key element of the research and 

the original catalyst in driving the research questions. All subsequent data emanated 

from this source.   

 

4.2 Methods of Inquiry   

This section focuses on the various methods of inquiry that this research refers to: 

discussing the quantitative or rationalistic model, the qualitative or naturalistic model 

and the mixed methods model, which is a combination of both models. To begin 

with, the relationship between each of these models and the techniques is described 

by identifying the most credible models, and the five philosophical assumptions that 

guide them are also identified (Schwandt, 2007). In addition to what has been said 

previously, the researcher also explains the reasons behind his decision to combine 

both qualitative and quantitative models with an emphasis on qualitative analysis in 

order to illustrate the participants’ very subjective perspective of their experience 

using digital games to improve their SLVA and on quantitative analysis to highlight 

the results more objectively.  

 

4.2.1 Quantitative vs. Qualitative  

A noticeable distinction between qualitative methodology and quantitative 

methodology is the kind of information that is gathered for purposes of analysis. 

Scientists often describe quantitative data as ‘numeric data’ and qualitative data as 

‘non-numeric’ data in the form of words (Schwandt, 2007). Having said that, this 

perspective is often viewed as being too basic (Rolfe, 2006) and extra divergences 

have been introduced to represent other differences between the two methods of 

inquiry. Researchers have recognised five features or philosophical assumptions that 

are still acknowledged to this day, and they are: ‘ontology’, ‘epistemology’, 

‘axiology’, ‘rhetoric’ and ‘methodology’ (Creswell, 1998; Creswell, 2012). 
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4.2.1.1 The Five Philosophical Assumptions  

The five philosophical assumptions offer recommendations to researchers on how to 

carry out their study: “researchers approach their studies with a certain paradigm or 

worldview, a basic set of beliefs or assumptions that guide their inquiries” (Creswell, 

1998: 74). These assumptions are centred on the characteristics of the ‘knowable’ 

truth (ontological feature), the connection between the researcher and the one being 

investigated (epistemological feature), the element of value (axiological feature), 

analysis terminology (rhetorical feature) and how knowledge is gathered by the 

researcher (methodological feature), (Cresswell, 1998; Lincoln & Guba, 1985; 

Lincoln, Lynham, & Guba, 2011).  

 

4.2.1.1.1 The Characteristics of Truth (Ontological Feature)  

The quantitative model depends on positivism (Sale, Lohfeld, & Brazil, 2002), 

according to which real truth is derived solely from an individual’s psychological 

design (Schwandt, 2001). According to Schwandt (2001): “There is an independently 

existing world of subjective reality that has a determinate nature that can be 

discovered” (p.176). On the other hand, the qualitative model depends on 

interpretivism (Sale et al., 2002) and constructivism (Guba & Lincoln, 1994).  

   

Qualitative researchers consider truth to be the product of individual psychological 

design as a result of understanding the public world: people comprehend reality 

through a pair of conceptual glasses that are shaded in accordance with their previous 

values and experiences (Holt, 2002). As a result, several realities could exist (Leedy & 

Ormrod, 2005). In brief, reality is created or very subjective because it is seen through 

our personal perspectives (Wallace, 1998). Therefore, effective analysis requires 

researchers to get mentally close to the investigated members or elements in order to 

comprehend their perspectives. This can be carried out through thorough observation 

for an extended period, for example, engaging in the subject’s lifestyle as in 

anthropology or researching classroom methods as in Action Research. It should be 

noted here that this researcher employed an ongoing classroom observation technieqe 

which aloowed him to note any pedagogical or technical difficulties that the 

participants would encounter for immediate response and resoloution (see also 

Chapter 5, 6 & 7). 
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4.2.1.1.2 The Connection Between the Researcher and the Investigated 

(Epistemological Feature)  

At this level, quantitative researchers maintain remoteness from those being 

investigated, whilst qualitative researchers make an effort to stay close to their 

participants. Quantitative researchers attempt to understand the real world through 

observation, trying to stay distant from their subjects to prevent disturbance (Guba, 

1990; Guba & Lincoln, 1994). However, qualitative researchers typically work 

together with their participants and spend time with them in the field. In other words, 

qualitative researchers become ‘insiders’. In short, qualitative researchers try to 

reduce the distance between themselves and the people being investigated (Lincoln & 

Guba, 1986).  

 

4.2.1.1.3 The Element of Value (Axiological Feature)  

In the quantitative model, researchers believe that reality can be assessed objectively. 

Therefore, they do not interfere with the data that has been collected or let their 

personal values affect the analysis process. It should be noted here that this complete 

objectivity is considered to be an appropriate concept in the rationalistic tradition of 

enquiry. On the other hand, qualitative tendencies are recognised as being present, and 

people may be affected by the experience of being investigated. It is, therefore, the 

responsibility of the researcher to reduce this impact by trying to be as discreet as 

possible (Creswell, 2012).  

 

4.2.1.1.4 Analysis Terminology (Rhetorical Feature)  

Quantitative and qualitative researchers usually review their results using various 

scenarios and procedures as a result of using different ontological, epistemological, 

and axiological techniques. In an attempt to be objective during the data collection 

period, quantitative researchers are more likely to be formal, whilst qualitative 

researchers may use informal terminology, such as the first-person pronoun (Creswell, 

2012). Also, compared with quantitative researchers, it is not uncommon for 

qualitative researchers to make use of new terminology to identify styles or describe 
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new frameworks based on the suggestions and phenomena that have been presented to 

them during the research. For example, ‘generalisability’ and ‘internal validity’ are 

quantitative terms which would not arise in qualitative studies; qualitative 

terminology, such as ‘conformability’ or ‘credibility’ may be preferred as an 

alternative (Sale et al., 2002).  

 

4.2.1.1.5 Data Gathering (Methodological Feature)  

In the quantitative model, the methods used to collect the required data are chosen to 

retain neutrality. On the other hand, the qualitative way of collecting the required data 

aims to catch numerous facts. To be more specific, the quantitative method is 

deductive and the outcome that it generates can be modified into numerical data, 

which can be analysed statistically, whereas the qualitative method, in contrast, is 

inductive and builds theories that are seen as narratives (Leedy & Ormrod, 2005). It is 

also important to note that quantitative researchers put emphasis on a previously 

chosen method to be followed and then examine any speculations or theories (Becker, 

1996). On the other hand, qualitative researchers are more versatile in their approach 

because they may concentrate on inquiries that require replies to answers. In other 

words, they start with questions, continue with their studies and then present their new 

theories or validate prior ones. Finally, analysing quantitative data generates results 

which may be seen as statistically generalisable, while analysing qualitative data may 

result in theories that are seen as purely theoretical (Creswell, 2013).  

 

4.2.1.2 The Importance of Mixed Methods  

As mentioned previously, the difference between quantitative and qualitative study is 

highlighted by an understanding that both paradigms are portrayed as being the most 

credible styles. Guba (1990:19) stated: “paradigms are human constructions, and 

hence subject to all the errors and foibles that inevitably accompany human 

endeavours”. Additionally, the notion of two distinct research methods may be 

outworn (Becker, 1996; Pavlidou, 2011) as the methods have been “interbreeding” 

(Pavlidou, 2011: 92), allowing for the birth of mixed methods.  According to Wallace 

(1998), quantitative data can expose elements of qualitative results that were not 

apparent before, and: “there need [be] no real opposition or contradiction between the 
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two approaches" (p.38). This perspective is also emphasised in more recent articles 

(Cohen, Manion, & Morrison, 2011; Denzin, 2008; Gorard & Smith, 2006; Johnson & 

Onwuegbuzie, 2004), which point out that mixed methods research is needed now 

more than ever. Thus, the ‘paradigm wars’ that have separated researchers who swore 

by either one or the other should be ended (Gage, 1989).   

  

After understanding the need to use a mixed method approach, a choice had to be 

made as to which methods were most appropriate for the different parts and purposes 

of this research. Since this research is unique in terms of the culture in which it was 

conducted, the researcher had to adopt a number of methods to test students SLVA 

and check their acceptance of the DGBLL teaching method. An undertaking that was 

conducted in the context of students using resources that were relatively new to them 

since they were more accustomed to a traditional (paper and pencil) teaching method. 

The main focus is on the students’ vocabulary acquisition when using quantitative 

methods, while evaluating their reaction to and acceptance of DGBLL requires the use 

of qualitative methods. Therefore, a mix method approach is needed.   

  

This research began with a set of questions to be answered in a questionnaire format 

and tried to comprehend the participants’ views on the use of the DGBLL teaching 

method and obtaining an in-depth knowledge of their opinions on this teaching 

technique. Some of the main concerns of this doctorate research are: to identify which 

digital games are the most effective and the most suitable for improving learners’ 

vocabulary acquisition, how learners respond to and interact with said digital games, 

what encourages and motivates learners when using digital games for vocabulary 

acquisition and what can be learned from this research into the nature and 

practicalities of DGBLL.  

 

4.2.2 The Qualitative Research Methodology  

Since the decision was made to primarily adopt a qualitative research methodology, it 

was essential to take notice of and adhere to the requirements of this tradition in order 

to perform a reliable research study. Four requirements have been recognised by 

researchers (Lincoln and Guba, 1985; Seale, 2002) to ensure quality standards of 

quantitative research which will in turn inform our qualitative approach:  
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1. Truth value: How can one establish confidence in the ‘truth’ of the findings of 

a particular inquiry for the subjects (respondents) and the legitimacy of the 

context in which the inquiry was carried out?  

  

2. Applicability: How can one determine the extent to which the findings of a 

particular inquiry have applicability in other contexts or with other subjects 

(respondents)?  

  

3. Consistency: How can one determine whether the findings of an inquiry would 

be repeated if the inquiry were replicated with the same (or similar) subjects 

(respondents) in the same (or similar) context?  

  

4. Neutrality: How can one establish the degree to which the findings of an 

inquiry are determined by the subjects (respondents) and conditions of the 

inquiry and not by the biases, motivations, interests, or perspectives of the 

inquirer?  

  

 Seale (2002: 104) 

  

In reaction to these quantitative research standards, similar phrases more appropriate 

to qualitative research have been proposed. ‘Credibility’ is recommended as a 

substitute for the phrase ‘truth value’, and ‘transferability’ is used as an alternative to 

‘applicability’. ‘Dependability’ is the third requirement, and the fourth qualitative 

standard is ‘conformability’ (Lincoln and Guba, 1985). These standards do more than 

merely improve qualitative research; they establish the rules for conducting a study 

that is strong and reliable. Reliability and credibility can be obtained in a variety of 

ways, one of which is through: “a prolonged engagement in the field and persistent 

observation” (Seale, 2002: 314). While agreeing with Seal’s (2002) point, it is 

reasonable to question the consistency of the findings when applied to language 

learning since learners evolve in terms of language development.  As a result, this 

could be an issue for this research’s credibility regarding learners SLVA. Taking into 

account learner’s language development and in order to overcome such an issue, at 
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the end of this research project a semi-structured voice recorded group interview was 

conducted, which will be explained in more detail later in this Chapter. Another way 

is by being familiar with the surroundings in which the research is performed over an 

identified time frame. We can say with some empirical certainty that, when data is 

gathered over an extended time, the practitioner is: “in a better position to distinguish 

situational perceptions from more constituent trends” (Cohen et al., 2000: 139).   

  

For this research project, the duration of participation in this area of study was a full 

academic semester, 12 weeks, in a second language learning classroom at a Saudi 

University. The researcher was part of this research project as he was interacting, 

directing and teaching with the L2 learners, as a result of his position in the classroom 

he had an excellent opportunity to carefully observe his subjects’ interaction with the 

digital games being played.  

 

4.3 Constructing the Appropriate Method for the Given Environment. 

This section shows the design of the research method used to collect the required data, 

which eventually structured this study, drawing in particular from Action Research 

(McNiff, 2013) with its emphasis on learning processes and problem-solving elements 

(Patton, 2002). Indeed, this also strongly informs the design and implementation of 

the lesson plan, curriculum and materials that were needed in this study, as will be 

seen later in this Chapter. This section also explains the reasons for using: a control 

and an experimental group, the strategies needed to sample both groups, the issues 

raised by being both the primary researcher and the lecturer for both groups and the 

necessity to use the students’ first language (Arabic) in the questionnaire to gather the 

required data from the experimental group.  

 

As previously mentioned in the literature review, rote learning (see Skinner, 1957 and 

for a critique see Ellis, 1994 pp.299-300) is the dominant teaching and learning 

method in Saudi Arabia, as described by Yamani, (2000) and later confirmed by 

Smith & Abouammoh (2013). Indeed, rote learning has a high prevalence of practice 

in all levels of Saudi education, from schools to universities as a whole (Elyas & 

Picard, 2010). Thus, using a new method of learning such as DGBLL, that learners are 

not used to might be correctly presumed to be challenging and have a negative impact 
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on them. As first revealed in the literature review (Chapter 2), Action Research, was 

chosen because it appeared to be the most effective and appropriate for this 

researcher’s pedagogical approach and research ecology. Action Research is a widely 

known method used by teachers to observe their students and identify what issues 

they face and problems they encounter in their learning regimes. It aims to solve these 

problems by collecting data through continued observation, problem-solving 

techniques (testing, in our case), and interviews, inter alia (McNiff, 2013).  

In the following section, and before mapping the procedures to the Action Research 

framework, it is necessary to provide a more detailed picture of the conservative 

research environment in which the study was conducted. 

 

4.3.1 Saudi University in which the study took place: Background and Process  

The main focus of this research is on Saudi male students in the College of English 

and Translation at Imam University in Saudi Arabia. Before Saudi students can enter 

the College of English and Translation at Imam University, they need to take an 

English placement test. This test was specially designed for this college to test 

students’ English proficiency. Students take grammar, vocabulary, writing, reading 

and listening tests. They are then given a score out of 100. Students who score 59 or 

below are immediately disqualified from entering the English and Translation College 

and are asked to apply to a different college. Students who score 80 or above are 

automatically allowed to enter the English and Translation College, and become an 

English senior student. Students who score between 60 and 79 have to take an English 

proficiency course. This course takes place twice a year and lasts for a full Saudi 

University semester, about fourteen to sixteen weeks, excluding holidays. This was 

the course in which this researcher’s study took place. In actual fact, the researcher 

was given two groups at the same level from a total of nine groups, for teaching and 

research purposes. Taking this course does not entitle students to enter the English 

College, and they still need to take the English placement test again after they finish 

their English course. At that point, they have to score 80 or above in order to enter the 

College of English and Translation. In other words, students who score 80 or above on 

their first or second placement test, earn a place at the College of English and 

Translation.  
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The College of English and Translation at Imam University has designed a course to 

teach learners English subjects, which draws heavily upon generic CALL materials, 

e.g. such as, Microsoft Word. Generic CALL materials are represented and taught in 

English in order to promote L2 learners acquisition of English. Every week, learners 

have twenty hours of traditional pen-and-paper based English courses as well as two 

hours of generic CALL use. The English courses or subjects that these students need 

to take are: grammar, reading, listening, speaking and vocabulary. The main goal of 

this course is to develop L2 students’ English language competence and qualify them 

to enter the College of English and Translation. It also aims to help Saudi learners 

understand how to use computers to develop their English language skills. This shows 

that universities in Saudi Arabia are adopting new teaching and learning methods 

using various new technologies. This makes Saudi learners suitable candidates for this 

type of research project which goes beyond the simple adaptation and integration of 

generic CALL programmes.  

 

Acknowledging the importance of the proficiency course for both students and the 

English college, this research focuses on L2 students’ vocabulary acquisition using the 

DGBLL method and their reaction to this teaching approach. As mentioned earlier in 

the Chapter, Action Research (McNiff, 2013), whereby the researcher is actively 

involved in the delivery of the course teaching whilst at the same time also conducting 

the research project, has been suggested as a suitable and effective model for this type 

of study.  

 

4.4 Specific Methodology and Mapping the Procedures 

The research method applied in this study began with the researcher designing the 

entire course plan. The researcher chose the materials and digital games and then 

designed a syllabus which will be explained in more details later in this Chapter. In 

order to understand whether learners’ vocabulary knowledge improved or not, or was 

in any way negatively impacted upon, two types of tests were employed with two 

groups of subjects: a vocabulary pre-test and a vocabulary post-test. To verify if 

DGBLL had a positive or indeed a negative effect on Saudi learners SLVA, the results 

of the vocabulary tests were compared (see Chapter 5 and 6 for presentation and later 

analysis of the results).  
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It should be noted at this point that this researcher is a lecturer at the university (Imam 

University) since 2007 with over 8 years of teaching experience where this research 

was conducted. This allowed him access to the participants at Imam University. Due 

to the nature of this radical new teaching method (DGBLL), the researcher had to ask 

for personal favours from the Dean of the College of English and Translation to 

employ this method. He had to ensure that whatever teaching methods were employed 

complied with both Islamic and Imam University regualtions. As part of the 

agreement with the university the researcher has to assume all acountability in the 

event of his research overstepping the established parameters of the university. The 

method, curricula and materials used for DGBLL will be discussed in detail later in 

this Chapter. 

 

To gain an in-depth understanding of Saudi learners’ reaction to the DGBLL teaching 

method, a digital survey questionnaire using Google Form was used as well as a semi-

structured voice recorded group interview as will be seen later in this Chapter.  

 

4.4.1 The Subjects  

The subjects in this study were all 3rd level male Saudi students studying English at 

the college of English and Translation in Imam Mohamed Bin Saud University in 

Saudi Arabia.  They were identified as preparatory year students (PYPs).  The college 

assigned a number of classrooms (9) for the PYP students for the first semester of the 

year 2014. The researcher was assigned with 2 groups for his research project. The 

researcher then chose one group for experimental research and one group for control. 

It can be stated due to the College of English and Translation entry requirements that 

all the participants were at a relatively similar level in terms of language proficiency. 

Each of the classes were limited to a maximum size of between 20 to 30 students.  

With these initial participants identified, there were two groups in separate 

classrooms: an experimental group and a control group. The control group was taught 

using traditional teaching methods, using paper-based materials, such as text books 

and dictionaries. In keeping with standard teaching practice the teacher/researcher was 

at the centre of the teaching process, where he acted as the primary source of the 

student’s information. On the other hand, the experimental group used the DGBLL 

teaching method, were the teacher/researcher role is an observer and the participants 
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are in control of their classroom using portable devices, such as mobiles, smartphones 

and tablets as a medium for learning. 

 

4.4.1.1 The Control Group  

Since rote learning is the most common teaching method in Saudi Arabia (Fareh, 

2010), this group was taught using paper based materials. As previously explained in 

the literature review, in Saudi Arabia the teacher is the centre of the classroom and the 

teaching environment (Fareh, 2010). As a result, learners are the receivers of the 

information given to them by the teacher. In other words, the teaching environment is 

teacher-centred and the students’ role is generally considered to be secondary. Thus, 

learners in the control group needed to follow a structured curriculum that was 

designed by the College of English and Translation. The course curriculum as well as 

the syllabus were handed to them in their first vocabulary class. The teacher explained 

in detail what these students needed to do in order to pass this course. They were also 

given detailed instructions about the design of their course book and what type of 

subjects they should expect to take and finish by the end of the semester.  As part of 

their course, they were also given weekly assignments. Having understood what was 

expected from the control group, it is also important to understand what was expected 

from the experimental group, and the following section explains this in detail.  

 

4.4.1.2 The Experimental Group  

Students in the experimental group used specifically chosen digital games (these 

games and the reasons for their inclusion are described in detail later in this Chapter) 

for vocabulary learning while using their personal mobile devices, such as tablets and 

smartphones, as the medium for learning. As a result of the students bringing their 

own devices (BYOD) to the classroom, training to use mobile devices was not 

necessary.  

 

The materials for this group were specifically designed by the researcher, as were the 

curriculum and the games chosen, ensuring that all of the materials, games and 

curriculum were well suited to and fitted to the Saudi Islamic culture as well as 

remaining compliant with Saudi and Imam University regulations. In order to achieve 
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that, the curriculum and syllabus were formulated and designed based upon a 

thorough understanding of the Saudi culture (Hofstede, 1980, 2001). In addition, this 

researcher spent many days and hours playing the final list of games to ensure that the 

lexical items presented in the games covered the same lexical items as were needed to 

be studied and acquired in the vocabulary text book assigned by the college of English 

and Translation. At the start of the first semester, the students were given the designed 

materials as well as the curriculum. What they should expect and what they might 

gain from the course was explained verbally to them and written down in detail (see 

Appendix 1).  

 

As previously mentioned in Chapter 3, for the purpose of this research it was 

important to familiarise the students with this new teaching method without forcing it 

upon them. So, they were all given a chance to explore the chosen games in and out of 

the classroom. This was done on the first week before the actual course started. It is 

also important to note that all the participants were handed a consent form explaining 

the purpose of this research and asking their permission to be the test subjects for this 

research. All of the students agreed to participate in the research in full compliance 

with the University of Limerick (UL) ethics committee guidelines (see Appendix 1).   

After acknowledging what to expect from both groups, it is pertinent to explain in 

detail the materials chosen for both groups and what was considered when they were 

chosen.  

 

The number of students in each group depended on the physical capacity of the 

classroom provided by the university. The control group was taught a number of new 

words chosen from the textbook that is part of their course curriculum. The control 

group was taught in a normal and traditional classroom environment, where the 

teacher teaches the required words and the students memorise, define and take notes 

on these new words. Typically, it followed the classic PPP method of Presentation-

Practice-Production, where much drilling-and-practice with materials occurred in 

class (for further information on the PPP method, see Bax, 2003; Richards & Rodgers, 

2014). The experimental group was taught the same new words through a DGBLL 

teaching approach using modern portable devices. The same teacher taught both 

groups of students in order to minimise any potential impact on the results due to 

different teaching styles. When it came to the students' vocabulary knowledge, their 
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level of English capability and their English educational background was considered 

equal based on the results of the admission test that was given to them by the College 

of English and Translation. The test checks if the applying student’s English 

proficiency is fit to study at the college, following Imam University policy. The 

subjects are Saudi males because Saudi universities do not have mixed gender classes, 

which is one of the policies provided by the Ministry of Higher Education.  

 

4.5 Study Procedure  

As mentioned earlier, the duration of the first academic semester for PYPs in Saudi 

Arabia is 14 weeks. The first week is usually an introductory week. Students during 

this week start to adapt themselves to a new atmosphere of teaching and are given 

tours around the university campus to be familiarized with its facilities. Teaching 

starts from week 1 to week 12. The final two weeks (week 13 and 14), represent a 

transition period during which students receive their test results and prepare for the 

next stage of their college programme.   

The procedure used in this experiment required a number of steps to obtain the most 

accurate results possible. The first step was conducted during the first week with both 

groups having a vocabulary pre-test, followed by a twelve week vocabulary course for 

each group, both experimental and control. On the tenth week, both groups had a 

vocabulary post-test. According to the curricula (see Table 4.1 and 4.2) week 10 is the 

mid-term exam. So, both groups had to take the pre- and post- vocabulary tests during 

that week. The results of the pre- and post-tests are presented in the next Chapter. 

After these tests and in order to understand the cultural issues’ that the experimental 

group faced and how they managed to deal with them, a digital survey questionnaire 

was sent to them using Google Form. To gain more insight, the experimental group 

partook in a voice recorded group interview.  The words selected for the tests can be 

found in the Appendices and were taken directly from the chosen games for the 

experimental group and also from the book originally assigned by Imam University 

and used with the control group.  As mentioned earlier, to ensure validity the 

researcher played all the games to confirm that the words in the game were also 

identifiable in the book.  The number of words assigned from the various book 

Chapters totalled 687, however this large number could not be managed within the 

timeframe for the work and thus a total of 30 words were randomly selected for each 
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of the pre- and post-tests, delivering a final total of 60 lexical items for the study, all 

of which can be found in the Appendices.   

 

4.5.1 Pre-Test  

Both of the groups were asked to take a vocabulary pre-test. Both groups were given 

the same amount of time to finish the tests, and they had to take it and finish it in a 

classroom under the supervision of a teacher. The students were given multiple 

questions to answer. These questions focused on words that were suitable for both 

groups as they could be found in both the selected free digital games and the English 

vocabulary course textbook.  

 

4.5.2 Course Plan  

Based upon the curriculum (see Table 4.1 and 4.2), the traditionally taught control 

group studied two to three units a week. On the other hand, for the experimental group 

that was taught using digital games, the first week was an introductory and 

exploratory week. In this week learners started to play the games suggested by the 

researcher in order to adapt themselves to this method of learning, individually or in 

groups, in or outside of the classroom. This also helped students to understand how to 

get the words they needed from the game in order to play the game successfully. In 

the first two weeks, the teacher helped the students and guided them if necessary. The 

teacher also observed this group and how they were coping with this teaching method. 

During the third and fourth week, the students played the presented game freely. The 

lesson was mainly student driven. In other words, they were in control. The teacher's 

role in the third and fourth week was to observe the students’ development and 

interactions when using digital games as a tool for learning new words and to be sure 

that they were on the right track.  The teacher also helped the students when asked so 

that they did not misunderstand the meaning and usage of these words. In order that 

the students learned the target vocabulary, this procedure was followed: 

  

1. The teacher started by presenting the Saudi students with a detailed course 

plan that was designed by the researcher specifically for the experimental 

group. This course plan contained a syllabus, the materials and score sheets 
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amongst other items. The rationale behind this course plan was to afford equal 

opportunities for all the students to potentially acquire as many lexical items 

as possible 

  

2. A number of activities were given to the participants in the experimental 

group. These activities were designed in order for the researcher to observe the 

participant’s progress during the entire course. Each student was asked to fill 

in a score sheet for each game they played. It was intended that this activity 

would help the students to be more active in class and make progress. The 

students could use any dictionary they pleased, digital or paper, as well as ask 

their peers to find the meaning of some of the new words mentioned in the 

game. 

 

4.5.3 Post-test  

The most important thing before the vocabulary post-test was that the teacher had to 

cover all the targeted words found in both experimental and control group materials. 

Both groups were given a vocabulary post-test during week 10 of the course. It is 

important to note that the structure of the vocabulary post-test is similar to the 

vocabulary pre-test but with a different set of words.   

 

4.5.4 Digital Survey Questionnaire  

After the vocabulary post-test, papers were gathered from both the control and 

experimental groups, the experimental group were asked to fill in a digital survey 

questionnaire that was done using Google Form. Since this is a digital questionnaire a 

web link to the survey 

(https://docs.google.com/forms/d/e/1FAIpQLSchbhwQFHx00nerg97VFo6zPqLTKC

DSNn0v9_3u6edjjPgRxg/viewform?usp=send_form) was sent to them via email and 

mobile text messages. This survey was designed in order to evaluate the effectiveness 

of using digital games combined with modern technologies as a tool for teaching and 

learning new words. The students could also give their own opinions on using digital 

games combined with modern technology as a tool for teaching as well as describe the 

issues that they faced while using the DGBLL teaching and learning method. To 

https://docs.google.com/forms/d/e/1FAIpQLSchbhwQFHx00nerg97VFo6zPqLTKCDSNn0v9_3u6edjjPgRxg/viewform?usp=send_form
https://docs.google.com/forms/d/e/1FAIpQLSchbhwQFHx00nerg97VFo6zPqLTKCDSNn0v9_3u6edjjPgRxg/viewform?usp=send_form
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ensure that the students gave their own opinion and expressed it freely, they did not 

write their names on the survey questionnaire in order to remain anonymous (more 

will be discussed in details later in this Chapter).  

 

4.6 The Design of the Material and Curriculum  

Having gained an understanding of how both groups were taught, it is important to be 

aware of the materials that were used to teach them. The traditionally taught control 

group used the second edition elementary level of a book called English Vocabulary 

in Use by Michael McCarthy and Felicity O'Dell (see Appendix 2). This book was 

used by the College of English and Translation at Imam University to enhance the 

students’ vocabulary knowledge. On the other hand, the DGBLL experimental group 

used a different type of material which was specifically designed to be as close as 

possible to the control group’s material in order to be able to make an authentic 

comparison between the vocabulary acquisition of both groups. To be more specific, 

according to the control group’s material and curriculum, the students needed to gain 

687 basic English vocabulary words through the course during the semester. Thus, the 

designed curriculum and the materials chosen for the experimental group needed to 

contain a similar number and type of words as the control group in order to make a 

justifiable comparison. A sample of these lexical items can be seen below in (Sample  

4.1), and for a full list of the lexical items see Appendix 3.   
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Sample 4.1 - Vocabulary List for Control and Experimental Groups 

Meaning A Meani
ng 

B Meani
ng 

C Meani
ng 

D 

  About  
Absolutely  
Action  

Actually  
Address  
Age  
Agree  
Alarm- 
clock  
Alcohol  
Americanfo
otball Angry  

Anyway  
Apple  
Apple pie  
Arm  
Armchair  
Around 
Art  

Aspirin  
Asthma  
Aunt  
Average 
looking  
  

  Baby  
Back  
Badmint
on  

Bag  
Baker  
Ball 
ballgame  
Banana 
bank 
clerk 
bar  

baseball  
basement 
basin  

basketba
ll  
bathroo
m  
Be 
beans  

Beard  
Beautif
ul  

Beauty  
Bed  

Bedroo
m  

Bedside  
Beer  
Belt  
Bill  
Bin  
Biology 
Birth  
Birthday  

Bless 
you  

Blonde  
Blood 
Blue  

Board  
Board 
pen  

Board   
Body  

  Café 
Call 

Call after 
Call back 
Camera 

Champaign 
Cancer 

Car 
Carpet 

Carrier bag 
carrot 
Carry 
Cash 

Cash desk 
Cassette 

CD 
CD-ROM 
Chair 

Change 
Chat 

Check out 
Cheers 

Chemist 
Chemistry 
Cheque 
Chest 

Children 
Chips 

Chocolate 
Cholera 
Chopsticks 
Cinema 
Clean 
Close 
Closed 
Cloth 
Coach 

Coach tour 
Coat 
Code 

Coffee 
Colour 
Comb 
Come 

Computer 
Congratulati

  Dark  
Date  
Daughter  
Dead  
Death  
Degree  
Delicious  
Dentist 
Desk  
Dessert  
Die  
Diet  
Dinner  
Direction  
Dishwas
her  
Divorced  
Do  
Doctor  
Double 
room  
Downloa
d  
Downstai
rs  
Drawers  
Drawing 
pin  
Dress  
Dressing 
table  
Dry  
DVD  
DVD 
player  
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Book  
Bookshe
lf  
Booksh
op  

Boots  
Boring  
Born  
Bowl  
Box  
Brain  
Bread  

Breakfa
st  

Bride  
Bridegro
om  
Brother  
Brown  
Burger  

Butche
r By  
By  
bus By 
car  

By fairy  
By 
plain 
By train  

  

ons 
Cook 

Cooker 
Cooking 

Cost 
Could 
Course 
Court 

Cousin 
Credit card 

Cup 
Cupboard 

Currency 
Curry 

Curtain 
 

 

The following section will explain in detail the materials and curriculum used for both 

groups and show how reliable and valid these materials were for this research.   

 

4.6.1 Control Group: Materials and Curriculum  

This group was taught in a traditional manner using the previously mentioned 

vocabulary book. This book contains sixty units. Each unit has different subjects and 

various titles followed by a number of exercises. According to the curriculum, only 

the first thirty units were chosen for this group, skipping unit 24 ‘Music and Musical 

Instruments’ since it does not comply with either the Islamic culture or the University 

Regulations (see Table 4.1). As mentioned in the literature review, in order to 

'localise' (Anastasiou & Schäler, 2010) this book for our particular needs and 
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purposes, the faculty and the teacher had to adapt it by designing a curriculum that 

broke neither Islamic nor university rules.   

 

In the first week, which was an introductory week, the teacher/researcher introduced 

the name of the book and handed out the curriculum to the students. He then 

explained to them in detail what to expect from a vocabulary class. The same week, 

the students started to take their first actual vocabulary class. Each week the students 

were expected to complete three units. On their 10th week, the students were expected 

to finish twenty-three units. Thus, they fully revised all of these units, and this was 

followed by a mid-term test on week 10, which is the vocabulary post-test in this 

research. 

   

Table 4.1 - Control Group Curriculum 

TEACHING PLAN DATE WEEKS 

1) Introducing Teacher and Name of Book. 
2) Giving out the curriculum and explain it 

to students.  
3) Vocabulary Pre-Test. 
4) Teaching Unit 1 (The Family).  
5) Teaching Unit 2 (Birth, Marriage and 

Death). 
6)  Home Work. 

 

 

 

26/01/2014 

 

 

 

 

Week 1 

1) Teaching Unit 3 (Parts of the Body). 
2) Teaching Unit 4 (Clothes). 
3) Teaching Unit 5 (Describing People). 
4) Home Work. 

 

02/02/2014 

 

 

Week 2 

1) Teaching Unit 6 (Health and Illness).  
2) Teaching Unit 7 (Feelings). 
3) Teaching Unit 8 (Conversation 1: 

Greetings). 
4) Home Work 

 

 

09/02//2014 

 

 

Week 3 

1) Teaching Unit 9 (Conversation 2: 
Expressions). 

2) Teaching Unit 10 (Food and Drink). 
3) Teaching Unit 11 (In the Kitchen). 
4) Home Work 

 

 

16/02/2014 

 

 

Week 4 

1) Teaching Unit 12 (In the Bedroom). 
2) Teaching Unit 13 (In the Living Room). 
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3) Teaching Unit 14 (Jobs). 
4) Home Work. 

23/02/2014 Week 5 

1) Teaching Unit 15 (At School). 
2) Teaching Unit 16 (Communications). 
3) Teaching Unit 17 (Holidays). 
4) Home Work. 

 

30/02/2014 

 

Week 6 

1) Teaching Unit 18 (Shops and Shopping). 
2) Teaching Unit 19 (In a Hotel). 
3) Teaching Unit 20 (Eating Out). 
4) Home Work. 

 

09/03/2014 

 

Week 7 

1) Teaching Unit 21 (Sports). 
2) Teaching Unit 22 (Cinema). 
3) Teaching Unit 23 (Free Time). 
4) Home Work. 

 

16/03/2014 

 

 

Week 8 

 

Mid-Term Break 

 

23/03/2014 

 

Week 9 

 

1) Revision. 
2) Vocabulary Post-Test. 

30/03/2014 Week 10 

1) Teaching Unit 25 (Countries and 
Nationalities). 

2) Teaching Unit 26 (Weather). 
3) Teaching Unit 27 (In the Town). 
4) Home Work. 

 

 

06/04/2014 

 

 

Week 11 

1) Teaching Unit 28 (In the Countryside). 
2) Teaching Unit 29 (Animals). 
3) Teaching Unit 30 (Traveling). 
4) Home Work. 

 

13/04/2014 

 

Week 12 

 

Transitional Phase 

 

20/04/2014 

 

Week 13 - 14 

 

 

The following section explains the curriculum and materials designed for the 

experimental group in order to compare them with the teaching methods, curriculum 

and materials used for the control group.   
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4.6.2 Experimental Group: Materials and Curriculum   

The researcher designed the whole curriculum and syllabus for the experimental 

group based upon a number of factors. First, the researcher considered as many 

cultural issues as possible that could affect the Saudi participants through having an 

understanding of Hofstede’s (1980) cultural dimensions (see section 2.4) and also 

based on this Action Researcher’s own pedagogic experiences of 8 years teaching as a 

native Saudi. Second, the researcher drew heavily upon 10 of Gee’s (2007) 36 general 

learning principles which apply to the use of digital games. In particular, this 

researcher focussed on those principles relevant to cultural sensitivities and cultural 

awareness in the real world (see section 3.4). In sum, the curriculum was designed in 

order to move learners from being ‘tech comfy’ to ‘tech savvy’ (Dudeney, 2011; 

Hockly, 2013) by giving them all the necessary instructions and guidelines, as will be 

seen later in this Chapter.   

 

As stated earlier, the materials for this group were repurposed to ensure that the 

number of words was as close as possible to the number used with the control group. 

In order to achieve that, a number of games were chosen. These chosen games are 

Commercial Off The Shelf (COTS) games, they were free to be downloaded and can 

be used with all mobile devices, smartphones and tablets. To see the students’ 

reactions to this method of teaching, a variety of games as well as different game 

genres were chosen. The material consisted of four obligatory games that were 

necessary for this research project in order to have approximately the same number of 

words as the control group. In addition to these four obligatory games, two optional 

ones were added while mobile phones, specifically BYOD, were used as a medium 

for learning.  

 

The four obligatory games were mainly ‘find the object’ and ‘mystery games’, while 

the two optional games were left for the students to choose from a list of games 

suggested by them as will be seen later in his Chapter. Following the curriculum that 

was designed for this group by the researcher and in order to maintain consistency 

with the control group, both groups had the same timeframe of 12 weeks to finish the 

course but with different teaching and learning approaches. 
 

Table 4.2 - Experimental Group Curriculum 
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TEACHING PLAN DATE WEEKS 

1) Introducing Teacher. 
2) Giving out the curriculum and explain it 

to students.  
3) What is GBLL? 
4) Introduce the suggested GAMES. 
5) Give students the right to withdraw from 

this teaching method. 
6) Vocabulary Pre-Test. 

 

 

 

26/01/2014 

 

 

 

 

Week 1 

1) Explore the suggested (obligatory) 
GAMES. 

2) Can play individually or in Groups. 
3) Teacher influence is kept to the 

minimum. 
4) Students should communicate with each 

other in English in the classroom. 

 

 

02/02/2014 

 

 

 

Week 2 

1) Play the suggested (obligatory) GAMES. 
2) Can play individually or in Groups. 
3) Teacher influence is kept to a minimum. 
4) Students should communicate with each 

other in English in the classroom. 

 

 

09/02//2014 

 

 

Week 3 

1) Play the suggested (obligatory) GAMES. 
2) Can play individually or in Groups. 
3) Teacher influence is kept to a minimum. 
4) Students should communicate with each 

other in English in the classroom. 

 

 

16/02/2014 

 

 

Week 4 

1) Ask the students to choose their own 
Digital Games. 

2) Teacher chooses 1 - 3 games that he sees 
fit. 

3) Play the suggested (obligatory) GAMES. 
4) Students should communicate with each 

other in English in the classroom. 

 

 

23/02/2014 

 

 

Week 5 

1) Play the suggested GAMES for 2 
classes. 

2) Can play individually or in Groups. 
3) Teacher influence is kept to a minimum. 
4) Explore the new Games for 2 classes. 
5) Students should communicate with each 

other in English in the classroom. 

 

 

30/02/2014 

 

 

Week 6 

1) Play the suggested GAMES for 2 
classes. 

2) Can play individually or in Groups. 
3) Teacher influence is kept to a minimum. 
4) Play the additional Games for 2 classes. 
5) Students should communicate with each 

 

 

09/03/2014 

 

 

Week 7 
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other in English in the classroom. 
1) Play the suggested (obligatory) GAMES. 
2) Can play individually or in Groups. 
3) Teacher influence is kept to a minimum. 
4) Play the additional Games for 2 classes. 
5) Students should communicate with each 

other in English in the classroom. 

 

 

16/03/2014 

 

 

 

Week 8 

Mid-Term Brake 23/03/2014 Week 9 

Vocabulary Post-Test. 30/03/2014 Week 10 

1) Recorded group interview.  
2) Survey Questioner. (Students Reaction 

to GBLL). 

 

06/04/2014 

 

Week 11 

Data Gathering 13/04/2014 Week 12 

Transitional Phase 20/04/2014 Week 13 - 14 

  

Since the first week was an exploratory week, the students were able to explore the 

four obligatory games that were chosen for them by the researcher. It is also important 

to note that the first week was an introductory week. This week was important for a 

number of reasons. First, the students were able to understand the curriculum due to 

the teacher verbally explaining it to them. They could also read the instructions that 

were written in their materials, which also described the features of each game 

suggested (see Appendix 4). Second, they were encouraged to explore the suggested 

games before investigating the actual subject. Thus, the participating students were 

encouraged to feel at ease with this new teaching and delivery method and were 

afforded opportunities to ask questions, interact and finally adjust themselves to what, 

for them, was a very different teaching and learning paradigm.  

 

The first obligatory game in the materials was ‘find the object’. The name of the game 

in question was Hidden Objects by TOBI APPS 

(http://www.hiddenobjectgames.com/). This game was specifically chosen to be 

played on the second week of the curriculum and was chosen as the first game to be 

played by the students for a number of reasons. First and foremost, it was easy to play. 

As previously mentioned in the literature review, in order for students to engage with 

the desired material, the suggested games, they needed to feel at ease as well as 
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challenged (Chowdhary, 2009; Malone, 1980; Prensky, 2003).  This game is easy to 

play because students need only to locate and understand the meaning of the words 

provided within the game and then click on the object that refers to the suggested 

word. The objects are mainly images, such as a bird, a dog, a letter, etc., which are 

relatively easy to identify. Second, this game has more than fifty levels. As a result, it 

has more words and takes more time to finish successfully. Third, it contains most of 

the words required for this course. Finally, students can play this game individually or 

in pairs at their own pace. In other words, students are in control of their own learning 

progress. So, students in this group are at the centre of the teaching process rather than 

the teacher. As a result, the teacher’s influence on the students is kept to a minimum.  

 

The second game, which is a detective story with a movie plot, is called Dream 

Sleuth: Hidden Objects by Nevosoft Inc. (http://www.nevosoft.com/review/game-

Dream_Sleuth/platform-android). This game also has a spoken and written dialogue 

between different characters. A sample of this dialogue can be seen below (Sample 

4.2), while the full dialogue can be seen in Appendix 5. This game also provides a 

large number of hidden objects, a number of mini puzzle games and a challenging free 

three ‘Chapters’ or levels trial game. Therefore, if learners would like to continue to 

play the full game, they can purchase it online, but they are not required to do so for 

this research study. This game can also be played individually or in groups, and it is 

family and child friendly.   

 

The main reason for choosing this game was that in order to progress to the next level 

the students needed to listen to and read the dialogue in the game. Thus, the students 

needed to engage closely with the game. To achieve this, the students took the role of 

the main character, a detective trying to solve a crime. The focus of this game is the 

main character solving riddles, answering questions and finding objects. Each level in 

this game has multiple dialogues with multiple characters. This game is relatively 

short with only three Chapters or levels for students to finish. This game could only be 

played when the students were finished with the prior obligatory game that was 

suggested to them.  
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Sample 4.2 - Dream Sleuth: Hidden Objects by Nevosoft Inc. (Game 2 Dialogue) 

  

  

As previously mentioned in the literature review, in order for learners to remain 

motivated, they need to be challenged (Chowdhary, 2009; Malone, 1980; Prensky, 

2003). The third game was chosen for this reason and to contribute to the first 

obligatory game. This game is called Hidden Objects Mystery Guardian by Big Bear 

Entertainment (http://hidden-object-mystery-guardian.soft112.com/). The main 

feature of this game is that it contains thirty levels, each of which the player has to 

conquer in only two minutes in order to proceed to the next level. Therefore, one of 

the challenges that players of this game face is limited time. This game also has 

different modes (word and picture) and a large number of vocabulary items. This 

game is relatively close to the first main obligatory game with one major difference, 

which is the time limitation. Students in this game need to be fast and thorough to 

finish each level. Therefore, this game is not only challenging because there are time 

limitations but it also tests students’ vocabulary acquisition as well as their speed in 

recalling the words that they have previously acquired. 

  

The fourth and last obligatory game that was prescribed by the researcher also 

promotes the second obligatory mystery game. This game is called Mysteryville: 

Detective Story by Nevosoft Inc. 
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(https://play.google.com/store/apps/details?id=com.nevosoft.mysteryvillepaid&hl=en)

.  It is relatively close to the second obligatory game and has almost the same features 

with one key difference, which is that all the dialogue in this game is in written form 

(see Appendix 6). In addition to becoming familiar with all the obligatory games and 

understanding how these games complement one another as well as why they were 

chosen, it is also important to recognise the necessity of the two optional games that 

were left for the students to choose.  

 

The two optional games that were chosen by the students were used in this research 

after the majority of the students had finished all the obligatory games. The researcher 

tested both of the optional games in order to see if they were culturally acceptable 

based upon Hofstede’s (1980, 2001) cultural dimensions and compliant with Imam 

University’s regulations. One of the reasons for the use of the optional games was to 

give the students an opportunity to contribute to their own lesson plan and control 

their own learning process. Another reason was to try to identify the types of games 

that students would prefer and their attitudes towards DGBLL. The first optional 

game that was proposed and used was FIFA 14 by EA Sports. This is a sport game 

based on soccer, which students can play with each other online as well as 

individually with the computer. The majority of the students had already played this 

game, so they did not need to explore it for the purposes of the course. The vocabulary 

items in this game were relatively useful for this course since it focuses on one 

specific genre, which is sports, and this was one of the subject titles suggested for the 

control group. The second game is a Massive Multiplayer Online strategy game 

(MMO) called Clash of Clans by Supercell, which is mainly about military tactics. 

This game can only be played online, and one of its main features is that players can 

chat online and interact with other players, in the students’ case in English, as well as 

in their native language, Arabic.  

 

To allow the researcher to keep track of the students’ progress and development and 

also so the students could see their own vocabulary development and achievements, 

each game used had its own classroom score sheet. To make using the classroom 

scoring sheet easy, each game had its own logo, game developer and game features 

(see Sample 4.3 and for the full score sheet see Appendices 4 and 7). Since all of the 

games were played in and out of the classroom, there was also a homework score 

https://play.google.com/store/apps/details?id=com.nevosoft.mysteryvillepaid&hl=en
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sheet. Finally, an optional personal score sheet recognised student engagement in 

gaming for personal pleasure, the type of games that Saudi students are interested in 

and prefer, when they play these games, and how long they play them on the 

particular devices that they elected to use.   

 

Sample 4.3 - Classroom Score Sheet 

  

Game Features:   

3. Up to 3 players can play individually.   

4. 50 free trail levels.  

5. Large number of vocabulary words. 4) Each level is scored and timed.  

Classroom Score Sheet  

Day  Date  Time in 

min  

Score  Hints  Level/Chapter  Misses  Duration 

Played  

  

The score sheet was also important because if the students were not sufficiently 

acquainted with the games being presented or the teaching method, the 

teacher/researcher could modify the teaching process in order to help the students 

improve. This is, of course, one of the main responsibilities of every teacher.   

 

In detail, the score sheets were mainly boxes that the students needed to fill in and 

were designed to be simple enough that the students would not encounter difficulty 

doing so. Given the importance of the accuracy of these score sheets it was explained 

to the students in detail how to fill these boxes in (see Appendix 7). The classroom 

score sheet consisted of:  

 

1. The day and date the game was played.  

2. How long it took to progress from one level to the next level.  

3. The score of each level played.  
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4. How many hints were used in order for them to progress to the next level.  

5. What level or Chapter they had reached.  

6. How many mistakes they made on each level.  

7. How long they played the required game as a whole.  

 

While the homework score sheet consisted of:  

 

1. The day they played the game.  

2. Their total score.  

3. What level or Chapter they had reached.  

4. The duration of each level.  

5. The total time played.  

6. A box that could only be filled in by the teacher, which was for their grades.  

 

Since the personal score sheet was optional, in order to encourage the students to fill it 

in there were fewer boxes to make it less arduous (see Appendix 7).   

 

Since two games contained spoken dialogues that could be a challenge to some 

students, who might miss out on what was said, to be fair to all the students a full 

written copy of the dialogues was added as part of the material (see Appendices 5 and 

6). A vocabulary list was also added as part of the material (see Appendix 3). For the 

purpose of this research, designing and localising the materials specifically for the 

Saudi students was extremely important. The following section will discuss in detail 

the relationship between the materials and the process needed to gather the required 

data.   

 

4.7 Gathering the Required Data  

In order to adequately address and satisfy the research questions and objectives, the 

required data was divided into two parts. The purpose of the first part was to compare 

both groups’ SLVA. Thus, students in both groups took the vocabulary pre- and post-

tests. The second part was specifically designed for the experimental DGBLL group. 

In order to gather the students’ reactions and attitudes to DGBLL, this group filled in 

a digital questionnaire and took part in a voice recorded group interview.  



 

86 
 

 

Since this research project aims to explore how DGBLL works with Saudi language 

learners as well as assess its impact on their SLVA, certain measures were used. First, 

both groups took identical vocabulary pre- and post-tests. Second, both had a detailed 

course plan, curriculum and materials. The following section explains in detail the 

methods used to gather the required data for this research.   

 

4.7.1 Vocabulary Pre- and Post-Tests:  

To test both groups’ vocabulary acquisition and measure it accurately, the researcher 

adapted both X_Lex (Meara & Milton, 2003) and the Vocabulary Level Test (VLT) 

(Nation 2001, Nation & Nation, 1990). However, it is important to note that whilst 

there is no perfect vocabulary test, both of the above have been proven to lead to 

reliable and valid results (Milton, 2009).  Matching the words with their correct 

synonyms or short definition was adopted from the VLT (Nation 2001, Nation & 

Nation, 1990) while the check list method was adopted from the X_Lex (P. M. Meara 

& J. L. Milton, 2003). 

 

Before the vocabulary test began, the students were given a brief explanation of the 

test’s structure in order for them to answer the questions accurately. The structure of 

the test was explained to the students verbally in Arabic, their L1, and it was written 

in English on the first page of the test (see Appendices 8 and 9). The vocabulary test 

was designed in a multiple-choice format. Each test consisted of thirty multiple choice 

questions, with each question having four possible answers, only one of which was 

correct. Thus, the students had a 25% chance of answering the questions correctly if 

they were guessing.  

  

In more detail, each test had thirty words that the students needed to understand in 

order for them to answer each question correctly. Thus, each question on both tests 

contained one word written in a bold font. Below is a sample sentence that included 

that a word in bold font written in capital letters. Finally, there were four possible 

answers to choose from. A sample of this test can be seen below (Sample 4.4), while 

the full tests can be seen in Appendices 8 and 9. The test was scored out of thirty as 

each correct answer was worth one point.  
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Sample 4.4 - Vocabulary Test 

Toys  

I used to break my TOYS when I was a kid.  

□  Something used for writing.  

□  Something used for reading.  

□  Something used for playing.  

□   Something used fixing.  

  

Teacher  

I like my English teacher.  

□  Someone who teaches.  

□    Something old.  

□    Something big.  

□      Few.  

  

The key difference between the vocabulary tests was that the pre-test established a 

benchmark and examined the students’ previous English vocabulary knowledge 

acquired through the English classes that they had taken during their school years, 

while the post-test examined the students’ vocabulary acquisition during the 

vocabulary classes they were taking at the University. In other words, the pre-test 

focused on acquisition before the English vocabulary course and the post-test was part 

of the vocabulary course.  

 

For the purpose of this research, both groups were tested on the same day and had the 

same timeframe. Each test lasted only sixty minutes. Thus, students had two minutes 

to answer each vocabulary question on each test. It is also important to note that 

during this research project, all the participants remained anonymous while gathering 

the required vocabulary data. The main reason for performing these tests was to check 

the results of the group as a whole and not of single individuals, and so anonymity 

was acceptable. Indeed, as will be seen in the test results presented in the next Chapter 

the results are thus given as ‘Participant Ranked Scores’. 
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After testing both groups’ vocabulary acquisition, the experimental group was asked 

for feedback and their personal reaction to DGBLL. To gather such feedback an 

online digital questionnaire was used. The following section discusses in detail the 

methods used to gather such details as well as the measures that were taken when 

designing this questionnaire.  

 

4.7.2 The Questionnaire  

When designing this questionnaire with the aim of gathering as much data and 

information from the participants as possible, a number of issues were put into 

perspective and considered (Dörnyei & Taguchi 2009). Due to the unprecendented 

nature of this study, it was unfortunately not feasible to carry out a pilot test of the 

questionnaire. Instead the researcher resolved to construct the most ideal 

questionnaire along established guidelines.  

 

First, the questionnaire needed to be easily accessible. Thus, the questionnaire was 

submitted to the students digitally using Google Forms. A web link 

(https://docs.google.com/forms/d/e/1FAIpQLSchbhwQFHx00nerg97VFo6zPqLTKC

DSNn0v9_3u6edjjPgRxg/viewform?usp=send_form) to the questionnaire was sent to 

the participants via email and mobile text message. In this particular situation and 

since they already used their own devices, the participants had the opportunity to 

access and submit the questionnaire using any device they chose, for example, 

smartphones, tablets or computers. As mentioned earlier in this Chapter the students 

would be answering the questionnaire anonymously and in their own time. This was 

done to try and provide the students with enough autonomy as to facilitate complete 

honesty when answering the questionnaire. The second issue that also needed to be 

addressed was that the digital questionnaire needed to be written in a way that the 

participants could easily understand. Thus, the questionnaire was written in the 

participants’ first language, Arabic (see Appendix 10A). The questionnaire  was 

designed to be straight forward and comprehensive, without requiring an excessive 

amount of time to complete. Thus, it was designed and structured in a multiple choice 

format, chose more than one answer and with only 3 open ended questions. The 

number of questions that the participants needed to answer was only 30. Each 

question is required to be answered in order to answer the following question. In the 

https://docs.google.com/forms/d/e/1FAIpQLSchbhwQFHx00nerg97VFo6zPqLTKCDSNn0v9_3u6edjjPgRxg/viewform?usp=send_form
https://docs.google.com/forms/d/e/1FAIpQLSchbhwQFHx00nerg97VFo6zPqLTKCDSNn0v9_3u6edjjPgRxg/viewform?usp=send_form
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open ended questions, the participants were asked to write freely and honestly in 

Arabic.   

The questionnaire was divided into two sections but was written on a single form. The 

purpose of the first part was to profile the participants.  Their age, gender, technology 

use and background, devices used and owned and English learning history were all 

part of the profiling section. The second part was constructed in order to see and 

verify their reactions to, attitudes toward and acceptance of the use of DGBLL. In 

order to ger the best answers to the questionnaire the students were invited to 

complete it in their own time.   

 

To confirm the students’ reactions to DGBLL, a group interview was conducted to 

gather more data. The following section explains in more detail the necessity for the 

group interview and what was considered when students were interviewed for this 

research project.  

 

4.7.3 Semi-Structured Voice Recorded Group Interview   

To gather more data from the participants, a group interview was conducted. So, after 

the participants had finished the questionnaire, they were asked to attend a voice 

recorded group interview following the vocabulary lecture. This allowed them some 

time to think about the answers they had given to the open ended questions in the 

questionnaire because the same open ended questions were asked in this group 

interview.  It is essential to note here that using a negative question is part of the Saudi 

culture and this approach was adopted to ensure the participants felt comfortable 

(Danielewicz-Betz, 2016). By way of further explanation, it is a common Saudi 

cultural norm to employ negative questioning in everyday life e.g. a typical opening 

conversation gambil would be the following “How are you? Are you not feeling 

well?”. In addition, the three questions posed were the same as those that were posed 

in the individual survey.  However, it was felt that adopting a voice recorded group 

interview process would also contribute to a richer level of data.  By conducting the 

interviews as a group session where any participant could respond and be involved, it 

was felt that a more open and honest discussion of the various reactions to the new 

approach to teaching could be achieved. The role of the researcher was to facilitate the 

discussion and ensure it stayed on topic but with recognition that any comments or 
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questions from the researcher were not leading the participants to biased viewpoints.  

This was in order to maintain the validity and reliability of the work overall.  

Moreover, the researcher’s role during the interviews was to ensure that all those who 

wished to voice an opinion were given the time and space to do so, rather than letting 

everyone speak at one which can be confusing to record and subsequently analyse.  

At this juncture, it must be reported that as a definite measure to protect learners’ 

anonymity, each recorded response was numbered on an individual bases. This 

researcher, adapted the convention of using ‘StX’ were ‘St’ means statement and ‘X’ 

means the number of the statement presented in chronological order during the 

recording of the actual semi-structured group interview. This convention was used to 

only refer to the participants responses e.g. St38 means the thirty eighth statement 

recorded from respondents. As part of this convention ‘Res’ was used to identify the 

researcher/interviewer’s questions.    

 

4.8 Data Analysis  

The approach adopted for data analysis was to input the pre- and post-tests conducted 

on each of the groups into SPSS. In addition, specific t-tests were undertaken to 

examine the variations between the groups in terms of statistical results.  The value of 

this is that it allows for comparison tests to be undertaken against improvements or 

changes in knowledge along with the responses across the groups. The content and 

responses from the questionnaires and recorded group interviews were reviewed and 

analysed for common threads to identify whether the students viewed the process as 

positive and contributing to an improvement in their motivation to learn and overall 

communicative competence.   

 

4.9 Ethical Issues 

As already noted there was an ethical issue raised over the fact that the researcher was 

already a teacher at the university and as such their production of the research 

materials could be biased (Kamberelis & Dimitriadis 2013).  To ensure the objectivity 

and validity of the work an informal pilot study was conducted. A draft of the 

questionnaire was circulated among colleagues prior to the study for feedback 

purposes only.  This will help to ensure clarity of process and coherence of research 
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design.  In addition, all the participants were given clear information on the purpose 

of the study, what their involvement would require and how their information would 

be utilised.  This ensured that informed consent was gained not only from the 

university to conduct the work, but also from the individual participants themselves 

and ethical approval was sought and approved by the University of Limerick’s Ethics 

Committee (see Appendix 1).  In addition, all the participants were advised that no 

personally identifying information would be requested or used in the presentation and 

analysis of their participation to ensure retention of anonymity and confidentiality.  

 

4.10 Summary  

This Chapter explained the methods for this research. The first part started by 

explaining the five philosophical theories that characterise both qualitative and 

quantitative models. Also, the choice of a mixed methods approach, whereby both 

qualitative and quantitative models are combined, was justified. The second part 

explained why both the DGBLL method and Action Research were implemented and 

also how the participants were chosen. It is also important to note that due to the 

researcher taking part in this study as the lecturer and the main examiner, issues 

regarding this research's ethicality have been considered.  This section also discussed 

how the DGBLL method was used and its relevance to the research questions. The 

second part also explained and verified the reasons for having both a control and an 

experimental group, presented the rationale behind choosing particular digital games 

for the experimental group, described the detailed curriculum used for the 

experimental group and listed the terminology used to interact with the participants in 

both groups. The third section of this Chapter provided some information about Saudi 

Universities, in particular Imam University, where this research was conducted. This 

section also described the data collection methods that were employed, namely a pre-

test, a post-test, a recorded group interview, a questionnaire and class observations. 

This section also presented a detailed description of the type of games used with the 

experimental group.  Having explained the methods implemented for both groups, 

control and experimental, the following Chapter (Chapter 5) will objectively report 

the results of the research and in turn will be followed by Chapter 6 which will 

discuss, analyse, comment upon and critically examine the original findings of the 
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study in conjunction with other theoretical frameworks and relevant findings 

presented elsewhere in previous research.  
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Chapter 5 – Presentation of Results 

5.1 Introduction  

This Chapter focuses on the objective presentation of the data gathered from the two 

groups utilised in this study, namely the control group and the experimental group. It 

describes the five primary sources used for eliciting the data from these groups, 

precisely: pre- and post-tests, a survey questionnaire, a voice recorded group 

interview and on-going classroom observations. The gathered data was analysed using 

the statistics program called SPSS, as will be seen in the next Chapter. The first data 

grouping to be presented here was the students' SLVA. This was analysed 

quantitatively in order to see if each group had gained a significant number of words 

during the twelve week course (see Chapter 4). The second data grouping to be 

presented focused on the experimental group’s reaction to DGBLL. In order to gain 

more insight into the experimental group’s reactions as well as to keep the participants 

anonymous during this study, a digital questionnaire was sent to the students via email 

and mobile text messages. The data for this questionnaire was gathered and extracted 

digitally from Google Form, this was done due to the straightforward nature of 

transferring data from the programme to SPSS.  

 

This Chapter starts by presenting the results of each group’s vocabulary pre- and post-

tests.  The purpose of the vocabulary pre-test was to draw a base line for the 

participants’ vocabulary knowledge. This was important for the experimental group in 

order to verify the possible impact of using new methods of learning on Saudi 

students’ vocabulary acquisition. The second section focuses on the students in the 

experimental group’s reactions to DGBLL by presenting the questionnaire results. 

The findings reveal the students’ attitudes to the new and radical teaching and 

learning methods as well as the issues they face; such as culture, past English 

language learning experiences and acceptance of new methods of learning and 

teaching. Saudi Arabia is a conservative society where learning and teaching is highly 

influenced by the local cultural norms and where L2 learners have, typically, minimal 

exposure to English (Elyas & Picard, 2010; Fareh, 2010). These might act as barriers 

when using DGBLL. The results also reveal salient comments regarding this teaching 

method and how it may help learners to localise digital games and adapt them to fit 

the Saudi culture, and these same points are discussed and explored in more detail in 
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Chapter 6. The third section focuses on presenting the interview results from the 

participants in the experimental group.  

 

5.2 Control Group Vocabulary Test Results  

Twenty-one Saudi students participated in the vocabulary pre-test, whilst twenty 

students participated in the vocabulary post-test. Thus, only one participant did not see 

this research project through. However, his results for the vocabulary pre-test were 

analysed and used in this research.  

 

As mentioned previously in Chapter 4, all of the participants were Saudi male 

students in the college of English and Translation at Imam University, Saudi Arabia. 

In keeping with the parameters of the research, the participants were given this test on 

their first week (see Table 4.1 in the previous Chapter). As mentioned in Chapter 4, in 

order to draw a valid base line for the students’ vocabulary pre-knowledge, learners 

needed to take the vocabulary pre-test before they were exposed to any vocabulary 

through any of the English subjects or English courses. This was done because 

delivering the test at the appropriate time was crucial to ensuring the validity of its 

findings.   

 

The vocabulary pre-test consisted of thirty multiple-choice questions and was an 

adaptation of two other vocabulary tests. Since there were thirty multiple-choice 

questions the final score is mapped out of thirty.  The summative graph below shows 

the percentage scores achieved by the participants in this group. 

 

Figure 5.1 - Control Group Pre- and Post-test Scores 
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As the figure above indicates in nearly all cases there was an overall improvement in 

scores.  In average terms this raised the group average score from 65% to 74% after 

the intervention. These important results will be discussed in greater depth later in the 

next Chapter. The focus of the research was to identify if a DGBLL approach would 

improve test scores and not harm them, the next stage is to present the results of the 

experimental group’s pre- and post-test scores.    

 

5.3 Experimental Group Vocabulary Test Results  

There were 23 L2 learners who participated in the vocabulary pre-test, while twenty-

two participated in the vocabulary post-test. Thus, as with the control group, only one 

student did not continue to participate in this research. However, his results were still 

considered in the pre-test, though of course there were none to consider for the post-

test. The experimental group underwent the same procedures for the pre-test as the 

control group to allow for consistency and reliability.  In addition, both groups were 

tested on the same day with the same time constraints (1 hour in duration).   

 

Figure 5.2 below shows that again there was improvement in the results, but the gap 

between the pre- and post-test scores was greater than that seen in the control group, 

with the average rising from 57% to 68%. This is an increase of 11 percentage points 

compared to the 9 percentage points for the control group.   

 

Figure 5.2 - Experimental Group Pre- and Post-Test Scores in Summary Graph 
Form 
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The full listings of the pre- and post-test participant ranked scores, are given in the 

following Tables 5.1 and 5.2: 

 

Table 5.1 - Control Group Ranked Scores 

Post-Test Pre-Test Participant Ranked Score 

30 30 1 

30 29 2 

29 29 3 

29 26 4 

29 25 5 

29 25 6 

28 24 7 

28 24 8 

27 23 9 

26 22 10 

26 21 11 

25 20 12 

23 19 13 

23 18 14 

21 17 15 

20 15 16 

17 14 17 

16 10 18 

9 10 19 

9 8 20 

--- 6 21 
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Table 5.2 - Experimental Group Ranked Scores 

Post-Test Pre-Test Participant Ranked Score 

30 30 1 

29 28 2 

29 28 3 

29 26 4 

28 25 5 

28 25 6 

27 24 7 

27 23 8 

27 20 9 

25 20 10 

22 19 11 

21 17 12 

21 16 13 

20 15 14 

19 14 15 

14 13 16 

13 12 17 

13 9 18 

10 8 19 

10 8 20 

9 7 21 

6 6 22 

--- 4 23 
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5.4 Comparing Control and Experimental Vocabulary Test Results 

This section presents a comparison between the results from the control group and the 

experimental group’s vocabulary test scores. In Tables 5.3, 5.4, 5.5 and 5.6 we present 

the test score comparisons with descriptive statistics and include values for standard 

deviation: 

Table 5.3 Control pre: M = 20.45, SD = 6.53. Control post: M = 23.7, SD = 6.53 

 

Table 5.3 -Control Group Paired Samples Statistics 

 

 Mean N 
Std. 
Deviation Std. Error Mean 

Pair 1 Pre 20.4500 20 6.52505 1.45905 

Post 23.7000 20 6.53009 1.46017 

 

Table 5.4 - Control Group Paired Samples Correlations 

 N Correlation Sig. 

Pair 1 Pre & Post 20 .954 .000 

 

Table 5.5 Experimental pre: M = 17.86, SD = 7.6. Experimental post: M = 20.77, SD 

= 7.83 

 

Table 5.5 - Experimental Group Paired Samples Statistics 

 

 Mean N 
Std. 
Deviation Std. Error Mean 

Pair 1 Pre 17.8636 22 7.59884 1.62008 

Post 20.7727 22 7.83115 1.66961 
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Table 5.6 -  Experimental Group Paired Samples Correlations 

 

 N Correlation Sig. 

Pair 1 Pre & Post 22 .972 .000 

 

In Tables 5.7, 5.8, 5.9 and 5.10 we show the results from when an independent t- test 

was carried out to determine if there was a difference between the control and 

experimental groups before exposure to the games and afterwards. No difference was 

found before (t(42) = 1.095, p = .280) or after (t(40) = 1.308, p = .198). 

Table 5.7 - Vocabulary Pre-Test Group Statistics 

 
 Group N Mean Std. Deviation Std. Error Mean 
Pre Control 21 19.7619 7.09862 1.54905 

Experimental 23 17.2609 7.96708 1.66125 

 

Table 5.8 -  Vocabulary Pre-Test Independent Samples Test 
 

 

Levene's 
Test for 
Equality 
of 
Variance
s t-test for Equality of Means 

F 
Sig
. t df 

Sig. 
(2-
tailed
) 

Mean 
Differen
ce 

Std. 
Error 
Differen
ce 

95% 
Confidence 
Interval of the 
Difference 
Lower Upper 

Pr
e 

Equal 
varianc
es 
assume
d 

.72
1 

.40
1 

1.09
5 

42 .280 2.50104 2.28359 
-
2.1074
3 

7.1095
0 



 

100 
 

Equal 
varianc
es not 
assume
d 

  1.10
1 

41.97
9 

.277 2.50104 2.27141 
-
2.0829
2 

7.0849
9 

 

Table 5.9 -Vocabulary Post-Test Group Statistics 

 
 Group N Mean Std. Deviation Std. Error Mean 
Post Control 20 23.7000 6.53009 1.46017 

Experimental 22 20.7727 7.83115 1.66961 

 

Table 5.10 - Vocabulary Post-Test Independent Samples Test 

 

 

Levene's 
Test for 
Equality 
of 
Variances t-test for Equality of Means 

F 
Sig
. t df 

Sig. 
(2-
tailed
) 

Mean 
Differen
ce 

Std. 
Error 
Differen
ce 

95% 
Confidence 
Interval of the 
Difference 
Lower Upper 

Pos
t 

Equal 
varianc
es 
assume
d 

1.51
9 

.22
5 

1.30
8 

40 .198 2.92727 2.23758 
-
1.5950
4 

7.4495
8 

Equal 
varianc
es not 
assume
d 

  1.32
0 

39.72
4 
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The Tables 5.11 and 5.12 show the results from when a paired samples t-test was 

carried out to determine if there was a difference between pre- and post-test scores for 

the control group. A difference was found (t(19) = -7.377, p < .001, d = 1.61). Scores 
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increased in the post-test (M = 20.45, SD = 6.53 pre-exposure, M = 23.7, SD = 6.53 

post-test). 

Table 5.11 - Control Group Vocabulary Pre-Test Paired Samples Test 

 

 

Paired Differences 

Mean 
Std. 
Deviation 

Std. Error 
Mean 

95% Confidence Interval of 
the Difference 

Lower Upper 

Pair 1 Pre - Post -3.25000 1.97017 .44054 -4.17207 -2.32793 

 

Table 5.12 - Control Group Post-Test Paired Samples Test 

 

 t df Sig. (2-tailed) 

Pair 1 Pre - Post -7.377 19 .000 

 

The key Tables 5.13 and 5.14 show the results from when a paired samples t- test was 

carried out to determine if there was a difference between pre- and post-exposure 

scores for the experimental group. A difference was found (t(22) = -7.378, p < .001, d 

= 1.54). Scores increased following exposure to the games (M = 17.86, SD = 7.6 pre-

exposure, Experimental post: M = 20.77, SD = 7.83 post-exposure). 

Table 5.13 - Experimental Group Pre-Test Paired Samples Test 

 

 

Paired Differences 

Mean 
Std. 
Deviation 

Std. Error 
Mean 

95% Confidence Interval of 
the Difference 
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Lower Upper 

Pair 1 Pre - Post -2.90909 1.84930 .39427 -3.72902 -2.08916 

 

Table 5.14 - Experimental Group Post-Test Paired Samples Test 

 

 t df Sig. (2-tailed) 

Pair 1 Pre - Post -7.378 21 .000 

 
The Table 5.15 shows that for all the t-tests, we attempted to give exact p-values, 

using three decimals. The alpha level used for statistical significance was p < .05 

and for the paired samples t-tests, p values are reported as < .001, to avoid a value 

of .000 when reporting to three decimal places. Here stated in bold: 

 
Table 5.15 - P-Values for Control and Experimental Groups 

 

 t df Sig. (2-tailed) 

Pair 1 Pre - Post -7.378 21 .000 

 
Finally, for this section, the effect sizes were not calculated for these independent t-

tests, as no significant effects were found. Large effect sizes were found for both 

paired t-tests (d > .8); and these effect sizes were calculated using Cohen’s d 

(MeanD/SD). 
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Having presented the results of both groups of students’ vocabulary pre- and post-

tests, it is now necessary to present the results from the experimental group 

questionnaire. 

 

5.5 Experimental Group Questionnaire Results   

As mentioned previously in Chapter 1, one of the main aims of this research is to gain 
a thorough understanding of Saudi learners’ reactions to DGBLL, (within it must be 
remembered, a deeply conservative society), through participant reflections on this 
type of learning and teaching method. In order to do so, the participants of the 
experimental group were given a digital questionnaire to answer and were asked to 
take part in a voice recorded group interview. After the experimental group had 
finished and received the results of their vocabulary post-test, they were asked to fill 
in a questionnaire that consisted of thirty questions. The questionnaires were given to 
them digitally through Google Form since they were all using personal digital 
devices, for example, smartphones and tablets. The total number of respondents was 
21 (for additional details, see the previous Chapter). For authenticity’s sake, all of the 
participants were told that they would remain anonymous throughout the whole 
research project, including when they filled in the thirty questions on the 
questionnaire. In other words, their results would be very private and no one, not even 
the researcher, would know who answered any of the questions provided. This was 
done in accordance with the guidelines indicated by the University of Limerick (UL) 
Ethics Committee when research approval was given to the researcher/teacher (see 
Appendix 1).   
 
It is also important to note that all of the participants answered the questionnaire as 
freely and openly as could be hoped given the frankness of their responses. To 
facilitate such openness in the responses, this questionnaire was delivered in Arabic, 
the students’ L1. In addition, they were asked to answer the open-ended questions in 
any form of Arabic they pleased, classical or slang (see Appendices 10A and 10B). 
This was done to best conform to the best standards for results as was identified by the 
Hofstede (2016) scores for power, distance and uncertainty avoidance. Culturally it is 
typical that Saudis do not feel comfortable with vagueness and avoid anything of 
which they are uncertain. In summary, in order to promote greater participation, 
clarity and to remove any uncertainties, an attempt was made to make the participants 
feel at ease and comfortable when answering the questions. One final point, the 
questionnaire was delivered online, as mentioned earlier, and the student respondents 
were free to complete or not complete the questionnaire. As such it was a welcome 
finding that 21 out of a possible total of 22 students filled in the questionnaire. 
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5.6 Profile of Experimental Group 

In terms of demographics, age and gender were requested but no other personally 

identifying information.  All 21 were male as already indicated due to the gender 

segregation that exists in the Saudi education system.  In terms of age, as the figure 

below indicates, the majority were aged between 18 and 19, and all had graduated 

from high school. 

 

Figure 5.3 - Age of Experimental Group 

 

 

When asked how long they had been studying English, the majority of the group (13 

individuals) had studied English for 6 to 7 years as the figure below illustrates. In 

other words, the main contributors who had helped them gain their English language 

were English teachers at public and government schools (see Chapter 3). The learners’ 

ages also suggest that the majority of the participants had minimum experience of 

academic language learning.  Even though these results are on a small scale, it is 

possible to state that most Saudi students learn the English language for between 6 

and 7 years prior to entering university based on the standard of Saudi Arabian public 

schools (Al-Haq & Smadi, 1996; Al-Seghayer, 2005).   

 

52.4%(n=11) 42.9% (n=9) 

4.8% (n=1) 

18-19 20-21 22-23
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Figure 5.4 - Years Studying English  

 

 

A further demographic detail of relevance was whether or not the participants played 

video games in their own free time. The entire group indicated that they did so, which 

reinforces the enjoyment factor of video games and their potential value in the EFL 

classroom.  Furthermore, 81% indicated that their preference was to play in groups, 

with friends.  This suggests that there is strong evidence for a preference for 

collaborative play to achieve goals, which is not surprising given the collective nature 

of Saudi society. The potential for the relevancy of this trait is also reinforced when 

the Hofstede (2016) scale identifies it through the scores for culture that Saudi Arabia 

received.   

 

The results also show that 76.2%  (n=16) of respondents also enjoy playing 

individually, indicating that they may learn individually or with others. On the other 

hand, 23.8% (n=5) of the participants play with people they do not know. This shows 

that Saudi students may prefer to play either alone or with someone they know. The 

next section of the questionnaire considered the levels of technology acceptance 

amongst the learners in the study.  

 

5.7 Accepting Technology for Learning  

Further in the questionnaire, the participants were asked to identify their level of 

usage of digital devices such as: computers, smartphones and tablets.  All 21 

participants in the experimental group who completed the questionnaire indicated that 

61.9% (n=13) 

4.8%(n=1) 

19% (n=4) 

4.8% (n=1) 
9.5 (n=2) 

7 – 8  9 – 10 11 – 12 13 – 14  More than 15
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they were currently using at least one of these devices.  However, as the Figure 5.5 

below indicates, there was a varied length of usage. 

 

Figure 5.5 - Length of Time Using Technology 

 

The largest percentage, 38.1% (n=8), had only been using digital devices for 2-4 

years. This highlights the growth of the popularity and usage of these devices in Saudi 

Arabia as well as their potential in the classroom. In essence, the participants were all 

technologically aware and confident in the use of digital devices (Dudeney, 2011; 

Hockly, 2013). 

 

This is further underlined when the participants were asked about the time they spent 

using their devices.  As the Figure 5.6 below shows the majority, 52.4% (n=11), spent 

more than 4 hours per day using their devices.  

 
Figure 5.6 - Time spent using digital devices 
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This level of usage indicates that not only do the students have a wide experience of 

using technology but also that they are keen to do so.  This deals with one of the 

concerns raised by teachers regarding lack of technology acceptance (Ertmer, 1999) 

and suggests that the students are positive about using digital devices in and out of the 

classroom. What was also identified was the type of usage that was favoured by the 

group, which is shown in the Figure 5.7 below.  

 
Figure 5.7 - Use of Mobile Devices 

 

 

What is of particular relevance for this work is that 81% (n=17) used it for playing 

games but also just under 60% (n=12) utilised their devices for accessing online 

dictionaries.  This highlights the concordance between vocabulary learning, game 

playing and digital devices that can be transferred to the classroom environment.   

 

Having established that the group was comfortable with using the devices for 

learning, there was a recognition that effective implementation in the classroom might 

be grounded in preference for specific devices. The participants were given more than 

one digital device to choose from on a list in the questionnaire, and the results were 

interesting. The results, which can be seen in Figure 5.8 below, indicate that for 

76.2% (n=16) of the participants the preferred device was a mobile device, 

presumably because they are portable, easy to use and personal. As such it was 
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determined that mobile devices can easily be seen as the logical digital tool to be 

implemented by teachers since the majority Saudi learners already use them.  

Figure 5.8 - Preferred Digital Device for Learning 

 

 

With the learners’ acceptance of technology confirmed, their approach to gaming as a 

learning tool was then reviewed.   

 

5.8 Accepting Digital Games for Learning  

The majority of participants had already indicated that they did play digital games 

regularly on their mobile devices, and that mobile devices would be their preferred 

type of device to use as a learning tool.  This underlines a clear potential for DGBLL 

to be effective within a classroom environment. However, to ensure its effectiveness it 

was felt necessary to identify what type of games the learners would prefer, and thus 

be most motivated by. As the Figure 5.9 below indicates, 90.5% (n=19) preferred 

adventure games, although 76.2% (n=16) indicated a preference for sports games as 

well.  

 

Figure 5.9 - Gaming Preferences 
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It should be noted that the students were able to indicate as many options as they 

wished so that a full view of the potential of each of genres could be considered.  

 

Having understood learners’ acceptance of DGBLL and the type of games they prefer, 

the following section of the questionnaire focused on and explored the learners’ views 

on using technology and games in the classroom. The results of this investigation gave 

the researcher a wide appreciation of the pros and cons and the external and internal 

obstacles associated with using DGBLL as well as a clearer understanding of the need 

to develop a better learning environment. In addition, it was also intended to give the 

Saudi students in general a good understanding of digital learning. This will be further 

explored in Chapter 6. 

  

5.9 Pros and Cons of DGBLL in Saudi Arabia  

Following the process of the previous questions in the questionnaire, questions 14 to   

25 were designed using a simple 4-point Likert scale, deleting 'neutral', which is the 

typical 5th central point on the Likert scale. Learners were asked in question 14 

whether using digital devices in the classroom makes the lesson more interesting (see 

Appendices 10A and 10B). 17 of the participants strongly agreed and 3 agreed that 

using digital devices makes the classroom environment more interesting, while only 

one student disagreed. In other words, all but one student enjoyed using digital 

devices in the classroom. Due to students enjoying such classes, it is possible that they 

may become more engaged in the classroom, which is, of course, the aim of every 

teacher.  

 

Question 15 in the questionnaire focused on time. The learners were asked to respond 

to the following statement: “There is not enough time to use digital technologies such 

as, computers, smartphones and tablets in the classroom”. The number of participants 

who strongly agreed is 2, while 9 agreed and 10 did not agree with the statement. 

Based on these answers almost half of the students disagreed with the statement.  

 

In question 16, learners were asked to respond to the following statement: “Using 

digital technologies such as, computers, smartphones and tablets is not an effective 

tool for learning English”. The number of participants who strongly agreed was 2 as 



 

110 
 

well as 3 who agreed. 3 of the students did not agree and 13 did not strongly agree 

with the statement. Thus, the majority of the participants see digital technology as 

very useful and effective. Having acknowledged Saudi learners’ positive reactions to 

digital technology as a means for language learning, question 17 focused on whether 

the Saudi learners preferred learning through teachers only. They were asked to 

respond to the following statement: “I prefer learning from the teacher directly rather 

than combining digital technologies and the teacher”. (see Appendices 10A and 10B). 

The number of participants who strongly agreed was 4, 3 agreed, 8 did not agree and 6 

did not strongly agree with the statement. In other words, the majority, that is 66.7%, 

(n=14), prefer combining teachers with the digital tools they are using. After learning 

what digital technology means to Saudi learners, it is important to find out whether 

learners view digital games as good tools for language learning.   

 

Since this study aims to ascertain whether DGBLL is an appropriate alternative for 

Saudi learners, question 18 focused on this issue. The Saudi learners were asked to 

respond to the following statement: “Using digital games is an effective English 

learning tool”. The number of participants who strongly agreed was 13, 7 agreed and 

only 1 did not agree with the statement. These results show that the majority of the 

participants, that is 95.2% (n=20), believe that digital gaming is the right tool for 

language learning. More evidence of such claims is revealed after analysing the group 

interview, and this issue is discussed in more detail in Chapter 6. 

 

In regards to whether the use of digital games had improved their English learning, 

again the majority 95.2% (n=20) did believe that digital games had had such an effect 

on their own abilities.  This further underlines the value of the DGBLL approach for 

vocabulary acquisition.   

 

The last section of the questionnaire was focused on evaluating culture and digital 

games as a learning tool in the Saudi EFL classroom.  The voice recorded group 

interview also focussed at length on these issues and is analysed in the following 

Chapter. 

  

When asked about the cultural appropriateness of digital games in the EFL classroom 

there was a general agreement that any materials used in the classroom needed to 
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conform to the cultural ideas of propriety. This is because the group considered their 

culture, and maintaining a healthy respect for it, to be highly important in the 

classroom, and therefore also in any digital materials utilised.  Specifically, 42.9% 

(n=9) strongly agreed and 42.9% (n=9) agreed, showing that the vast majority 

considered that digital games needed to fit their culture.   

 

At the same time, 90.5% (n=19) felt that they had learned some new English 

vocabulary as a result of using the digital games (see Appendices 10A and 10B) and 

only 9.5% (n=2) considered that they had not.  These outcomes were further 

supported by the fact that more than 90% (n=19) indicated that they would continue to 

utilise digital games as a learning tool, underlining the value they believed had been 

delivered during the course. This finding is an incredibly promising one in terms of 

better understanding the potential for DGBLL in a Saudi environment, and as such the 

issue is discussed in more detail in Chapter 6.   

 

Question 24 was designed to assess from the Saudi learners’ responses if they were 

prepared to use digital devices, able to accept changes and confident enough to use 

such digital devices. These are all concerns that teachers have when integrating digital 

technology into their lesson plans. The Saudi students were asked to respond to the 

statement “I use digital technologies such as, computers, smartphones and tablets for 

most of my English subject”. The response to these statements was 52.4% (n=11) 

strongly agreed, 42.9% (n=9) agreed while only 4.8% (n=1) strongly disagreed with 

it. Hence, the majority do in fact use digital devices as a tool to help them improve 

their ability in second language proficiency.   

 

As Prensky (2003) notes, motivated learners are more likely to engage, self-direct and 

focus on learning.  In the context of using digital games therefore the levels of 

motivation would indicate whether the learners are engaging with the materials and 

games in the curriculum that was prepared by the researcher (see Chapter 4 for more 

details).  Figure 5.10 below highlights where there was a general agreement that 

incorporating games into the classroom with digital devices increased their own 

student motivation. 
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Figure 5.10 - Digital Games Make Classroom More Motivational 

 

At the same time, it was also necessary to evaluate how the learners’ needs were met 

by DGBLL in terms of times of usage.  It was already highlighted that the students 

were regular game players outside of the classroom, but it was not clear whether there 

was a specific time when they preferred to undertake this activity.  As Figure 5.11 

below indicates, the majority of the students play games in their spare time. 

 

Figure 5.11 - When are Digital Games Played 

 

The results also show that the physical space they play in is not a factor when it comes 

to playing digital games since they play between lectures, when they are waiting 

somewhere and 71.4% (n=15) said that they played games before they go to sleep. 

Thus, digital game playing is not confined to a particular time or place.  
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In order to strengthen and further validate these findings the group were also asked a 

number of open-ended questions. This also served to gain a richer and more in-depth 

view of the overall process and new teaching approaches. This allowed the students to 

provide context and depth to the empirical data gathered by the other questions on the 

questionnaire. 

 

5.10 Experimental Group Responses to Open-Ended Questions  

Questions 27, 28 and 29 were open-ended. The students were asked to write freely 

and truthfully with no restrictions to a specific type of writing. They were free to write 

in their first language, Arabic, as this would facilitate more comprehensive answers to 

the questions. It was important to use open-ended questions for this research in order 

to explore and verify students’ reactions to DGBLL as well as to gather their views 

and personal opinions regarding this method. The participants always said ‘we’ and 

‘they’ rather than ‘I’ which aligns with the collective nature of Saudi culture indicated 

by the country’s Hofstede (2016) scores.  

 

For this research and in order to gain a deeper understanding, each response from the 

participants to each question was translated into academic English and the original 

Arabic questions were kept in the appendix (see Appendices 10A and 10B). It is 

important to note that each question was analysed separately, putting each into 

perspective. Some of participants’ responses addressed all the themes, while others 

did not. There were also a few responses that were not directly related to the main 

themes of this research, but these are addressed for the sake of further research.  

 

5.10.1 Issues and Attitudes  

Students were asked in question 27: ‘What do you think are the potential problems 

when using digital games as an English educational tool in Saudi Arabia?’ Each and 

every student’s translated response to this question can be seen in Table 5.16 below. 
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Table 5.16 - Issues and Attitudes 

Student  Response  

1  There are no issues. They just do not want us to improve. They just want 
us to keep on using books and they do not want to spend their money on 
their people.  

2  At the moment there are no issues. Actually, students play for learning and 
for personal pleasure. On the contrary, this will make students more 
motivated to learn.  

3  There are no issues except if there are inappropriate photos, images or 
pictures.  

4  Some students are not committed to the game and instead use chatting 
apps.  
As a result, they are not focused in class on the subject matter.  

5  One of the issues is that some people still have not yet advanced and 
improved when it comes to using digital devices. Also, some still do not 
have suitable or proper devices. The University should support and help  

 developers in making specific games with the help of professors.  

6  DID NOT ANSWER  

7  There are no issues.  

8  There needs to be a sufficient way to supervise children. The reason for 
that is some games violate and are against our religion as they contain 
music. As a result, our children will believe that listening to music is 
completely normal. 

9  I do believe there are no issues. Under one condition, it needs to be part of 
the educational system.   

10  There are no issues.  
11  There are no issues.  

12  There are inappropriate images and pictures which do not fit our 
community or society.  

13  Cultural differences, beliefs and faiths between game developing countries 
and Saudi Arabia.  

14  The only issue that I see is with music.  

15  In general, some of them do not fit our culture because they have naked 
females and music.  

16  There are no issues whatsoever.  

17  The device might breakdown, which leads to loss or damaged data.  

18  1- Do not accept this new method   2- They will not use digital devices as 
an alternative to books      3- There is no one who will provide the required 
device for the students.  

19  Students do not accept this method. They are used to books.  

20  It is a massive change and is for the best to use digital gaming method for 
learning in Saudi Arabia. Of course, everything has its pros and cons, but 
here the pros overlap the cons. I see the only negativity is students’ 
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financial issues and nothing else.  

21  The problem will be with the presented materials. If it was better chosen 
so that it would not be religiously and culturally inappropriate. Thus, a 
committee is a necessity in order to choose what is appropriate  

  

Since this study’s main concern is the students’ cultural attitudes and reactions to 

DGBLL, each main theme needs to be addressed separately to make the results clearer 

for the discussion in Chapter 6. The first question focuses on Saudi Arabia and 

potential issues that may arise in terms of implementing DGBLL in the classroom.  

 

There were 6 out of 20 of the participants who believed that there were no issues 

regarding implementing digital games in Saudi Arabia. This shows that just over 25% 

of the participants completely accept the idea of using digital games and that in their 

view there are no cultural, religious or personal issues that could disrupt or interfere 

with educational efforts toward implementing digital games.  

 

After focusing on students who do not have any issues, it is important to turn to 

students who have no issues providing certain adjustments are made or conditions 

met. Only 2 participants suggested such conditions. As seen in Table 5.16 above, 

student 3 and student 9 suggested certain conditions to resolve the issues. After 

presenting the comments from these 2 learners, the following 12 participants raised a 

number of issues they thought might impede the implementation of digital games as a 

language learning tool in Saudi Arabia.  

 

It is clear from reading the students’ responses that most of their concerns are related 

to culture or religion. As mentioned in Chapter 2, Saudi Arabia is a Muslim nation. 

Thus, it is no surprise that the issues that they described are related to their religion, 

culture and the Saudi identity.  The concerns repeated the most were related to music 

and inappropriate images (see Table 5.16). As these were considered the most 

pressing concerns by the students involved in the study it is important to reflect upon 

such concerns. This significant finding is one of the most engaging of the results to be 

borne of the research and as such it is thoroughly discussed in Chapter 6. Other issues 

that were also mentioned that need to be addressed are: not having proper or suitable 

devices, financial issues and distraction.    
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As mentioned in Table 5.16, student 4 believes that using mobile devices as a medium 

for learning could distract learners because they might use their mobile devices to do 

different tasks, like chatting, rather than focusing on playing the presented game for 

learning purposes. The basis for the students concern is the potential for distraction 

that comes along with the use of mobile devices in the classroom. 

 

Another issue that was also mentioned by 2 participants, student 5 and student 18, is 

the necessity for the students to have proper and suitable devices. After presenting all 

the issues that arose from the responses to question 27, it is important and significant 

to this study to see if learners accept DGBLL.   

 

The following section discusses whether learners are motivated to use both digital 

games as learning materials and mobile devices as the medium for the delivery of said 

material. Motivation for the teaching method is important to examine because it has 

been demonstrated that learners’ motivation to use DGBLL will directly impact upon 

their acceptance of it (Gardener, 2001).  

 

5.10.2 Motivation  

This section is important to this research since one of the key issues related to 

acceptance and use of DGBLL is motivation. It is vital to identify what triggers these 

Saudi students to engage in learning, and what it is that keeps them motivated both 

during their lectures as well as outside of the classroom proper. Before presenting the 

responses to question 28, it is important to specify the key factors that are the focus of 

this section. These factors are:  

1. Acceptance.  

2. Learners’ engagement with digital games.  

3. Simplicity.  

These three factors could be the most important of all, and the results of the analysis 

should verify whether Saudi society is ready for DGBLL.  In question 28, the 

experimental group were asked to “Write the reasons if you support or do not support 

the use of digital games as an educational tool” (see Appendices 10A and 10B). The 

translated responses to this question in Table 5.17 below need to be addressed 
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separately and this is done so in the next Chapter. First though, whether learners 

accept or do not accept DGBLL as well as if they support or do not support this 

method of teaching and learning needs to be established since this is the key to 

understanding more about Saudi culture. The aim of question 28 was to measure how 

receptive the students were to DGBLL and whether they felt motivated to continue 

SLVA through the medium. In addition, their reactions to DGBLL will help to form 

an understanding of how, or even if, it is possible to make DGBLL a suitable tool for 

this society.  

 

Table 5.17 - Motivation to Use Digital Devices in Class 

Student  Response  

1  Using digital devices motivates learners to play during lectures and after as 
well.  

2  I support it because students enjoy such methods.  
3  1- It shows that our education has improved and evolved. 2- It is better and 

an easier alternative to using books. 3- The lectures are more motivating 
and exciting.  

4  ( DID NOT ANSWER )  

5  I support using games because this teaching method is fun, interesting and 
more useful to the students than traditional teaching. 

6  We should use the PlayStation to raise motivation levels.  
7  I completely support digital gaming, and it should be part of our 

educational system.  
8  I support it because it gives us pleasure and excitement in the classroom. It 

is also easy to use when studying and revising. Also, the information 
gained is permanent.  

9  I completely support the usage of digital games for various reasons. For 
example, boredom, which is the usual result of traditional teaching 
methods, is reduced. So, using the digital games method will help learners 
to reach to their goals without feeling stressed or bored.  

10  I support it because I gained more vocabulary words.  
11  I support the usage of digital games.  

12  I support the usage of digital games in the educational system because they 
are simple to use and fun.  

13  I support it because it is fun, enjoyable, motivating and not boring.  
14  1 the lecture is enjoyable 2- learning English is much easier.  
15  I support it because the class is enjoyable and time passes with better 

results.  
16  I completely support the usage of digital devices in our teaching after 

experiencing it with Dr. Abdulaziz Alsayegh.  
17  I strongly support the usage of games  
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 because I learn while having fun.  

18  There are things that make me a supporter and there are others that do not. 
I have previously mentioned what makes this acceptable and what does 
not. This method is new to the students and was not expected. As a result, 
it was difficult at first. So, it would be much better if it was implemented 
on learners before they entered the University.  

19   I completely support it because the information gained is easy to 
memorise. Also, the vocabulary items are perfectly chosen, informative 
and fun, and you do not get bored from playing them.  

20  It is an easy and a modern method of teaching.  
21  I completely support it because it helps to memorise the given information.  

  

From these responses it can be seen that in general the students saw DGBLL as fun, 

enjoyable and interesting and thus indicates that there was a degree of engagement 

and motivation from the materials. This was further evidenced by the indications that 

the students felt that they had increased their vocabulary, and that they retained the 

new words better after using the games for learning than when they were simply 

memorising new lists.   

  

5.10.3 Cultural and Social Impacts  

To understand the role that cultural, social and religious beliefs had on the acceptance 

of DGBLL the participants were asked to discuss the effects of local culture on digital 

games as an educational tool. There were 2 respondents who chose not to answer this 

question.  Of the remainder there was a general view that the process was positive and 

that there were no unresolvable issues associated with implementing it as a teaching 

tool in Saudi Arabia.  There were some indications of religious and social factors such 

as the type of music played in games, although this was considered a “manageable” 

(see Table 5.18 below, student 11) rather than being a serious problem.     

 

From a social perspective, and the Saudi identity, the participants recognised that 

some teachers and others, who disagree on the value and virtue of DGBLL, view its 

potential as a teaching approach as a waste of time as games are designed for children.  

However, there were also indications that this was likely to change in future and that 

therefore the approach should and could be widely adopted to improve learning 

practices and outcomes in the country (see both Tables 5.17 and 5.18).  
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Having addressed the social, cultural and religious issues when implementing DGBLL 

into the classroom, we now present the responses of the learners’ who have accepted 

DGBLL and do not see any issues with using it.   

 

Based on their responses, it is apparent that the majority of the participants do not see 

any issues with implementing DGBLL in the classroom, and it is important to 

understand the reasons for their acceptance. As mentioned previously, most of the 

learners’ responses on this matter were direct. However, in some responses, the 

learners justified their response. For example, Student 1 thought that using DGBLL 

made learning much better. Another participant, Student 2 emphasised the importance 

of changing the learning and teaching from traditional, paper based materials, which 

he described as boring, to DGBLL because it “will promote learning and make it 

easier” (see Table 5.18 below). Student 17 mentioned that even though DGBLL is a 

new method it is “culturally accepted”. As discussed in Chapter 2 learners of this era 

have developed learning techniques that are unlike those of previous generations 

(Green & Bavelier, 2003).  

 

Table 5.18 - DGBLL Promotion of Learning 

Student  Response  

1   The learner gains and receives the required information much better and easier.  
2   It definitely has a positive impact. At this moment in time everyone is using a 

digital device and it never leaves their hands. Because everyone owns a digital 
device at this present time, it is exciting to use these devices for learning. This 
will help to improve our learning as well as change our boring traditional 
learning routines. Also, these changes will promote learning and make it easier. 
This also will be seen as developing the educational system. Also, most of the 
developing countries are using these methods of learning.  

3   Positive impacts.   

4   Nothing.  

5   Imitation.  

6   (DID NOT ANSWER)  

7   Nothing.  

8   Nothing.  

9   Our culture has become much better and acceptable after using advancements 
such as digital devices and smart phones.  
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10   There are no positive impacts because some people see it as a waste of time.  
11   I see the issue is with music, but it is manageable.   
12   Using digital devices is much more acceptable and also they are enjoyable and 

exciting.  
13  I do not believe there are issues with games as long as they have nothing 

religiously forbidden.  
14  I believe our culture will not accept it, but after some time they will.   
15  There is definitely a positive impact.  
16  There will not be a negative impact as long as the games are properly chosen.  
17  Using games is a new method of learning and it is culturally acceptable.  
18  Most of our community believes that games are made for children.  
19  There are no cultural boundaries when it comes to using digital technologies.  
20  I believe there will come a time with a generation of learners who are fluent in 

English.  
21  (DID NOT ANSWER)  

  

The open-ended questions have indicated that in general the participants had a 

positive view of the use of digital games in the classroom. It also shows that they 

believed that their usage contributed to an increase in their knowledge and ability with 

English.  In addition, the games were considered fun, motivational and enjoyable.  

Even with some concerns about social and religious adherence overall the process was 

positively received and would be welcomed as an on-going teaching method by those 

involved in the research group.  

The final parts of the presentation of results aim to review the voice recorded 

interview responses, where 21 participants of the experimental group came together to 

discuss the 12-week course and the content of the games used during this period.   

 

5.11 Semi-Structured Voice Recorded Group Interview  

As mentioned in Chapter 4, the 21 participants of the experimental group were asked 

the same questions as the open ended ones in the questionnaire. The voice recorded 

semi-structured group interview was conducted one week after they had completed 

the questionnaire. It is important to mention that the participants were not told in 

advance about the questions that they would be asked but were simply told that they 

were to be invited to an interview as a part of the research. Since the researcher 

understands the cultural tendencies of these learners, and that Saudis in general do not 

like ambiguity, they were told that they would be recorded throughout this interview, 
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that their attendance was optional and that they were free to withdraw from the 

interview at any time. They were also told that they would be anonymous during the 

recorded group interview, which would be in their first language, Arabic. The aim of 

this was to give them more confidence to express their thoughts and make it easier for 

them to respond to the questions while ensuring that if they became uncomfortable at 

any point they were welcome to leave. This was done to try and ensure the most 

earnest and honest responses from the interviewees. 

The participants were asked to respond to three main questions, as follows:  

 

1. Question 1: What do you think are the potential problems when using digital 

games as an English educational tool in Saudi Arabia?  

2. Question 2: Give me the reasons if you agree or do not agree in using digital 

games as part of the educational system, and why?  

3. Question 3: What are the possible effects of the local culture when using digital 

games as an educational tool in Saudi educational and learning centres?  

 

As previously mentioned, the three main questions were similar to the open ended 

questions in the questionnaire (see Appendices 10A and 10B). The whole interview 

lasted for approximately fifteen minutes. Hence, there were approximately five 

minutes assigned for responding to each question. Each student was given free rein to 

respond and comment at any point during the interview process, respecting the 

cultural norms of Saudi Arabia. In other words, turn taking was frequent and normal. 

The full original transcribed recorded interview in Arabic can be seen in Appendix 

11A, and the translated version can be seen in Appendix 11B.  

 

The recorded group interview focused on two main elements. First, it was intended to 

be an expansion of the main questions from the questionnaire. Second, it provided this 

research with more data since Saudi learners could express themselves more freely 

and openly amongst their peers because Saudis are collectivist in nature and appear to 

be at their most relaxed in group conversational settings (see section 2.4). 

 

5.11.1 Pros and Cons of DGBLL in Saudi Arabia  

All three questions focused on the issues that the learners had encountered when using  
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DGBLL in Saudi Arabia. The majority, for the most part, gave positive feedback 

regarding DGBLL. However, some participants did mention issues, some of which 

were similar to the ones mentioned in their questionnaire responses, which were 

mainly social, cultural and religious issues. Other issues were related to the digital 

devices used. Table 5.19 summarises the pros and cons of using DGBLL in Saudi 

Arabia based on the learners’ responses to all of the three questions, as well as the 

pros and cons of using digital devices for learning. As was reported in Chapter 4, as a 

measure to ensure learners’ anonymity, each recorded response was numbered 

individually. The convention of using ‘StX’ (statement number in chronological 

order) was used to refer to the participants’ responses alone, e.g. St38 means the 

thirty-eighth statements recorded from respondents. In addition ‘Res’ was used to 

identify the researcher/interviewer’s interjection and prompts.    

 

Table 5.19 - Pros and Cons of Using DGBLL 

Pros  Cons  

Fun, enjoyable and exciting.  Music  

Learning is not confined to class time 
(e.g. during lecture times).  

Female figures  

Learning is not confined to a particular 
space (e.g. classroom or lab).  

Social, religious and cultural issues. (e.g. any 
subject that is a threat to the Islamic religion is 
not accepted).  

Learners learn at their own pace.  Isolation.  

Time passes more quickly and faster.    
Recalling the information is quicker.    

The subject is more accepted.    

Modern method of learning and teaching.    

Boredom is reduced.    

Motivating.    

The feeling of equality.    

Mobile Devices   

Multitask.  Expensive.  

Convenient.  Loss of recorded results.  
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As discussed in Chapter 2, language and culture are difficult to separate. According to 

some of the learners’ responses, it seems they find it very hard to differentiate 

between them. During the interview some of the students did directly suggest that it is 

a good idea to learn about other cultures (see Tables 5.17 and 5.18). This shows that 

language and culture may work together and that learning another language may well 

eventually lead to learning about the culture associated with that language. This is 

discussed in more detail in Chapter 6. It should be noted that a number of the 

participants also proposed that outside forces could infiltrate the Saudi culture as a 

result of using DGBLL, which in themselves could affect Saudis negatively. This 

highlights the potentially contentious issue surrounding the use of DGBLL in Saudi 

Arabia, a problem that is discussed in deeper detail in the following Chapter.  

 

5.12 DGBLL vs. Traditional Teaching  

In the following Table 5.20 we compare DGBLL to traditional teaching through 

learners’ responses to the questionnaire (see Appendices 10A and 10B) as well as the 

three questions in the group interview mentioned in the previous section. This was 

necessary in order to ascertain which method learners prefer and which method they 

need. Table 5.20 was used in order to relate those reported and pertinent comments 

that compare DGBLL and traditional teaching as well as summarise the conclusions 

of the overall results of both methods. Setting out the responses like this makes it 

easier for the reader to make a comparison.  The analysis of these results will occur in 

the next Chapter. 

 

Table 5.20 - DGBLL and Traditional Teaching 

NO#  DGBLL Traditional Teaching  

1  New and modern method.  Well known method.  

2  Learners are in control of the 
teaching/learning atmosphere.  

Teachers are in control of the 
teaching/learning environment.  

3  Learners are engaged in the subject 
and material. As a result they can 
recall what they learn quicker.  

*NRF.  

4  Fun, enjoyable and exciting.  Learners get bored.  

5  Time passes quicker.  Time passes slower.  
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6  Motivating.  NRF. 

7  Multi task.  NRF. 

8  Convenient.  NRF. 

9  Mobile  devices  are  expensive.  
(medium)  

Paper materials are relatively cheap.  

10  Cultural, religious and social issues.  No issues.  

11  Accepted.  Accepted.  

* NRF: No Reported Findings.   

By comparing both methods, it is possible to report at this juncture that DGBLL has 

greater potential than traditional teaching. However, some issues need to be dealt with 

prior to using DGBLL as a method for teaching and learning. 

  

5.13 Researcher’s Classroom Observations  

During the course of the study, this researcher noted a number of salient observations 

of the participants’ reactions to the DGBLL method in the classroom. These 

observations will be discussed and analysed in depth in the next Chapter, and they are 

reported here in summary form. Pertinent observations related to the main research 

questions cover areas such as: culture, religion, localisation, Saudi identity, social and 

personal attitudes. In addition, other issues such as learner motivation and 

autonomous development, group work, attendance, adaptation and the learners’ sense 

of accomplishment are equally analysed. This researcher will also discuss the sense of 

change that was observed both during and at the end of the study, in the students and 

in the ecology of the research. 

 

 5.14 Summary    

In this Chapter, there was an objective presentation of the gathered data that consisted 

of pre- and post-test scores for the control and experimental group, a questionnaire, 

and interview with the experimental group has highlighted a number of key points.  

The majority of the participants in the experimental group reportedly found the use of 

DGBLL motivating, enjoyable and fun.  In addition, they felt that their proficiency 

and ability to retain vocabulary was improved after immersion in the video games.  

These perceptions were confirmed statistically by the increase seen in their post-test 
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scores.  The control group also achieved a score increase, and it must be reported that 

their level was lower than that for the experimental group. Undoubtedly, there are a 

number of factors to consider in the final analysis in the next Chapter, from the test 

scores to the cultural and experiential impact and influence upon these Saudi test 

subjects. Having identified that the DGBLL process offers the potential to improve 

vocabulary, elevate motivation and encourage learning outside of the classroom, 

Chapter 6 will analyse these elements dealing with their limitations, from the local 

context to the wider academic context, covering possible implications as well as 

offering the overall findings and conclusions of the thesis.  
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Chapter 6 – Discussion 

6.1 Introduction 

The main purpose of this research study was to identify the cultural issues that affect 

Saudi learners when implementing the DGBLL teaching method in a safe teaching 

environment. In addition, and to reiterate the research questions as they were 

presented in Chapter 1, we asked: 

1. What effect does the use of digital games as a teaching method have on students’ 

attitude to learning new vocabulary? 

2. What role can video games take in improving the vocabulary acquisition of Saudi 

students? 

3. What internal and external factors influence and limit the use of DGBLL in Saudi 

universities with particular focus on historical and cultural factors? 

4. What effect does Saudi culture have on the use and implementation of DGBLL as 

a teaching device on vocabulary acquisition?  

5. Are there recommendations that can be made to support implementation of 

DGBLL into Saudi universities?   

These research questions were developed from a set of objectives (see section 1.7) 

that this researcher wished to pursue and were identified as the following:  

  

1. To identify if digital games can be used as a tool to increase Saudi students' 

SLVA and to identify if there is a detrimental effect or beneficial effect on the 

learner’s performance and attitudes. 

 

2. To gain more insight into the challenges associated with cultural issues that 

Saudi learners face as well as their attitude when implementing a possible 

DGBLL teaching method.  

 

3. To investigate if Saudi learners can manage to overcome certain problematic 

issues, such as those associated with culture and if so, how this is achieved. 
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4. To establish and evaluate the effectiveness of delivery of a DGBLL teaching 

approach.  

  

 To identify these issues, a number of Saudi learners’ SLVA was tested after using the 

DGBLL teaching method, and their attitude towards this method unearthed several 

issues which affected them (see research objective 4). In order to gain an in depth 

understanding of these cultural issues, the researcher designed a full course plan (see 

Chapter 4) and reported the results of the research that involved implementing this 

plan (see Chapter 5). Based on the results of both the digital questionnaire and the 

semi-structured voice recorded group interview, it became apparent that the issues that 

affect Saudi learners when using DGBLL are typically of a religious, social and 

personal nature. Furthermore, it should be noted that most of the Saudi participants’ 

attitudes towards DGBLL were positive.  This penultimate section of the research 

project starts by commenting on the findings and identifies a number of implications 

for the teaching and implementation of DGBLL in a male Saudi Third Level 

educational context. 

 

6.2 Key Observations From Vocabulary Test Results 

Several observations can be made from the analysis relating to the pre- and post-test 

scores for both the control and experimental groups which were presented in the 

previous Chapter. To make this research more compelling and to provide evidence of 

learners’ SLVA, it was necessary to compare both the control group and experimental 

group. The results of both groups’ vocabulary pre- and post-tests show which group 

scored most in terms of vocabulary acquisition. Comparing the average scores of the 

vocabulary pre- and post-tests revealed that both groups of participants progressed 

during the twelve-week vocabulary course. As previously mentioned in section 5.2.1, 

the average pre-test score for participants in the control group was 65% and the 

average post-test score was 74%. For the experimental group, the average pre-test 

score was 57% and the average post-test score was 68%. The results of both groups’ 

vocabulary tests allowed the researcher to make a comparison at this stage. The 

vocabulary post-test average showed that the participants in the experimental group 

increased their vocabulary score by 11% compared to a 9% increase for the control 

group. These positive results answer the first objective of this research, which is 
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whether or not DGBLL is capable of improving L2 learners’ vocabulary acquisition. 

The results show that there is no detrimental effect on the experimental group’s 

vocabulary acquisition. In fact, the acquisition has improved.  

 

The results may also shed light on students’ acceptance of DGBLL and also their 

ability to adapt to such new teaching methods in a relatively short period of time, 

dispelling teachers’ fears that students will not be able to cope with such new methods 

due to time limitations (Ertmer, 1999). The fact that each group made some 

improvement in terms of vocabulary knowledge after their twelve-week vocabulary 

course signifies that both the traditional method and DGBLL worked well for both 

groups.  As discussed in Chapters 3 and 4, despite having limited time and introducing 

new materials, digital games combined with M-learning did lead to positive outcomes 

for the experimental group. From our evidence, DGBLL may easily be used in a safe 

teaching environment (i.e. there were no cultural threats) and may be adapted by both 

teachers and learners alike within a Saudi context. Other researchers have echoed this 

finding concerning a safe virtual environment for learning (Hudson & Bruckman, 

2002; Rankin, Gold and Gooch, 2006; see section 3.3). It is also important to note at 

this juncture that there are a number of limitations attached to this study, such as the 

group sizes and time restrictions, these identified issues will be fully addressed in 

Chapter 7.  

 

Furthermore, the fact that the experimental group vocabulary knowledge actually 

improved due to using DGBLL means it does not restrict Saudi learners’ vocabulary 

acquisition. We can simply report here that there was no evidence from the post-test 

average scores of a detrimental effect on their lexical acquisition.  

 

The indications from the results and also from this researcher’s own observations, 

show that the vast majority of the Saudi learners within the study are ‘tech comfy’. In 

other words, they are well adapted to using digital devices, and that they are also ‘tech 

savvy’, that is they are ready to incorporate modern tools and teaching methods into 

their learning regimes as long as they have the appropriate tools with the proper 

instructions (Dudeney, 2011; Hockly, 2013).  

 



 

129 
 

As regards the vocabulary testing mechanism that was used, the analysis of the 

vocabulary pre- and post-tests for both groups indicated that the students understood 

the questions and knew how to set about answering them on the test papers (see 

Chapter 4 and Appendices 8 and 9). Both groups were tested in a similar traditional 

manner, using pen and paper materials. This is here recognised as a possible limitation 

for testing the experimental group who perhaps should have been tested within the 

same ecology of the materials which they were using to acquire vocabulary. As a 

recommendation for the future design of a repeated research study, the experimental 

group should be tested using digital materials and/or indeed within a Digital Game-

Based Language Testing (DGBLT) environment. This recommendation will be further 

expanded within Chapter 7. 

 

 

The positive results of the experimental group go some way to indicate that the chosen 

materials were suitable for SLVA within a Saudi Third Level context. As previously 

mentioned in section 2.4.1 and in Chapter 4, when selecting and designing certain 

materials, such as digital games, it is important to understand the culture that they are 

to be used in in order to get the desired pedagogical results.  In other words, M-

learning and testing with the materials that the researcher selected and provided for 

the experimental group needed to work hand in hand to improve the experimental 

group’s SLVA within a limited time frame. In addition, a number of key issues that 

some researchers believe are obstacles when implementing technology into a safe 

teaching environment, i.e. time, lack of experience, anxiety, uncertainty and personal 

and cultural beliefs (see Ertmer, 1999, Al-Alwani, 2005, Albirini, 2006), have been 

proven in the main, not to be significant problems in our study for either the Action 

Researcher or the students (see Chapter 3). Since most of our learners were ‘tech 

comfy’, they were already prepared and well aware of how to use digital devices 

(Dudeney, 2011; Hockly, 2013), so there was no need for such concern.  These 

cultural issues address research questions 3 and 4 and are further discussed later in 

this Chapter. 

 

Having discussed some of the positive outcomes as well as several limitations, the 

following section focuses on the experimental group’s reflections on improving 

DGBLL in a society that is highly influenced by religious and cultural values (Elyas 
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& Picard, 2010; Ur Rahman & Alhaisoni, 2013) through the reported findings that 

have emerged from the digital questionnaire. 

 

6.3 Experimental Group’s Reflections on DGBLL 

Based on the data from the experimental group’s online questionnaire, we analyse in 

this section the most salient issues relevant to the main research questions. As 

previously mentioned in section 5.5.1, the participants were asked if they played 

physical or non-physical games with friends or peers, alone, or with people they do 

not know or not at all. Replying to question 4 in the questionnaire, all members of the 

experimental group indicated that they played games as a social pastime. The majority 

of the participants, that is 81% (n=17), responded that they enjoyed playing with their 

friends and peers. With supporting evidence from the classroom observations, the vast 

majority of the Saudis in our study prefer social gaming. This finding may support the 

claim that Saudi society is a collective one - see the discussion of Hofstede’s (2016), 

cultural scores in section 2.4 - and that the inherent collective nature of many games, 

in general, may be highly suitable for a collectivist Saudi culture. Such a finding, in 

part, addresses research question 4 and objective 2 and these will also be tackled later 

in this Chapter. 

 

Another key finding that emerged from the responses to question 5 and to several of 

the open ended questions (and also from the classroom observations and group 

interview), was that learners actually teach one another through collaboration.  As a 

result, learners are taking some control of their teaching and learning regimes instead 

of being passive learners; similar findings were also reported by Chowdhary (2009), 

see section 3.3. The results also show that 76.2% (n=16) also enjoy playing 

individually, indicating that they can learn individually or with others. On the other 

hand, 23.8% (n=5) of the participants play with people they do not know. As a result, 

it is evident that Saudi students prefer to play either alone or with someone they know. 

In general, these results reveal that GBL is not restricted in terms of who it appeals to 

and that it can be used and enjoyed by most types of learners with various learning 

strategies and styles (see sections 2.2.4 and 2.2.5).   This further reinforces the 

potential value of collaborative play and thus learning within the EFL classroom that 

can be provided by using video games for improving vocabulary acquisition.  
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It may be noteworthy to state that when they were asked in question 7 how long they 

had been using digital devices (PCs, tablets and mobile Smartphones), many of the 

participants, that is 38.1% (n=8), responded that they had only relatively recently been 

introduced to such technology, specifically in the past 2 to 4 years. Other participants 

reported using digital devices for between 5 and 7 years (33.3%, n=7), while 19% 

(n=4) had been using them for between 8 and 10 years and 14.3% (n=3) for over 10 

years. These results show that all the learners had some experience of using digital 

devices. The results also reveal that even learners with the least amount of digital 

experience (2-4 years) are still ‘tech comfy’ and may produce favourable language 

results through proper and effective instruction (Dudeney, 2011; Hockly, 2013).  

 

A further observation is that the students have a relatively high level of both 

technology acceptance and experience in using digital devices (see Chapter 5).  With a 

majority, 52.4% (n=11), using their devices for more than 4 hours a day (as reported 

in their responses to question 8) this suggests that there would be positive responses to 

their introduction into the classroom environment, further underlining the value of 

implementing technology into the Saudi EFL classroom. Such results reveal that 

digital devices could be an appropriate tool for language teachers to use for L2 

learning in Saudi Arabia because Saudis already spend a great deal of time using 

them. The results also reveal that Saudi learners are well adapted to using digital 

devices for their learning and that teachers need only provide them with the required 

materials and appropriate instruction (see Chapter 4). This leads to the inevitable 

conclusion that teachers also need to be up-to-date with both learners’ needs and 

appropriate technologies for possible integration into their own pedagogies. This has 

always been the case in CALL research and practitioners have long argued in favour 

of necessary Continuing Professional Development (CPD) in technology use and 

critical engagement therein (Healey, 2016, see also Chapter 3). 

 

As mentioned in section 5.6, the results show that 57.1% (n=12) use digital devices 

for reading and writing as well as for accessing electronic and digital dictionaries, 

95.2% (n=20) use digital devices for web browsing and also for communication, while 

81% (n=17) use digital devices for playing and 33.3% (n=7) use them for studying. 

These results further indicate that Saudi learners are well aware of how to use digital 
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devices as well as digital games and are well adapted to using them. It is reasonable to 

ask how these learners achieved good vocabulary results and improved their SLVA 

since the majority, according to their answers, do not use digital games for studying. It 

is of course possible that the experimental group could have gained some of their 

vocabulary knowledge incidentally and from various other sources (Ellis, 1994, see 

also Chapter 3). As was described in methodology Chapter 4 and from the evidence 

gleaned from the responses to question 9, the students were encountering and 

acquiring vocabulary items in an informal learning environment whilst playing the 

digital games. It may be stated that the students were ‘studying’ and learning without 

being aware of this possible incidental learning, putting all cultural and educational 

boundaries aside. The participants were enjoying the games they were playing, and as 

a result, they were learning new words, presumably subconsciously. This could mean 

that digital games may improve and promote Saudi learners’ L2 acquisition without 

affecting their Saudi identity (this goes some way to answering our research question 

2 and objective 1). In other words, choosing the right and appropriate material (see 

Chapter 2 and also Fareh, 2010) for the targeted learners might improve their 

language learning with, hopefully, minimum negative effects. In our study, these 

effects are presented in Chapter 5 and are analysed later in this Chapter. 

 

As was revealed by the responses to question 13, there was a clear preference for 

adventure and sport games which suggests these would be a viable genre to include in 

any classroom intervention using digital devices.  Knowing Saudi learners’ 

preferences for such games will allow future teachers, lecturers, researchers, material 

developers and educational game developers to focus on these games in order to 

develop, produce and implement better digital games as materials for teaching and 

learning in Saudi Arabia, thus leading to better learning outcomes. It is important that 

learners are engaged in the classroom (see Chapter 3 and also Yazzie-Mintz, 2007), 

and understanding what games Saudi male learners prefer may maximise their 

engagement, eventually producing better learning outcomes. 

 

With evidence from question 14, there was strong agreement that using digital devices 

made the lesson more interesting and more enjoyable which suggest there is a 

potential that incorporating these into the classroom sessions may actually be a better 

alternative to traditional teaching (see research question 1). One of the reasons why 
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the experimental group’s vocabulary acquisition improved could therefore be that they 

were more interested in using digital devices and so engaged more with the material 

provided.  In a similar vein, there was a more positive than negative view of how 

effective digital technologies could be in terms of improving classroom and learning 

outcomes. Such results are very encouraging to this research since using digital 

technology as a means for L2 learning is the basis of this research. Similar findings 

have been presented by numerous researchers (see Chapter 3). In addition, with such 

results, it is apparent that the new generation of Saudi learners are coping easily with 

new methods of teaching and learning, which is a good sign for teachers. It means that 

teachers with relevant and up-to-date CPD need to spend less time helping learners 

adapt to the usage of digital devices and can instead focus on improving their L2 

proficiency through using those digital devices to their maximum advantage.  

 

As highlighted in Chapter 3, Gee (2003, 2004 and 2007a) has examined and counter-

argued many of the negative concerns regarding students using games for learning. 

Echoing Persson (2011), Sundqvist (2013) and in support of Gee’s proposals in favour 

of using games in learning, we can state that – from the answers to question 16 – a 

significant majority, 76.1% (n=16), indicated that they believed the use of digital 

devices for in-class gaming is an effective language learning tool. This represents one 

of the central questions of the research and thus several questions in the questionnaire 

were devoted to this theme.  From the answers to questions 18 and 19, the same 

percentages of more than 95.2% (n=20), indicated that they found DGBLL to be an 

effective tool and again that they believed the experience to have improved their 

English vocabulary acquisition (see section 5.7). This is further supported by the 

evidence from question 22 where 90.5% (n=19) believed that they had learned new 

English vocabulary words. 

 

In further underlining the value of the DGBLL approach, the responses to questions 

20 and 23 recorded that 90.5% (n=19) would continue to utilise digital games for 

English language learning and this adds strength again to the argument that any 

prospective resistance from teachers or educational authorities could be tackled 

because the students clearly enjoy this approach to learning and can see the positive 

potential of DGBLL. These help to provide more conclusive answers to our research 

questions 1 and 2.  The effect on the students’ attitudes to learning new vocabulary 
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items is a positive one, through enjoyable incidental and engaged learning experiences 

(see Rankin et al, 2006 for similar results).  

 

The responses to question 17 show that the majority of the group (66.7%, n=14) felt 

that digital technologies were a support, rather than a direct replacement for teachers 

in the classroom. This result also indicates that digital technology should not take the 

place of teachers since learners only see ICT as a tool for learning (see Chapter 3). 

The obvious request here is for a blended approach. The teacher’s role remains highly 

significant to their success and learners still see teachers as their mentors. In other 

words, digital technology is seen as another learning tool rather than a replacement for 

teachers. This means that teachers should continue to contribute and be influential in 

the classroom, which aligns with the cultural and religious focus of Saudi schools and 

the status and deference given to teachers in the country (see Chapter 2 and Elyas, 

2008; Elyas and Picard, 2010).  This also underlines the importance of ensuring that 

those teachers who are encouraged to implement the use of digital technologies (see 

Chapter 3 and Selim, 2007) for vocabulary acquisition view the process as a positive 

one and do not feel professionally threatened by a blending learning approach, which 

may include DGBLL where appropriate.    

 

In attempting to begin to achieve objectives 3 and 4, respondents were asked in 

question 21 about their needs for localised games that were suitable to their culture.  

The vast majority (85.8%, n=18) agreed with the statement that digital games must fit 

their local culture. This will be further elaborated upon in the discussion of the open 

ended questions, the researcher’s observations and semi-structured interview.  

 

Learners also appeared to see the positive impact of DGBLL and the potential it offers 

for balancing cultural norms and the need for cultural adaptability when learning a 

target language. In addition, the results also reveal that learners are accepting of and 

well prepared for new and radical changes. Thus, teachers are now able to use new 

methods and materials for language learning with no hesitation, and encourage 

improved outcomes for vocabulary acquisition, student motivation and ultimately 

communicative competence.  
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Third and most importantly, the results from question 24 indicate that using digital 

devices exposes the learners to the target language, English. As mentioned previously 

in Chapter 3 researchers have suggested that learners are more exposed to the target 

language due to using mobile devices (Norbrook and Scott, 2003; Thornton and 

Hauser, 2004, 2005). In addition, it was further identified from responses to question 

25 that over 95% (n=20) of the students felt that the inclusion of digital games in the 

classroom increased their motivation.  Given the importance of motivation in 

achieving proficiency in a target language (see Chapter 3, and also Guilloteaux and 

Dornyei, 2008; Ebner and Holzinger, 2007), this overwhelmingly positive response 

suggests that there is a high potential for the inclusion of games within the Saudi EFL 

classroom as a tool to increase motivation, and ultimately English proficiency.  

 

The fact that the students were motivated and welcomed the approaches suggest that 

the focus during the 12 week course was effectively aimed at meeting the needs of the 

students.  This was felt to be an important facet of the work, given the strong cultural 

and religious focus of the education system in Saudi Arabia.  The fact that they were 

motivated appears to indicate that the games chosen for the study were not culturally 

threatening or inappropriate for the students, which suggests in turn that they were 

able to localise the chosen materials to fit their cultural needs and personal 

preferences. This does however underline the importance of selecting appropriate 

materials when implementing DGBLL in the classroom, which this researcher 

successfully achieved (see Chapter 4).  

 

One of the most unexpected findings from answers to question 26, was that 71% 

(n=14) of the experimental group’s last activity before they go to bed is playing digital 

games. This significant finding can be seen as evidence of how convenient digital 

games can be for learning. It also suggests that the medium could be a positive 

revision tool for learners since playing games is the last thing they do prior to 

sleeping, encouraging learning at any time. The findings therefore indicate that digital 

games are an enjoyable learning tool that could be used as an alternative to traditional 

teaching and learning both in and out of the classroom environment. In particular, 

since learning and teaching are not subject to place nor time restrictions when using 

DGBLL, learners can be active continually throughout the day with no restrictions 

and needing no-one to guide them through. So, digital games may indeed represent a 
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self-learning tool that could be much more effective than vocabulary textbooks (see 

Meddings and Thornbury, 2001 for their discussion on alternatives to vocabulary 

textbook use).  

 

In summary, the responses to the direct questions on the questionnaire identified a 

number of factors that are relevant to the use of DGBLL in the EFL classroom. They 

revealed the importance and integrated use of digital devices for Saudi learners and 

their social use and academic use for language acquisition: they understood the 

positive potential of this technology to help them improve. The teacher’s role within 

this process of blended learning may be only to direct these learners and guide them 

along the self-learning path with minimal intervention. This also shows that these 

participants are somewhat in control of their learning. Chowdhary (2009) has made 

similar findings (see Chapter 3) about students gaining more control of their own 

learning. This is a positive sign for teachers and learners alike that language learning 

can work hand in hand with digital devices. One of the main advantages for the 

DGBLL learners in the experimental group was that they had the chance to explore 

the chosen materials, to be more in control of their learning process and to see their 

progression through their game scores. This triggered a sense of personal 

accomplishment, as researchers had previously predicted (Ebner & Holzinger, 2007). 

In addition, they had no issues learning what was required, with minimum effort from 

the teacher/researcher since his main role consisted of observing their progression.  

The main findings are that they students were motivated and engaged with the 

materials, whilst at the same time being consciously aware of the potential impact of 

such materials on their cultural and Saudi identity. 

 

The following section presents an analysis of the main themes gleaned from two other 

data sources.  

 

6.4 Comments and Analysis Arising from the Open-Ended Questions and the 

Group Interview. 

Although there were many positive responses to the open ended questions in the 

questionnaire to the use of video games for learning, they were not without some 

important issues (see Table 5.16). It was noted that a number of students indicated 
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concerns about the possible content of the games used and that any materials would 

need to be sanctioned before introduction.  This underlines the strong role that cultural 

and religious values have in the education system in the country and the importance of 

ensuring that the materials used are appropriate (see research objective 2 and research 

question 3 and also Chapter 2).  

 

Furthermore, the fact that the group felt the appropriately designed and repurposed 

materials used in the classroom not only made learning exciting and interesting, but 

they also helped to cement a deeper level of knowledge.  The students felt that the 

words learnt through the games were retained better and with a greater understanding 

of how to use them in the right context compared to the traditional method of learning 

vocabulary lists (Chapter 5).   

 

There was clearly also a high level of motivation (Chapter 5), not only because the 

games were easier to use than books, but because the overall process appeared, to the 

experimental group, to be simpler and more enjoyable than traditional teaching and 

encouraged them to play the games outside of the classroom, effectively extending the 

learning period.  In addition, the group also felt that the lessons passed quickly which 

suggests they were deeply immersed and engaged in the digital game, which is one of 

the signs of ‘flow’ (Csikszentmihalyi, 1990; Csikszentmihalyi, 1997; Nakamura & 

Csikszentmihalyi, 2002) (see Chapter 3). Some participants also mentioned that due to 

time passing quickly, lessons are not boring any more, compared with traditional 

teaching.  This coupled with the indications that the group felt they were achieving a 

more concrete learning of new words and how to use them, further underlines the 

value of the approach for increasing the vocabulary of students in Saudi Arabia. In 

summary, these important factors which were frequently mentioned by the students in 

the open-ended questions and group interview, are: 

1. Acceptance on social, cultural and religious levels.  

2. Learners’ engagement with digital games both in the classroom and outside of it. 

3. Simplicity in the integration of the games. 

 

From a social and religious perspective and recognising the important roles that 

religion and social values have on educational approaches in Saudi Arabia (see 

Chapter 2), it is unsurprising that a few participants did identify that there could be 



 

138 
 

obstacles.  These included a perception that gaming was for children and that their 

usage in classrooms was a waste of time and that they could contain religiously 

offensive and threatening images i.e. semi-naked female figures.  However, it was 

also identified that this attitude did change over time and during the engagement 

process and that for the majority the use of DGBLL was both desirable and effective 

(see research question 4).  

 

From student comments made in the group interview (and from observations carried 

out during the teaching process), it would appear that learners were willing to change 

and accept new teaching approaches. As previously discussed in this Chapter, the 

learners were able to localise the games to suit their personal interests, giving them an 

opportunity to be in control of their learning as well as the materials used. It seems 

that localisation is a personal window for learners and a key that can be used to 

overcome cultural obstacles (for a description of these cultural obstacles, see Chapter 

3 and Al-Alwani, 2005 and Albirini, 2006), eventually making them comfortable 

when using digital games for learning.  

 

Since these learners are in the digital era, it is likely that they may overcome socio-

cultural boundaries. An investigation of such boundaries and how learners surpass 

them is discussed later in this section. Despite the fact that there is a dearth of COTS 

games on the market that may suit the Saudi culture, the participants in this study still 

managed to achieve good vocabulary results. As mentioned in Chapter 5 the learners’ 

responses to questions 21, 22 and 23 in the questionnaire indirectly revealed the 

importance of localisation. In other words, the participants managed to localise the 

games and the materials without affecting the original purpose and design. The 

students effectively and successfully repurposed the games to suit their own needs. As 

a consequence, they were more motivated, they were in control of the learning 

environment and their engagement with and experience of SLA improved. This type 

of situation may well contribute to improving the actual learning process in Saudi 

Arabia.   

 

As previously mentioned, localising the game materials gave learners the opportunity 

to be in control. So, with the options provided by these materials, Saudi learners have 

the chance, choice and opportunity to a certain degree to adjust them as they see fit. 



 

139 
 

However, compared with books, teacher and learner options to modify the chosen 

English materials are very limited. As mentioned previously in Chapter 2, modifying a 

book may be as simple as skipping a Chapter of the chosen book that does not comply 

with Saudi culture, Saudi identity or the Islamic religion, which could eventually 

affect the overall outcome of the students’ L2 learning. Thus, Saudi teachers at this 

stage make such choices for the learners, denying these learners the chance to make 

them themselves. As a result and based on this researcher’s personal experiences, 

Saudi teachers tend to localise the course book that they are teaching to fit their own 

personal interests while disregarding, to some extent, the learners’ needs, thus 

enforcing their interests on their learners. Saudi learners at this stage are playing a 

passive role.  

 

Using digital games as learning materials and mobile devices as the medium, gives 

each Saudi learner the option to adapt the materials to suit his or her own personal, 

religious and cultural preferences without diminishing the main benefits of these 

chosen materials, as seen in the experimental group vocabulary post-test results 

mentioned earlier in Chapter 5. Therefore, the researcher, through observation and 

gathered evidence, believes that his purposely designed DGBLL teaching method 

gave the Saudi learners a sense of ownership and being in control, which kept them 

interested and motivated during his course. As a result, the participants played a 

continuous active role in the whole process, primarily because they have invested 

their time and efforts in accepting the challenges of the games (see Chapter 3). 

 

Bearing in mind how important culture is due to its influence on Saudi students and  

the Saudi community as a whole (Prokop, 2003; Ur Rahman & Alhaisoni, 2013), and 

in our case as evidenced by over 86% (n= 18) of the participants believing that culture 

plays a decisive role in their learning regime (see Chapter 5), it would be reasonable 

to expect that culture could also affect the choice of teaching materials (Fareh, 2010). 

Our results also show that understanding a culture is critical when choosing materials. 

Thus, the positive SLVA results of the experimental group, as mentioned previously, 

reveal the effectiveness of the materials used for this teaching method and how the 

researcher considered many important aspects of Saudi culture when choosing such 

materials and teaching methods. In other words, learning, understanding and 

considering what the taboos are within a certain culture in order to choose suitable 
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materials will obviously have a positive impact on learners’ acquisition outcomes as 

well as their openness to change in terms of learning and teaching methods. 

 

Whilst giving Saudi learners a chance to have a high level of control, my DGBLL 

teaching method also gave them a sense of personal responsibility for their actions 

within the game itself. Therefore, teachers’ interference with students’ learning is 

minimal, and they are the main focus instead of the teachers. In other words, using 

this DGBLL teaching method in the classroom made it student-centred. Since digital 

games give direct and immediate feedback to the players, DGBL learner actions in the 

game impact upon their overall results. Also, learners can easily see their progress and 

development without needing to wait for the teachers’ personal opinion or their mid-

term or final exam results. This would be beneficial for some teachers in a number of 

ways. It could reduce teachers’ stress since they do not need to localise the materials 

used. It would also help teachers with learners who do not interact in class and are 

usually silent and, therefore, hard to observe and evaluate during class time. My 

DGBLL teaching method with the appropriate material might help with this issue 

since both teacher and learner can visually see their progress through the game’s 

results.   

 

The Saudi learners also mentioned in the interview that they enjoyed this DGBLL 

teaching method and remained motivated throughout (see Chapter 5). During this 

research study, the researcher observed that some of his participants had finished the 

suggested game materials earlier than was anticipated. These participants told the 

teacher/researcher that they liked the suggested games so much that they kept on 

playing them until they had reached the end of the game. Some also mentioned that 

they liked this teaching method and the game materials so much that they played the 

games more than once. A number of students reported that they had fully completed 

the obligatory games ahead of time and planning. At this stage, these students 

suggested a list of games that interested them which the researcher first evaluated and 

then made them available to all participants in the group (see Chapter 4).  

 

These three scenarios could signal that some participants are more motivated and 

more engaged than others in the group. Therefore, the researcher submits that this 

DGBLL teaching method enables learners to learn continuously, not just inside the 
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classroom but also outside and during their free time. This could be achieved by 

giving them a larger number of suitable (both pedagogically and culturally) digital 

games to play after classes or by repeating the same game or even playing games that 

are always updated through extra Downloadable Content (DLC). DLCs are a very 

common characteristic of many digital games today, whereby extra levels of play can 

be downloaded from the game producer and developer for free or at an extra cost.  

 

In the recorded group interview, one particular response to question 1 (“what do you 

think are the potential problems when using digital games as an English educational 

tool in Saudi Arabia?”) that was never mentioned previously was about female game 

characters not being suitably attired and so possibly provoking sexual desires. 

“Some educational games contain and have naked female pictures and 

figures. This could have a negative impact on an individual because 

instead of learning it provokes sexual needs.” (St2) 

We are interpreting this from the original Arabic to mean that certain characters 

within the chosen and repurposed COTS games were not wearing enough clothing to 

cover sufficient quantities of their anatomy, according to this respondent.  It should be 

remembered that this represents one single response which may be perceived as 

coming from a very strict and conservative individual who remains in a minority of 

one, in our group.  Whilst at the same time, one cannot completely ignore this point of 

view, it does serve to remind us of the existence of certain highly conservative 

elements in Saudi society. Relating to cultural and religious issues, some participants 

also believe that DGBLL success is based upon religious and cultural grounds and 

that in order to be successful, the games need to conform to Saudi culture. Others, 

however, completely reject this approach (see again research question 4 and objective 

2).  

“If it does not carry any threat to our culture or religion.” (St34)  

“Some games show and contain churches and crosses. This would be 

hard to use in teaching, especially for kids.” (St35)  

“I am against what you said. I believe it is good to learn about other 

cultures.” (St36) 
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This opposing of views is quite indicative of the frank exchanges that occurred during 

the interview, conducted in a relaxed and comfortable atmosphere.  

 

As mentioned in Chapter 2, language and culture are hard to separate (Brown, 2007). 

A number of participants anticipated that external forces could overlap the Saudi 

culture as a result of using DGBLL, and this might affect Saudis negatively (see 

research question 3). Such concerns find their echoes in other research work, see for 

example Azuri (2006) and also Elyas & Picard (2010). In traditional learning 

environments, some teachers would skip some subjects and Chapters that did not 

reflect Saudi culture (see Chapter 2). 

“It is the fear of other cultures overlapping ours.” (St39) 

“That is why we have Chapters in our books that we do not take.” 

(St40) 

 As a result, some participants suggested that games should be carefully chosen, 

considering all aspects of cultural needs. In other words, the learners want games that 

are localised. This suggestion could indirectly mean that they understand the positive 

potential of DGBLL as well as how to gain the most out of digital learning. 

“The Ministry of Education should adapt and make games that are 

applicable to the Saudi culture since they already spend millions on 

books every year.” (St38) 

“There will not be any issues when used properly. Choosing the right 

game that will not offend our culture is important.” (St44) 

As part of this discussion and by way of analysis, we would like to propose an 

extension to the used DGBLL method in that a student-teacher centred approach could 

be adapted in the future. This would involve a collaboration between the students and 

teacher in assessing and repurposing possible COTS for English language acquisition. 

The teacher must remain as the ultimate “Gatekeeper” but a joint close-working 

exercise where the students are first taught how to evaluate the potential of digital 

games for SLA and are allowed to suggest games for both inside and outside of the 

classroom, as an authentic part of their curriculum. The approach would seek to 
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exploit the known motivation amongst most students for the DGBLL method and seek 

to engage students further, prolonging their educational experience. 

 

In question 2 the participants were asked if they agreed or did not agree with using 

digital games as part of the educational system. All the participants agreed. One 

particular response was very pertinent and crucial for this study. One Saudi participant 

responded: 

“Playing games in the classroom made everyone equal no matter how 

smart they are. As a result, the classroom became more competitive.” 

(St53) 

“Do you mean it gives a better learning atmosphere?” (Res) 

“Yes. And it fits every level.” (St54) 

This response indicates that what learners want in the class room as well as from the 

course they are taking is to be equal to their peers and challenged. This may also be 

another sign that Saudi society is collectivist (see Chapter 2). In other words, he did 

not feel that one student was better than the other. This could also be an indication 

that digital games give these Saudi participants a sense of self-satisfaction since they 

play them with no restrictions and remain completely in control. Another important 

thing that this response shows is that the Saudi learners enjoy what they are playing 

despite any cultural boundaries that they have to negotiate. This could also be an 

indirect indication that they are motivated to continue what they have started, i.e. the 

game, to achieve the result they are looking for, the goal, which eventually gives them 

this sense of equality. 

Another response that was also important to this research shows that Saudi learners 

want to improve their method of learning. The following participant identified the 

necessity to change the learning atmosphere by comparing DGBLL to traditional 

teaching methods.  

“Most of us do not attend courses [skip classes] that use books while 

the courses that use digital devices, most do attend” (St59) 



 

144 
 

This response proves that DGBLL has answered one of the Saudi learners’ needs (see 

research objective 4). It also shows that learners are enjoying the language course and 

the learning atmosphere and are motivated to continue attending. One participant even 

responded by suggesting that DGBLL is a complete success. 

“And this [referring directly to the course] is evidence of its success.” 

(St60) 

 

The final question in the group interview focused on one of the most important issues 

that this research is based on, and that is culture. By responding to question 3 (see 

Appendices 11A and 11B), learners identified the social and cultural issues that they 

saw as relevant when adapting digital games as a learning tool. It is important to note 

that all of the participants raised some form of social, cultural or religious issue (see 

table 5.19). According to the learners’ responses, the main issue is religion.  

“Some games speak about religion.” (St62) 

“So, you will not accept it if it speaks about other religions?” (Res) 

“Yes, I will not accept it.” (St63) 

Since Saudi Arabia is based on the Islamic religion, it has a direct impact on the Saudi 

culture and identity of Saudis (Prokop, 2003; Ur Rahman & Alhaisoni, 2013, see 

section 2.3), it is understandable that the learners are protective of it and wary of 

anything that might be a threat to it, such as digital games as learning tools. One 

participant mentioned that digital games had previously been ridiculed for religious 

reasons.  

“Conservative and extremely religious scholars will not accept and 

would ridicule such games. For example, Temple Run was criticized 

because you play inside a temple.” (St65) 

In order to identify learners’ perception of culture, the researcher/interviewer asked 

the Saudi participants if religion and culture are connected to one another (see 

Appendices 11A and 11B). The majority of the participants responded that there was 

definitely a connection. Hence, their responses are a direct indication of how massive 
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a role religion plays in forming Saudi culture and identity (see research question 3). 

Following on from these responses, the researcher/interviewer proceeded to ask an 

additional question in order to verify whether religion was the main issue when 

adapting digital games for learning and teaching:  

“Does our religion affect digital game usage?” (Res) 

“It definitely does. Because I will not accept anything if it is not part of 

or against my religion.” (St72) 

To overcome such religious and cultural issues, one participant suggested that games 

should be localised and another participant suggested that religious boundaries should 

be understood before using and adapting digital games as learning tools. 

“There will not be any negative reactions if it is Saudi constructed.” 

(St73) 

“It will not affect if there are boundaries” (St74) 

After verifying the learners’ reactions to DGBLL through their responses to the 

questions in the group interview, it is clear that Saudi culture plays a massive role 

when adapting a new method of learning and materials.  

 

To conclude this section, it is no surprise how effective digital games are if used 

properly since they allow learners to be in control, learn at their own pace, at a 

convenient time and in their chosen place, with no restrictions attached. Therefore, the 

researcher can only assume that his DGBLL teaching method does not interfere with 

the culture of the learner. Instead, the researcher believes that using digital games as 

materials actually gives Saudi learners an opportunity to break through the cultural 

barriers that may normally hold them back. Still, this assumption is based only on the 

researcher’s personal view, his observations and the evidence derived from the 

research conducted on his participants. More research would be helpful to confirm or 

refute this notion.  

 

The comments previously presented are mainly based on the research findings (see 

Chapter 5 and Table 5.20); however, the following section is based solely on the 
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researcher’s own classroom observations during the DGBLL teaching course that he 

designed (see Chapter 4). Since no other research, to the researcher’s knowledge when 

conducting this study, has investigated the cultural issues that affect Saudi learners’ 

when using the DGBLL teaching method, the comments that follow are based on his 

personal interpretation.   

 

6.5 Comments Arising from Classroom Observations 

As has been stated in the previous section, there is no comparable research in this 

Saudi context. Therefore, these comments are based solely on the researcher’s 

observations. The purpose of this section is to provide more information on Saudi 

learners, Saudi culture and the proposed DGBLL teaching method. The researcher 

could not officially document everything he witnessed during the research process 

because some of what he observed was not part of his original research study and, as a 

result, he was not prepared for it. However, it is worth mentioning what he observed 

because it might help with future research. This is a common enough occurrence when 

Action Research is employed as a methodology (McNiff, 2013).  

 

As previously mentioned in Chapter 2, Saudi Arabia is a collectivist society (see 

Hofstede’s 2016 scores). It seems to the researcher that the DGBLL teaching method 

may foster and nurture in Saudi learners the collectivism that is an integral part of 

their identity. Based on the researcher’s observations, there are a number of reasons 

for making such a claim. During his teaching course, the researcher witnessed the 

participants in the experimental group working together as a group even though each 

student had his own device. When encountering any difficulty, such as finding the 

meaning of a word, they relied on each other. On the other hand, the traditionally 

taught control group typically worked individually and asked the teacher/researcher 

for input.  This may be attributable to their previous learning experiences. The new 

DGBLL method broke with this tradition and allowed the students the opportunity to 

redefine their own learning experiences. The students adapted quickly to this new 

method and they reported that they enjoyed the experience and this was certainly 

observed by this researcher. 
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The researcher witnessed another sign of collectivism during his class when one 

student’s phone battery died and he was devastated that he could not continue to play 

the suggested games. As a result, and in order for him not to be left out of the group, 

the other students asked him to join in and play their game with them without asking 

for the teacher’s permission. After that incident, the students started bringing their 

phone chargers to class. This incident not only shows how the DGBLL teaching 

method fosters collectivism but also how Saudi learners like working in groups. Their 

reaction could also mean they liked what they were doing and were motivated to 

continue, hence their invitation. They also liked being in control and not having to ask 

the teacher/researcher for permission, and most importantly they liked the results they 

got. This could mean that the DGBLL teaching method is a candidate for language 

learning and teaching in a collectivist society. After such observations, it is reasonable 

to ask if the DGBLL teaching method could also foster other cultural dimensions that 

may be worth exploring. This could be an issue for future researchers to explore.    

 

As possible examples of autonomous development, the researcher also noticed that 

after week five, some of his participants actually began suggesting games that might 

support their L2 vocabulary learning. Some of these games were either similar in 

context and design to those the researcher had originally recommended to his learners 

as materials that could be used via mobile devices, while in order to play others the 

students needed particular devices, such as a Play Station or an Xbox. This could be a 

positive outcome of using this DGBLL teaching method. The learners felt they were 

in charge and wanted to contribute to their learning even more by suggesting more 

games to help them improve. This presents other researchers with an opportunity to 

explore whether learners’ L2 would improve should they be given a chance to actually 

choose their own materials. This could also be a suitable area for further research that 

may be of great benefit.  Without any prompting on the part of the researcher, the 

learners created their own physical learning environment, they would arrive early to 

class in order to reorganise the outlay of the classroom, putting the chairs in a U-

shaped design for easier collaboration between them. Student movement and 

interactions around the classroom were free and easy, with minimum interference 

from the researcher. Student attendance at the classes was high with very few 

absences observed.  
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At the very least, this new DGBLL method instigated a sense of change in the 

students in delivering the teaching. Tthere was an observed sense of accomplishment 

in the students when they completed the games. Their exposure to and experience 

with the games opened up discussions on religion, culture, localisation and their own 

Saudi identity and their social and personal attitudes. Such an impact has not remained 

unnoticed at an Institutional level as the researcher has received an enquiry from an 

ICT Course Developer at Imam University where the original research project was 

conducted. The Developer is requesting valuable input from this researcher, based on 

his new teaching method to contribute to both new curriculum design and the 

production of a course textbook (see Appendix 12) 

 

6.6 Summary  

This Chapter has presented an examination of the main findings with a review of the 

vocabulary test results, the digital questionnaire, the semi-structured interview and the 

observations from the overall study.  From the vocabulary test results, we may 

conclude that exposure to the DGBLL method did not cause a detrimental effect on 

the Experimental Group’s test scores. In fact, their scores improved. The 

questionnaire data revealed that students, in general, were positive in their attitudes 

towards DGBLL. They were ‘tech comfy’ when presented with the appropriate 

teaching materials. As a consequence, it was recommended that teachers also need to 

upskill themselves through CPD in order to remain ‘tech comfy’. It was argued from 

the data that DGBL teaching fostered collaboration (which is very important in a 

collectivist society). Evidence was also presented of the existence of incidental 

learning occurring, of learners gaining autonomy, of gaining a sense of control and 

equality.  The learners themselves were certainly motivated as learners; they changed 

as learners. We have attempted throughout this Chapter to address each of the 

research questions and objectives and added several proposals of our own. In the 

following Chapter, these proposals will be detailed, along with the recommendations 

and final conclusions. 
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Chapter 7- Limitations, Recommendations and Final Conclusions 

7.1 Introduction  

This final Chapter explores the limitations of the study and indicates how these might 

be approached in future works.  This then leads onto recommendations for further 

research that emerged as result of conducting the work. Finally, this Chapter 

concludes by summarising the findings.  

 

7.2 Limitations of the Study  

This research project, like any other, was subject to some limitations, which are 

presented below along with solutions proposed to overcome them. The number of 

games on the market that can be described as culturally acceptable for Saudis, based 

on Hofstede’s (1980, 2001) cultural dimensions, is limited. The researcher faced one 

of the biggest challenges when commencing this study in that it was necessary to find 

suitable games that would not affect the learners’ Saudi identity nor seem to threaten 

their culture since this would eventually affect both the learners’ language progress 

and the research study as a whole. This is especially the case when it comes to 

adapting these games for L2 use.  

 

The most viable way of dealing with this limitation is for teachers and researchers in 

Saudi Arabia, or indeed any other conservative society, to find games that can easily 

be localised and repurposed to suit the host culture through understanding the 

identified and perceived cultural threats and sensitivities involved. This challenge can 

easily be tackled by teachers or researchers who are natives of a particular country 

and, therefore, familiar with its culture but can be relatively difficult for non-natives 

to overcome. Thus, it is recommended that non-native teachers or researchers make an 

attempt to thoroughly understand the local culture when adapting such games or new 

methods of teaching and learning in order not to threaten or harm the cultural identity 

of the students.  

 

Since the researcher is male, he was only able to focus on a particular gender group, 

which was also male. As mentioned in Chapter 1, the Saudi Arabian educational 

system in general is not mixed. Males have their own schools and universities, as do 
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females. As a result, it is almost impossible for male teachers or researchers to gain 

access to female students in order to teach them in a face-to-face environment, except 

with one condition. Male teachers can only teach females via telecommunication 

whereby no females can be physically observed. This was not sufficient for the 

purposes of this research study and also not suitable for the DGBLL teaching 

environment. Hence, this research could only be conducted on male participants. 

Therefore, the researcher can only recommend that a female researcher interested in 

this field conducts another study on female participants within a similar research 

ecology.   

Based on the researcher’s personal observation, the number of games he chose for this 

study was insufficient. A number of students unexpectedly finished the suggested 

games in less than seven weeks. As a result, some of the participants played other 

games that they already had on their mobile devices, while others played the same 

suggested games repeatedly. The most obvious solution to this problem would be to 

have more games as a backup, only to be used when learners have finished playing the 

required games. From a pedagogical point of view, it is important to note that the 

backup games should contain the same, or at least similar, content to the original 

games.  

Further limitations include the facts that the group size was relatively small and also 

that the course lasted for 12 weeks in total. These conditions had to be accepted and 

were beyond the control of the researcher. 

 

After describing the limitations of this study, the researcher will now propose some 

recommendations for further research that could be useful to other researchers 

interested in DGBLL and in introducing a possible DGBLL teaching and learning 

method in conservative societies.  

 

7.3 Recommendations for Further Study   

This section proposes some recommendations for tackling the limitations discussed 

above as well as proposals for future research studies. They are based on the 

researcher’s own personal views following observations carried out during the study 

and analysis of the results detailed in both Chapter 5 and Chapter 6. It is important to 

mention that at the time of conducting this study and writing this research paper the 
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researcher could not find any formal academic research papers or journals that dealt 

with the cultural implications of using DGBLL as a teaching and learning tool in L2 

education in a Saudi setting or, indeed, any other. Thus, this study provides other 

researchers with an opportunity to investigate the impact of using DGBLL on L2 

proficiency in conservative countries and welcomes any additional research into 

DGBLL use in a Saudi setting. Hopefully, the following recommendations will be 

beneficial to those conducting any further research in this area.  

 

The fact that this study only focused on Saudi male students in their PYP provides 

other researchers with an opportunity to verify whether a similar DGBLL teaching 

method would have the same effect on Saudi female learners’ L2 proficiency in other 

Institutions. Future researchers would be able to examine female and male students 

from different levels and years of study and compare their attitudes to DGBLL as well 

as any other issues that may arise with those of the male learners in this study.  

 

This research study also provides researchers with an additional advantage when 

exploring this DGBLL teaching method in universities with a student population 

largely derived from rural communities. Since the research was conducted in a city-

based university, the question that presents itself is one of repeating the research 

project in a university mostly populated by students from rural communities. Any 

such research should provide deep insight into how such students adapt themselves to 

using new methods of learning as well as the challenges they face in doing so. A 

comparison could be done with other Saudi universities with students largely coming 

from urban areas.   

 

This research has also provided insight into learners’ localisation of the games 

provided, as mentioned previously in Chapter 6. This research has concluded that 

learners do in fact localise the games to suit their liking by, for example, turning off 

the music or skipping dialogues that contain female figures whom they may find 

offensive in their dress. In other words, the learners’ are in control of the game 

materials. This finding gives researchers an opportunity to investigate whether 

denying learners such options has an effect on their learning and how they manage to 

deal with such a predicament. If the result of such an experiment is positive, it will, 
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hopefully, increase understanding of how learners in conservative societies localise 

games in a way that will not threaten their culture when they are not in control.   

 

The games that were chosen for this research involved limited interaction with native 

speakers of the targeted language, English (see Chapter 4). In this study, learners only 

listened to and/or read the words and dialogues in the presented games. It is 

recommended that further studies have other options, such as those offered by 

MMORPGs. These types of games have certain features that other games do not, such 

as allowing multiple players to interact as well as compete with each other. Players of 

such games can also interact with native English speakers and with each other through 

voice chat or text messages. Since players play online with different genders as well 

as with players from different cultures, a number of questions can be posited due to 

using MMORPGs, and they are:  

1. If MMORPGs are used as materials, do they have similar effects to the games 

used in this study?  

2. Are MMORPGs suitable for the Saudi culture or would they offend the 

conservative player since players can interact with females?   

3. Can MMORPGs be localised by learners?  

  

As mentioned earlier, one of the limitations that the researcher faced and had to deal 

with was choosing a suitable number of games and the right type of game materials. 

One of the other issues that this researcher had to deal with was testing the 

experimental group using the traditional paper based method when it was more logical 

and fitted the research purposes better to test them using digital games, that is in the 

same way they were taught. As a consequence, this researcher recommends finding a 

possible specific DGBLT that uses a set of DLCs within the same game.  This testing 

mechanism may be expanded to include testing other subjects beyond SLVA, which 

may be called Digital Game Based Testing (DGBT).  As an extension to DGBLT, this 

researcher would also like to propose having a universal DGBLT that tests L2 

proficiency. Since there are already a number of officially recognised tests, such as 

Test of English as a Foreign Language (TOEFL) and International English Language 

Testing System (IELTS), which test adults’ L2 proficiency, the DGBLT could be 

designed and used for all types of learners.  
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Since this research was conducted in a conservative Muslim society, Saudi Arabia, it 

would be proper to suggest that other researchers compare the impact of using similar 

DGBLL teaching methods in other conservative Muslim countries and find out 

whether the learners there face the same challenges as and react similarly to Saudi 

learners.  

 

During the group interview and in the open ended questions in questionnaire (see 

Table 5.18, Appendices 11A and 11B ), the Saudi learners stated that their parents 

view using digital games as a form of childish behaviour and that some games are 

viewed by religious scholars as religiously inappropriate. A number of research 

suggestions can be made based on what the students said. In order to verify the 

learners’ claims, the researcher recommends that after using a DGBLL teaching 

method, the learners’ parents are interviewed to find out how they perceive games as 

learning tools. This researcher also recommends interviewing religious scholars in 

order to find out the type of games they deem to be religiously appropriate for 

Muslims. This could help not only teachers trying to adapt a DGBLL teaching method 

but also material designers and game developers.  

 

Another suggestion that can also be made based on the learners’ statements is to test 

this method on young learners to explore whether the same cultural, religious and 

social issues arise and to learn how they manage to deal with such issues.  

Using Hofstede’s (1980, 2001) cultural dimensions (Chapter 2) to learn about the 

Saudi culture, this research has verified that the DGBLL teaching method gave Saudi 

learners a sense of equality and being in control and through the researcher’s 

observations (see Chapter 6) it was apparent that it fostered collectivism. Therefore, it 

would be justifiable to test what other possible successes and accomplishments a 

DGBLL teaching method can achieve related to the cultural dimensions that Hofstede 

(1980, 2001) covers.   

In Chapter 6, this researcher proposed an extension of his DGBLL teaching and 

learning method in favour of a student-teacher centred approach to allow closer 

collaboration between the student and teacher when evaluating and employing game-

related materials. Such an extension would offer the opportunity for learners to gain 

some autonomy and a sense of becoming ‘culturally critical’. The aim would be that 

they would become critical (in both a positive and negative way) of the culture of 
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digital games and aware of the potential of using such games as learning materials. In 

our study, certain students began to suggest additional games to the researcher. This 

unexpected but welcome development means that students should be taught how to 

assess games in a pedagogically sound and ‘culturally critical’ manner. Of course, it 

must be added that teachers too must upskill in order to remain as ‘tech comfy’ as 

their students through appropriate CPD, if they wish to integrate digital materials into 

their teaching. 

 

To summarise what has been suggested above, the main recommendations are as 

follows:  

1. To test DGBLL teaching method on Saudi female learners.  

2. To test DGBLL teaching method on learners at universities where most of the 

student population comes from rural communities.  

3. To remove certain options from the game materials in order to learn more about 

localisation in conservative societies.  

4. To explore DGBLL teaching method using MMORPG as materials.  

5. To conduct studies in other Muslim or conservative societies for comparison’s 

sake.  

6. To interview parents and religious scholars.  

7. To test Hofstede’s (1980, 2001) cultural dimensions to ascertain if the DGBLL 

method may foster more than a sense of collectivism amongst Saudi learners.  

8. To develop DLCs related to the game materials used for learning as DGBLT and 

extending this to DGBT. 

9.  To extend the DGBLL method into a student-teacher centred approach in order 

for the student to become ‘culturally critical’. 

10. Appropriate CPD for teachers involved in using digital materials. 

 

7.4 Summary and Final Conclusions  

Saudi Arabia is known for being a Muslim conservative country. This, inevitably, has 

an effect on Saudi learning and teaching. Saudi Arabia is known for its wealth, and a 

large proportion of that wealth is invested in education. The Ministry of Education in 

Saudi Arabia has deployed these funds to improve the educational system, offering 

teachers the opportunity to attend courses to improve their teaching patterns and 
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skills. They have also updated the classrooms in schools and universities, equipping 

them with new modern technology, such as overhead projectors, smart boards and 

computer labs. However, despite all of the investment in improving the educational 

system, Saudi teaching and learning methods have not changed. Claims have been 

made by some researchers that limited use of technology (Ertmer, 1999), cultural and 

personal beliefs and the fact that learners are not willing to accept changes (Al-

Alwani, 2005; Ringstaff & Kelley, 2002) are the reasons more modern teaching 

methods are not being adopted (see Chapter 2). Thus, to learn about the Saudi culture 

and whether new teaching methods and tools can be employed in such a conservative 

society and what the implications of using such methods are, the researcher in this 

study has attempted to introduce a radical new teaching method, that is DGBLL, in 

such an environment. The overall results detailed in Chapter 5 revealed that this 

DGBLL teaching method improved Saudi learners’ L2 acquisition. The results also 

concluded that Saudi learners managed to surpass certain so-called cultural boundaries 

in order not to affect their Saudi identity due to being given the opportunity to be in 

control and, thus, able to localise the game materials to fit their own preferences and 

uses. The results, given their stated limitations, are encouraging in that they offer 

proof that extending and expanding this engaging method of learning and teaching can 

be highly beneficial to learners.  

 

To the researcher’s knowledge, no official research has been done which discusses 

DGBL in conservative cultures such as the Saudi culture. Therefore, this research has 

only scratched the surface of the cultural issues associated with the use of the DGBL 

method in a conservative society and there is still a lot to be learned about this area in 

such environments. Indeed, the researcher has presented a number of 

recommendations for further research based on the research analysis and personal 

observations. Reiterating that Saudi Arabia has only recently embraced educational 

technology, it is clear that further cultural challenges will certainly emerge and will 

need to be addressed, especially in the area of DGBLL. 

 

The main findings are listed below: 

 There is no detrimental effect to employing the DGBLL method 

 Students are ‘tech comfy’ when using the appropriate digital tools 
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 DGBLL can be used by both students and teachers in a safe teaching 

environment when implementing culturally appropriate tools 

 GBL as a whole process fostered collaborative interactions when faced with 

the same challenges within games 

 Given the collaborative interactions, learners take some control of their 

learning method 

 Incidental learning does occur 

 Learners localise the materials as they see fit 

 Students are motivated, challenged, engaged and immersed in the materials 

 Students expressed a clear preference for two specific game genres: adventure 

and sport games 

 Learners reported that they would like to continue to use digital games for 

language learning after the 12-week course 

 Teachers should not feel threatened when using digital devices in their classes 

 Learners accept the DGBLL method and start off feeling equal 

 Learners build their own learning space and atmosphere when becoming 

autonomous learners.
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I have read the guidelines on data storage and have made arrangements to comply by them:  Yes  
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For office use only Approved Refer to FREC 

Departmental Representative to the Faculty   

Chair, FREC   
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FACULTY OF ARTS, HUMANITIES AND SOCIAL SCIENCES 

RESEARCH ETHICS COMMITTEE 

INFORMATION SHEET 

 

Information Sheet 

 

Dear participant,  

 
Thank you for agreeing to take part in this research project. It aims to assess the impact of 
Digital Game Based Language Learning (DGBLL) on your learning of English. During the 
course of this 12-week project, you will be asked to play and evaluate both inside and outside 
of classroom time a number of games that may enhance your vocabulary in English. We will 
have three one-hour classes together at your home University. The research project will start 
with a pre-vocabulary test. After the completion of the DGBLL course you will take another 
post-vocabulary test. Then a survey questionnaire will be handed out to you to evaluate this 
teaching method and the chosen games. Finally, you will be participating in a group 
interview. During this whole research project, any information that you submit will remain 
anonymous and at any point you may withdraw from this project. 

The research investigator for this project is: Abdulaziz Abdullah Alsayegh, ID Number: 
11170859, e-mail Address: abdulaziz.alsayegh@ul.ie and the research supervisor is Dr Liam 
Murray, email address: liam.murray@ul.ie 00353 61202742. Both work at the University of 
Limerick, Ireland.  

 

This research study has received Ethics approval from the Arts, Humanities and Social Sciences 
Research Ethics committee. If you have any concerns about this study and wish to contact someone 
independent, you may contact: 
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Chairperson Arts, Humanities and Social Sciences Research Ethics Committee 

AHSS Faculty Office 

University of Limerick 

Tel: +353 61 202286 

Email: FAHSSEthics@ul.ie 

 

Tel:+353
mailto:FAHSSEthics@ul.ie
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FACULTY OF ARTS, HUMANITIES AND SOCIAL SCIENCES 

RESEARCH ETHICS COMMITTEE 

CONSENT FORM  

 

 

Consent Section: 

I, the undersigned, declare that I am willing to take part in research for the project entitled “Teaching 

English Vocabulary via Digital Games in a Saudi Educational Environment: Issues and Attitudes”.   

 

 I declare that I have been fully briefed on the nature of this study and my role in it and have 

been given the opportunity to ask questions before agreeing to participate.  

 The nature of my participation has been explained to me and I have full knowledge of how the 

information collected will be used. 

 I am also aware that my participation in this study may be recorded (video/audio) and I agree 

to this. However, should I feel uncomfortable at any time I can request that the recording 

equipment be switched off. I am entitled to copies of all recordings made and am fully 

informed as to what will happen to these recordings once the study is completed. 

 I fully understand that there is no obligation on me to participate in this study. 

 I fully understand that I am free to withdraw my participation at any time without having to 

explain or give a reason. 

 I am also entitled to full confidentiality in terms of my participation and personal details. 

 

 

Signature of participant                                               Date  
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Appendix 2 – The Control Group Book 

 

 

 

 

  



 

 203 

Appendix 3 – Lexical Items 

 

The Vocabulary List for Both Groups 

(Control / Experimental) 

 

Meanin
g 

A Meani
ng 

B Meani
ng 

C Meani
ng 

D 

 About 

Absolut
ely 

Action 

Actually 

Address 

Age 

Agree 

Alarm- 
clock 

Alcohol 

America
n-

football 

Angry 

Anyway 

Apple 

Apple 
pie 

Arm 

Armchai
r 

 Baby 

Back 

Badminto
n 

Bag 

Baker 

Ball 

ballgame 

Banana 

bank 
clerk 

bar 

baseball 

basement 

basin 

basketbal
l 

bathroom 

Be 

beans 

Beard 

 Café 

Call 

Call after 

Call back 

Camera 

Champaig
n 

Cancer 

Car 

Carpet 

Carrier 
bag 

carrot 

Carry 

Cash 

Cash desk 

Cassette 

CD 

CD-ROM 

Chair 

Change 

 Dark 

Date 

Daughter 

Dead 

Death 

Degree 

Delicious 

Dentist 

Desk 

Dessert 

Die 

Diet 

Dinner 

Direction 

Dishwasher 

Divorced 

Do 

Doctor 

Double 
room 
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Around 

Art 

Aspirin 

Asthma 

Aunt 

Average
-looking 

 

Beautiful 

Beauty 

Bed 

Bedroom 

Bedside 

Beer 

Belt 

Bill 

Bin 

Biology 

Birth 

Birthday 

Bless you 

Blonde 

Blood 

Blue 

Board 

Board 
pen 

Board  

Body 

Book 

Bookshel
f 

Booksho
p 

Boots 

Boring 

Chat 

Check out 

Cheers 

Chemist 

Chemistry 

Cheque 

Chest 

Children 

Chips 

Chocolate 

Cholera 

Chopstick
s 

Cinema 

Clean 

Close 

Closed 

Cloth 

Coach 

Coach 
tour 

Coat 

Code 

Coffee 

Colour 

Comb 

Come 

Download 

Downstairs 

Drawers 

Drawing 
pin 

Dress 

Dressing 
table 

Dry 

DVD 

DVD 
player 
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Born 

Bowl 

Box 

Brain 

Bread 

Breakfast 

Bride 

Bridegro
om 

Brother 

Brown 

Burger 

Butcher 

By 

By  bus 

By car 

By fairy 

By plain 

By train 

 

Computer 

Congratul
ations 

Cook 

Cooker 

Cooking 

Cost 

Could  

Course 

Court 

Cousin 

Credit 
card 

Cup 

Cupboard 

Currency 

Curry 

Curtain 

 

 

 

 

Meanin
g 

E Meanin
g 

F Meanin
g 

G Meanin
g 

H 

 Ear 

Elderly 

Electrica

 Face 

Factory 

 Gardening 

Garlic 

 Hair 

Hairbrush 
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l 

Else 

Email 

Engineer 

English 

Enjoy 

Envelop
e 

Every 

Exam 

Exchang
e 

Excuse 
me 

Exercise 

Eye 

 

Fail  

Fair 

Fall  

Family 

Farmer 

Fast  

Fat 

Father 

Favorite 

Feel 

Feelings 

Feet 

Ferry 

Film 

Film 
star 

Fine 

Finger 

First  

Fish 

Flight 

Floor 

Fly 

Food 

Foot 

Football 

Fork 

Geography 

Get 

Get up 

Gift shop 

Glass 

Glasses 

Gloves 

Go 

Good 
afternoon 

Good 
evening 

Good luck 

Good 
morning 

Goodbye 

Good-
looking 

Goodnight 

Granddaught
er 

Grandfather 

Grandmother 

Grandparents 

Grandson 

Grapes 

Green 

Green beans 

Hairdresser 

Hairdryer 

Hamburger 

Hand 

Handbag 

Happy 

Happy  

Hat 

Hate 

Have 

Hay fever 

Head 

Headache 

Headphone
s 

Health 

Heart 

Heart 
attack 

Heavy 

Height 

Helicopter 

Hello 

Hi 

Hi-fi 

Hip 

History 
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Form 

Fourth 

Freezer 

Fridge 

Friend 

Fruit 

Fry 

Funeral 

Furnitur
e 

 

 

 

Greetings 

Groom 

Ground floor 

Grow 

 

Hobby 

Holiday 

Home 

Homework 

Honeymoo
n 

Hope 

Horror 

Horse 
racing 

Hospital 

Hot 

Hot dog 

Hotel 

How are 
you 

Hungry 

Hurry up 

Husband 
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Meaning I Meaning J Meaning K Meaning L 

 I  

Ill 

Illness 

In 

Internet 

Is 

 

 Jacket 

Jeans 

Job 

Judo 

Jumper 

 Karate 

Kayaking 

Key 

Keyboard 

Kitchen 

Kitchen 
roll 

Knee 

Knife 

 

 Lamp 

Laptop 

Learn 

Leg 

Let’s 

Letter 

Letter box 

Librarian 

Lift 

Light 

Light 
switch 

Like 

Lip 

Lipstick 

Listen 

Living 
room 

Local 

Long 

Look like 

Look out 

Love 

Luggage 
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Meanin
g 

M Meanin
g 

N Meanin
g 

O Meanin
g 

P 

 Magazine 

Main 
course 

Make 

Malaria 

Marriage 

Married 

Math 

Meal 

Meat 

Mechanic 

Medium 

Memory 
Stick 

Men 

Menu 

Message 

Microwav
e 

Middle-
aged 

Milk 

Mineral 
water 

Mini-bar 

Mirror 

Mixed 

 Nail 

Neck 

Nephew 

New 

Newsagen
t 

Newspape
r 

Niece 

Nightlife 

Normally 

Nose 

Not 

Note 

Notebook 

Nothing 

Notice 
board 

Novel 

Nurse 

 

 

 Office 

Oh 

Old 

Onion 

Online 

Only 

Open 

Orange 

Order 

Outside 

Over there 

Overweig
ht 

 

 

 Package 

Pain 

Pair 

Parents 

Pass 

Passport 

Pasta 

Pay 

Pea 

Pear 

Pen 

Pencil 

Pencil 
sharpener 

Pepper 

Phone 

Phraseboo
k 

Physics 

Picture 

Piece 

Pineapple 

Pizza 

Place 

Plane 

Plate 
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Mobile 

Mobile 
device 

Modern 
languages 

Money 

Mosquito 

Mother 

Motor 
racing 

Mouse 

Moustach
e 

Mouth 

MP3 
player 

Mug 

Mushroo
m 

Music 

Musical 

 

Play 

Please 

Police 

Police 
officer 

Pool 

Post 

Post office 

Postcard 

Potato 

Prefer 

Pretty 

Programm
e 

Pub 

Pull 

Push 

Put 

pyjamas 

 

 

Meanin
g 

R Meanin
g 

S Meanin
g 

T Meanin
g 

U 

 Radio 

Rare 

Razor 

 Sad 

Sailing 

Salad 

 Table 

Take 

Take-
away 

 Ugly 

Umbrella 

Uncle 

Universit
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Read 

Ready 

Reality 

Receipt 

Reception 

Relations 

Relatives 

Relax 

Remote 
control 

Reservatio
n 

Restaurant 

Rice 

Ring 

Romantic 

Room 
service 

Routine 

Rubber 

Rucksack 

Rug 

Rugby 

Ruler 

Running 

 

Salmon fillet 

Salt 

Saucepan 

Scarf 

School 

Science 
fiction 

Screen 

Second 

Secretary 

See 

Send 

Shampoo 

Shelf 

Shirt 

Shoe 

Shop 

Shop 
assistant 

Shopping 

Short 

Shoulder 

Shower 

Shower gel 

Sick 

Side 

Sign 

Talk 

Tall 

Tap 

Tape 
recorder 

Taxi 

Tea 

Teach 

Teacher 

Teapot 

Teeth 

Telephon
e 

Televisio
n 

Tennis 

Text 

Textbook 

Thank 
you 

Thanks 

Thin 

Third 

Thirsty 

Thriller 

Thumb 

Tie 

Tights 

y 

Upset 

Upstairs 
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Single 

Sink 

Sister 

Size 

Skin 

Skirt 

Sleep 

Slim 

Snack 

Sneeze 

Snowboardi
ng 

Soap 

Socket 

Socks 

Sofa 

Son 

Sorry 

Soup 

Speak 

Spoon 

Sports 

Stamp 

Starter 

Stay 

Steak 

Stomach 

Tired 

Toe 

Toilet 

Tomato 

Tooth 

Toothach
e 

Toothbrus
h 

Toothpast
e 

Towel 

Toys 

Traffic 

Train 

Trainers 

Travelers 
cheque 

Tropical 

Trousers 

Try on 

t-shirt 

turn off 

turn on 

TV 
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Strawberry 

Stress 

Student 

Study 

Subject 

Sugar 

Suit 

Suitcase 

Sunglasses 

Supermarket 

Surprised 

Swaeter 

Swim 

Swimming 
pool 

Switch on 

 

 

 

Additional Words NOT on the Vocabulary List  

Word Meaning Word Meaning Word Meaning Word Meaning 
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Appendix 4 – Experimental Group Materials and Classroom Score Sheet 

 

Game 1 (OBLIGATORY) 

Hidden Objects by TOBI APPS 

            

Game Features:  

1) Up to 3 players can play individually.  
2)  50 free trail levels. 
3) Large number of vocabulary words. 
4) Each level is scored and timed. 

Classroom Score Sheet 

Day Date Time in 
min 

Score Hints Level/Chapter Misses Duration 
Played 
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Game 2 (OBLIGATORY) 

Dream Sleuth: Hidden Objects by Nevosoft Inc 

 

Game Features: 

1) A detective story with a great movie plot. 
2) A great spoken and written dialog between different characters. 
3) A large number of hidden objects. 
4) A number of mini puzzle games. 
5) A challenging and a free 3 chapters trail game. 
6) Can be played individually or in groups.  
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7) Family and kid friendly. 

Classroom Score Sheet 

Day Date Time in 
min 

Score Hints Level/Chapter Misses Duration 
Played 
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Game 3 (OBLIGATORY) 

Hidden Objects Mystery Guardian by Big Bear Entertainment 

 

Game Features: 

1) 30 levels 
2) Different modes (Word and Picture) 
3) Large number of vocabulary words 
4) Free and a challenging game. 
5) 2 minute timed game. 

Classroom Score Sheet 

Day Date Time in min Score Hints Level/Chapter Misses Duration 
Played 
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Game 4 (OBLIGATORY) 

Mysteryville: Detective Story by NEVOSOFT INC. 

 

Game Features: 

1) Written dialogues. 
2) Detective and a crime story. 
3) 3 free trail chapters. 
4) Simple English and family and kid friendly. 
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Classroom Score Sheet 

Day Date Time in min Score Hints Level/Chapter Misses Duration 
Played 
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Game 5 (Optional) 

FIFA 14 by EA SPORTS

 

Game Features: 

1) Can build your own team. 
2) Can be played individually or online with multiple players. 
3) Free game. 
4) English commentaries. 

Classroom Score Sheet 

Day Date Time in min Score Hints Level/Chapter Misses Duration 
Played 
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Game 6 (Optional) Students Choice 

Name of the game ……………………………….…………by………………… 

Game Features:  
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Classroom Score Sheet 

Day Date Time in min Score Hints Level/Chapter Misses Duration 
Played 
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Game 7 (Optional) Students Choice 

Name of the game ……………………………….…………by………………… 

Game Features:  

 

 

Classroom Score Sheet 

Day Date Time in min Score Hints Level/Chapter Misses Duration 
Played 
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Game 8 (Optional) Students Choice 

Name of the game ……………………………….…………by………………… 
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Game Features:  

 

 

Classroom Score Sheet 

Day Date Time in min Score Hints Level/Chapter Misses Duration 
Played 
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Appendix 5– Experimental Group Full Dialogue of Obligatory Game Number 2 

Game 2 (Dialogue) 

Dream Sleuth: Hidden Objects by Nevosoft Inc
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 234 
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 236 

 



 

 237 

 



 

 238 

 



 

 239 

 



 

 240 

 



 

 241 

 



 

 242 

 



 

 243 

 



 

 244 

 



 

 245 

 



 

 246 

 



 

 247 

 



 

 248 

 



 

 249 

 



 

 250 
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Appendix 6– Experimental Group Full Dialogue of Obligatory Game Number 4 

 

Game 4 (OBLIGATORY) 

Mysteryville: Detective Story 
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 257 

 



 

 258 

 



 

 259 

 



 

 260 

 



 

 261 

 



 

 262 

 



 

 263 

 



 

 264 

 



 

 265 

 



 

 266 

 



 

 267 

 



 

 268 

 



 

 269 

 



 

 270 

 



 

 271 

 



 

 272 

 



 

 273 
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 276 
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Appendix 7– Experimental Group Home Work Score Sheets 

 

Vocabulary Class (2013 – 2014) 

Score Sheet 

 (Experimental Group/ DGBLL) 
 

Name:………………………………………………………………………. 

Group NO#................................................................................................... 

Class NO#..................................................................................................... 

 

Details for score sheets: 

1) Write your name, group number and your classroom number. 
2) Homework Score Sheet:  

 The score sheet has been provided for you. 
 You have FOUR OBLIGATORY and FOUR OPTIONAL games. 
 The homework score sheet is for only the obligatory and optional games. 
 You need to fill in the boxes in your homework score sheet. 
 These boxes are for homework assignments only. 
 The homework sheet can only be filled with the details needed. 
 Only fill in the homework sheets after been asked by the teacher. 
 The homework sheet will be collected from you after each week or on later 

provided dates. 
 Marks will be lost for every late or no submission of the homework on the day of 

collection. 
 

3) Personal Score Sheet: 
 This score sheet is for research purposes only and is NOT obligatory.  
 Fill in the boxes in the sheet provided for you. 
 The score sheet will be collected on a provided date. 
 There are no restrictions on the type of games you wish to play. 
 Personal opinions are welcomed in the personal sheet. 
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 Please fill in the boxes according to the games you’re currently playing. Not the 
games you have previously played. 

Simple explanation of the words provided in the boxes: 

 Name of game: the title of the game you are playing. For example, Call of Duty. 
 Day: the day you played the game. For example, Monday. 
 Score: the points you have received. For example, 3420 points 
 Level / Chapter: the highest position you have reached. For example, Level 3. 
 Misses: a number of incorrect choices. For Example, 13 misses. 
 Duration Played: The time you have started playing till the time you have stopped. For 

example, 30 minutes or 00:30 / 1 hour or 1:00. 
 Grade: The mark you have earned.  For example, 1 out of 10 or 1 / 10.  
 Device Used: the electronic machine you have used. For example, Iphone, X Box, PS4 

or BlackBerry. 
 Personal Thoughts: your own opinion. For example, I think this game is boring. 
 Time Played: When did you play this game? For example, Morning, Afternoon, 

Midnight or 1:30 a.m., 5:50 p.m. 

Note: 

 Not all of the boxes can be filled. Because different games have different features.  
 The teacher is the only person authorized to fill in the GRADE box.  
 Try to fill in as much as you can in the HOMEWORK score sheet. 

 

Homework Score Sheet ( 1 ) 

Day  

 

Name of 
game 

 

Time 
played 

 

Duration 
played 

 

Score Level / 
Chapter 

Grade* 
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Homework Score Sheet ( 2 ) 

Day  

 

Name of 
game 

 

Time 
played 

 

Duration 
played 

 

Score Level / 
Chapter 

Grade* 

       

       

       

       

       

       

       

       

       

       

       

       

       

       



 

 282 
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Homework Score Sheet ( 3 ) 

Day  

 

Name of 
game 

 

Time 
played 

 

Duration 
played 

 

Score Level / 
Chapter 

Grade* 
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Personal Score Sheet (1) 

Day  

 

Name of 
game 

 

Type of 
game 

Time 
played 

 

Duration 
played 

 

Device 
used 

 

Personal 
thoughts 
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Personal Score Sheet (2) 

Day  

 

Name of 
game 

 

Type of 
game 

Time 
played 

 

Duration 
played 

 

Device 
used 

 

Personal 
thoughts 
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Personal Score Sheet (3) 

Day  

 

Name of 
game 

 

Type of 
game 

Time 
played 

 

Duration 
played 

 

Device 
used 

 

Personal 
thoughts 
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 290 

Appendix 8 – Vocabulary Pre-Test for Both Experimental and Control Group 

Vocabulary Test 
 There are 30 questions in this test. 
 Look at the WORD and the EXAMPLE of the word in use. 
 Choose the meaning that most closely matches the CAPITALIZED word in 

the example sentence. 
 All questions must be ANSWERED. 
 You have ONLY have 60 minutes to answer all the questions. 
 There is only 1 correct answer. 

 

1) Write 

Please WRITE it here. 

□ Make something better. 
□ Move to a new place. 
□ Make words on paper. 
□ Cut into pieces. 

 

2) Strong 

She is very STRONG. 

□ Is kind to other people. 
□ Is very happy. 
□ Eats too much food. 
□ Can carry heavy things. 

 

3) Past 

It happened in the PAST. 

□ Time of fighting. 
□ Time before now. 
□ Time of the year when it is hot. 
□ Time when it is dark. 
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4) Ask 

Can I ASK you something? 

□ To guard against attacks. 
□ To be part of a family. 
□ Part of the body. 
□ To question. 

 

5) Any 

I can't find ANY. 

□ To cure. 
□ One or more. 
□ Falling down. 
□ A group of people. 

 

6) Age 

His AGE is 20 years. 

□ To work. 
□ How old a person is. 
□ To make less. 
□ A picture. 

 

7) Away 

He went AWAY. 

□ Not near. 
□ Not Extreme. 
□ A male with the same father. 
□ Lasting only a short time. 

 

8) Always 

She is ALWAYS around. 

□ To agree with. 
□ Amount. 
□ Every time. 
□ A family member. 
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9) All 

I cannot eat it ALL. 

□ A prison. 
□ To cut. 
□ Something very big. 
□ Everything and everyone. 

 

10) Airplane 

I came to Riyadh by AIRPLANE. 

□ A vehicle that flies. 
□ Flying alone 
□ An army. 
□ Something that is very big. 

 

11) Baby  

She cries like a BABY. 

□ To move. 
□ The bottom part of the body. 
□ To agree. 
□ A very young child 

 

12) University 

I am a UNIVERSITY student. 

□ To bring from another country. 
□ Feeling fear. 
□ Responsibility.  
□ A place for education. 
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13) Gift 

I have just received a GIFT from my friends. 

□ Something given for free. 
□ To make large. 
□ To come with something 
□ Limited time 

 

14) Heart 

I love you with all my HEART. 

□ Part of a human body. 
□ Higher than others. 
□ Words put on paper or any visible material. 
□ Part of a plant. 

 

15) Box 

Please leave it in the BOX. 

□ Dead body. 
□ Something to put things into. 
□ to require. 
□ a person travailing by plane. 

 

16) Bread 

I can't eat that BREAD. 

□ To show and express pain. 
□ To recognize someone. 
□ To happen from a cause. 
□ A food made from grain. 

 

17) Ball 

Pass the BALL. 

□ A part of human body. 
□ Express feelings. 
□ Something round. 
□ A tool to do something. 
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18) Book 

I would love to buy this BOOK. 

□ Showing the direction of an action. 
□ To show the way. 
□ Time after how. 
□ A written work made for reading. 

 

19) Camera 

Take a photo of me with your new CAMERA. 

□ A device for taking pictures. 
□ Something very tall. 
□ To bring together a male and female. 
□ To take air into the body then letting it out again. 

 

20) Clothes 

You need to buy some new CLOTHES. 

□ A part of a human body. 
□ What people wear. 
□ From another place or nation. 
□ A machine that has four wheels. 

 

21) School 

I used to be in SCHOOL. 

□ A place to keep money. 
□ A Sea animal. 
□ A place for learning. 
□ A house. 

 

22) Where 

Where did he go? 

□ In what way. 
□ For what reason. 
□ At what time. 
□ To what place. 
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23) Many 

I have MANY coins. 

□ Enough. 
□ A large number. 
□ Few. 
□ None. 

 

24) Mug 

This MUG needs a wash. 

□ A very old vehicle.  
□ A tall cup without a saucer. 
□ A piece of clothing worn next to the skin. 
□ A large gadget. 

 

25) Fish 

I do not like the taste of fried FISH. 

□ Type of food. 
□ A sea animal. 
□ Showing fear. 
□ Noisy. 

 

26) Girl 

That GIRL scares me. 

□ A female human being. 
□ Part of a human body. 
□ Expressing fear. 
□ Part of a family member. 

 

 

 

 

27) Grandmother 
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My GRANDMOTHER is very old. 

□ New born child. 
□ The mother of one's father or mother. 
□ A female child of one's parents. 
□ A male child of one's parents. 

 

28) Coffee 

I love the smell of COFFEE in the morning. 

□ A product made of bans. 
□ A large cup. 
□ Part of a family. 
□ An animal that flies.  

 

29) Email 

I just received an EMAIL from my teacher. 

□ An electronic message. 
□ A paper message. 
□ An electronic device. 
□ Something made for reading. 

 

30) Game 

I love this GAME. 

□ An action. 
□ A type of playing that has certain rules. 
□ A type of measurement.  
□ A kind of celebration. 
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Appendix 9 – Vocabulary Post-Test for Both Experimental and Control Group 

Vocabulary Tests 2 

 There are 30 questions in this test. 
 Look at the WORD and the EXAMPLE of the word in use. 
 Choose the meaning that most closely matches the CAPITALIZED word in 

the example sentence. 
 All questions must be ANSWERED. 
 You have ONLY 60 minutes to answer all the questions. 
 There is only 1 correct answer. 

 

1) LOVE 
I LOVE you. 
 
□ A living animal. 
□ A part of a family. 
□ An expression of good feelings. 
□ An object to write on. 

 
2) Letter 

I want to send her a love LETTER. 
 
□ Type of written communication. 
□ An electronic device. 
□ Type of food. 
□ Directions. 

 
3) Bottle 

I can’t open the BOTTLE for fresh air.  
 
□ Type of food. 
□ A container that holds liquids. 
□ To make less. 
□ Not near. 

 
4) Word 

I can’t spell this WORD correctly. 
 
□ A large number 
□ Combined letters used for communication.  
□ To recognize something. 
□ At or near the start. 
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5) Apple 
An APPLE a day keeps the doctor away. 
 

□ A place. 
□ A sea animal. 
□ A type of food. 
□ An  action. 

 
6) Mobile 

I cannot leave my home without my MOBILE. 
 

□ A kind of celebration. 
□ An electronic device. 
□ An action. 
□ A place. 

 
7) Beans. 

I hate the taste of BEANS. 
 

□ To show and express fear. 
□ Type of food. 
□ To recognize someone or something. 
□ An animal. 

 
8) Scarf 

I like to put my SCARF on my neck 
 

□ Express of feelings  
□ Type of food. 
□ Something people wear. 
□ On top of. 

 
9) Car 

My CAR is red. 
 

□ Under something. 
□ Express. 
□ A color.  
□ A machine with four wheels. 

 
10) Chocolate 

I always eat CHOCOLATE. 

 

□ A fruit. 
□ A Vegetable. 
□ Something usually sweet. 
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□ Something strong. 
 

11) Eye 
I cannot see with my left EYE. 

 

□ An animal. 
□ Part of a plant. 
□ Part of a human body. 
□ Higher than others. 

 

12) Gloves 
I only use my GLOVES in winter. 

 

□ From another place. 
□ A season. 
□ Something people wear. 
□ Part of the human body.  

 

13) Knife. 
My sister cut her finger with a sharp KNIFE. 

 

□ An object usually used in the kitchen.  
□ Something very tall. 
□ An object usually used in the car. 
□ Something heavy. 

 

14) When 
When did you go home? 

 

□ In what way. 
□ At what time. 
□ For what reason. 
□ To what place. 

 

15) Pen 
Teachers usually use red PEN’s to check students’ papers. 

 

□ Something used for reading. 
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□ Something used for writing. 
□ Something used for sending. 
□ A type of color. 

 

 

 

 

16) Umbrella 
I only take my UMBERELLA when it’s cloudy outside. 

 

□ Something used inside the house. 
□ Something people wear. 
□ Something people use when it rains. 
□ Something people use when it is heavy. 

 

17) Strawberry 
I like to dip my STRAWBERRY in chocolate. 

 

□ A type of food. 
□ A type of clothing. 
□ Something big. 
□ Something tall. 

 

18) Picture 
I cannot stopp looking at my baby PICTURE. 

 

□ A paper with writings. 
□ A paper with colors. 
□ A number of words used for communication. 
□ Part of the human body. 

 

19) Boy 
My son is a big BOY now. 

 

□ Something tall. 
□ Part of the human body. 
□ A male animal. 
□ Expressing fear.  
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20) Alone 
I am ALONE at home. 

 

□ Only one. 
□ A group of people. 
□ A family member. 
□ From another place. 

 

 

21) Angry 
I am very ANGRY at my teacher  

 

□ Expression of fear. 
□ Expression of hate. 
□ Expression of happiness. 
□ A place for education. 

 

22) Again 
I lost my book. I have to buy it AGAIN. 

 

□ More than once. 
□ All the time. 
□ Not enough. 
□ Expensive 

 

23) Glasses 
I use my GLASSES for reading. 

 

□ Something big. 
□ Something people wear. 
□ Something tall. 
□ Time after now. 

 

24) Cup 
This CUP is broken. 
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□ Something very old. 
□ A large gadget. 
□ A piece of clothing. 
□ Something usually used for drinking.  

 

25) Mouse 
I use cheese to catch the MOUSE. 

 

□ Part of the body. 
□ Something that fly. 
□ An animal. 
□ Enough. 

 

 

 

 

 

26) Teacher 
I like my English teacher. 

 

□ Someone who teaches. 
□ Something old. 
□ Something big. 
□ Few. 

 

27) Why 
Why are you still sleeping? 

 

□ At what time. 
□ For what reason. 
□ In what way. 
□ To what place. 

 

28) Shoes 
Put on your SHOES. There is broken glass everywhere. 

 

□ Make something better. 
□ Move to a new place. 
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□ Something people wear. 
□ Part of the human body. 

 

29) Cinema 
I go to the CINEMA with my friends. 

 

□ A place for education. 
□ A place to cook. 
□ In another place. 
□ A place to watch movies. 

 

30) Toys. 
I used to break my TOYS when I was a kid. 

 

□ Something used for writing. 
□ Something used for reading. 
□ Something used for playing. 
□ Something used fixing. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



 

 304 

Appendix 10A- Original Questionnaire in Arabic 

  ةلتعليم بواسطة األلعاب ا.لكترونيا
 ( يجب عليك إجابة جميع األسئله.1
 ( قم بالتعبير بالطريقة التي ترغبها. ) باللغة العربية الفصحى أو العامية(. 2
 ( ستحظى بالخصوصية التامة و ستبقى مجهول حتى بعد تسليمك لهذه اإلستمارة البحثية.3

 

* Required 

 

 * العمر (1

o 18-19 
o 20-21 
o 22-23 
o 24 + 

 * الجنس (2

o ذكر 
o أنثى 

 * :ادرس اللغة الإلنجليزية منذ (3

o 7-8 سنوات 
o 9-10 سنوات 
o 11-12 سنوات 
o 13 - 14 سنة 
o  سنة 15أكثر من  
o Other: 

 * هل تقوم بممارسة اللعب كتسلية او هواية شخصية؟ (4

 (سواء العاب تحتاج لمجهود بدني أو غير بدني)

o نعم 
o .  

 * هل تمارس اللعب سواء العاب تحتاج لمجهود بدني أو غير بدني (5

1تستطيع أن تختار اكثر من خيار  )  ) 

o لوحدك 
o مع اصدقائك وزمالئك 
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o مع اشخاص ال تعرفهم 
o ال امارس اللعب مطلقا 

 * هل تستخدم اي من هذه األجهزة اإللكترونية ) حاسب آلي، هواتف ذكية ،أجهزة لوحية(؟ (6

o نعم 
o ال 

 *:بدأت بإستخدام الألجهزة الإللكترونية كالحاسب االلي،الهواتف الذكية، األجهزة اللوحية منذ (7

هاتف الذكي مثل اي فون ( )أجهزة لوحية مثل اي باد )  (ال

o 0 - 1 سنة 
o 2 - 4 سنوات 
o 5 - 7 سنوات 
o 8 - 10 سنوات 
o  سنوات 10أكثر من  

االلي،الهواتف الذكية، األجهزة اللوحية لمدةخالل اليوم استخدم الألجهزة الإللكترونية كالحاسب  (8 : * 

هاتف الذكي مثل اي فون ( )أجهزة لوحية مثل اي باد )  (ال

o ها نهائيا  ال أستخدم
o  ساعة 1دقيقة إلى  30ما بين  
o  ساعة 2 - 1من  
o  ساعات 3 - 2من  
o  ساعات 4 - 3من  
o  ساعات 4أكثر من  

االلي،الهواتف الذكية، األجهزة اللوحية لخالل اليوم استخدم الألجهزة الإللكترونية كالحاسب  (9 : * 

1تستطيع أن تختار أكثر من خيار  ) ) 

o القراءة و الكتابة 
o تصفح المواقع اإللكترونية 
o التواصل  
o المذاكرة 
o اللعب 
o القاموس اإللكتروني 
o Other: 

كوسيلة تعليمية؟هل تستخدم الألجهزة الإللكترونية كالحاسب االلي،الهواتف الذكية، األجهزة اللوحية  (10  * 

( )أجهزة لوحية مثل اي باد فون(الذكي مثل اي  الهاتف ) 

o نعم 
o ال 

 * افضل إستخدام األجهزة التالية كوسيلة تعليمية في القاعة الدراسية (11
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( 1أن تختار أكثر من خيار  تستطيع ) 

o دسك توب = جهاز الحاسب االلي المكتبي 
o الب توب = جهاز الحاسب االلي المتنقل  
o (الهواتف الذكية )مثل: اي فون 
o (األجهزة اللوحية )مثل: االي باد 
o Other: 

 * هل تلعب العاب إلكترونية و رقمية؟ (12

o نعم 
o ال 

 * أفضل هذه األنواع من األلعاب ااإللكترونية و الرقمية (13

( 1ان تختار اكثر من خيار  تستطيع  ) 

o مغامرات و إثارة 
o تحري 
o رعب 
o تقمص األدوار 
o رياضه 
o الغاز 
o ثقافية 
o Other: 

إستخدام الألجهزة الإللكترونية كالحاسب االلي،الهواتف الذكية و األجهزة اللوحية تجعل المحاضرة أكثر  (14
 * استمتاعا

( )أجهزة لوحية مثل اي باد فون(الذكي مثل اي  الهاتف ) 

o أوافق بشدة 
o أوافق 
o ال أوافق 
o ال أوافق بشدة 

الألجهزة الإللكترونية كالحاسب االلي،الهواتف الذكية و األجهزة مدة المحاضرة ال تكفي إلستخدام  (15
 * اللوحية

( )أجهزة لوحية مثل اي باد فون(الذكي مثل اي  الهاتف ) 

o أوافق الشدة 
o أوافق 
o ال أوافق 
o ال أوافق بشدة 

تعليم  إستخدام الألجهزة الإللكترونية كالحاسب االلي،الهواتف الذكية و األجهزة اللوحية غير مفيدة في (16
 * اللغة اإلنجليزية
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( )أجهزة لوحية مثل اي باد فون(الذكي مثل اي  الهاتف ) 

o أوافق بشدة 
o أوافق 
o ال أوافق 
o ال أوافق بشدة 

 * أفضل أن اتعلم بواسطة المعلم فقط على أن أجمع بين إستخدام األجهزة اإللكترونية والمعلم في تعليمي (17

o أوافق بشدة 
o أوافق 
o ال أوافق 
o ال أوافق بشدة 

 * إستخدام األلعاب اإللكترونية و الرقمية وسيلة فعالة لتعليم اللغة اإلنجليزية (18

o أوافق بشدة 
o أوافق 
o ال أوافق 
o ال أوافق بشدة 

 * إستخدام األلعاب اإللكترونية و الرقمية ترفع من مستوى تعلمي للغة اإلنجليزية (19

o أوافق بشدة 
o أوافق 
o ال أوافق 
o ال أوافق بشدة 

سائل المطلوبة إلستخدام األلعاب اإللكترونية و الرقمية كوسيلة تعليمية بشكل فعاللدي كل الوا (20  * 

o أوافق بشدة 
o أوافق 
o ال أوافق 
o ال أوافق بشدة 

 * يجب أن نحصل على ألعاب إلكترونية و رقمية تتوافق مع ثقافتننا المحلية (21

o أوافق بشدة 
o أوافق 
o ال أوافق 
o ال أوافق بشدة 

إنجليزية جديدة بعد إستخدامي الأللعاب اإللكترونية و الرقميةتعلمت مفردات  (22  * 

o أوافق بشدة 
o أوافق 
o ال أوافق 
o ال أوافق بشدة 
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 * سأبقى أستخدم األلعاب اإللكترونية و الرقمية كوسيلة تعليمية (23

o أوافق بشدة 
o أوافق 
o ال أوافق 
o ال أوافق بشدة 

الهواتف الذكية و األجهزة اللوحية ألغلب مواد اللغة أستخدم الألجهزة الإللكترونية كالحاسب االلي و  (24
 * اإلنجليزية

 (مواد اللغة اإلنجليزية: اإلستماع و القراءة و الكتابة و القواعد و المفردات)

o أوافق بشدة 
o أوافق 
o ال أوافق 
o ال أوافق بشدة 

الحاضرةإستخدام األلعاب اإللكترونية و الرقمية كوسيلية تعليمية ترفع نسبة الحماس في  (25 * 

o أوافق بشدة 
o أوافق 
o ال أوافق 
o ال أوافق بشدة 

 * اأقوم بلعب األلعاب اإللكترونية الرقمية (26

( 1أن تختار أكثر من خيار  تستطيع ) 

o ال العبها ابدا 
o في المحاضرة فقط 
o أثناء وقت الفراغ بين المحاضرات 
o حين استعد للنوم 
o حين انتظر شخصا أو أنتظر شئ ما 
o في دوراة المياه 
o  أستيقظ من النومحين  
o Other: 

بإعتقادك ما هي المشاكل المحتملة في إستخدام األلعاب اإللكترونية الرقمية كوسيلة تعليمية للغة  (27
 * اإلنجليزية في المملكة العربية السعودية؟

( بكل حرية و بمصداقية سواء باللغة العربية الفصحى أو العامية أكتب ) 

 

…………………………………………………………………………………………………
……….…………………………………………………………………………………………
…………………………………………………………………………………………………
…………………………………………………………………………………………………
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…………………………………………………………………………………………………
…….…………………… 

 

 

  

اإللكترونية و الرقمية كوسيلة تعليمية إذكر أسباب إذا كنت تؤيد او ال تؤيد إستخدام األلعاب (28 * 

( بكل حرية و بمصداقية سواء باللغة العربية الفصحى أو العامية أكتب )  

 

…………………………………………………………………………………………………
……….…………………………………………………………………………………………
…………………………………………………………………………………………………
…………………………………………………………………………………………………
…………………………………………………………………………………………………
…….…………………… 

 

 

ما أثر ثقافتنا المحلية )إن وجد( في إستخدام األلعاب اإللكترونية والرقمية كوسيلة تعليمية في مراكزنا  (29
 * التعليمية

( بكل حرية و بمصداقية سواء باللغة العربية الفصحى أو العامية أكتب )  

 

…………………………………………………………………………………………………
……….…………………………………………………………………………………………
…………………………………………………………………………………………………
…………………………………………………………………………………………………
…………………………………………………………………………………………………
…….…………………… 

 

 

ما هي درجتك في اإلختبار الشهري؟ (30  * 

( 30درجتك من  ) 

…………. 
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Appendix 10B - Translated Questioner Arabic to English 

 You need to answer all the questions. 
 Write freely and truthfully in Classical Arabic or in Slang. 
 You will be completely anonymous throughout this whole survey.  

 

 

1) Age 
 

□ 18 – 19 
□ 20 – 21  
□ 22 – 23 
□ 24 + 

 

2) Gender  
□ Male 
□ Female 

 

3) I have been studying English for 
□ 7 – 8 Years 
□ 9 – 10 Years 
□ 11 – 12 Years 
□ 13 – 14 Years 
□ More than 15 years 
□ Other (        ) 

 

4) Do you play games as a personal pastime? (Physical or non-physical games) 
□ Yes 
□ No 

 

5) Do you play physical or non physical games (you can chooses more than 1 choice) 
□ Alone 
□ With friends or colleagues 
□ With people you do not know 
□ I never play at all 
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6) Do you use any of these  digital devices ( computers, smartphones or tablets) 
□ Yes 
□ No 

 

7) I started using digital technologies such as, computers, smartphones and tablets since: 
□ 0 – 1 year 
□ 2 – 4 years 
□ 5 – 7 years 
□ 8 – 10 Years 
□ More than 10 years 

 

8) On an average day I use digital technologies such as, computers, smartphones and 
tablets for: 
□ Never 
□ Between 30 minutes and 1 hour 
□ 1 – 2 hours 
□ 2 – 3 hours 
□ 3 – 4 hours 
□ More than 4 hours 

 

9)  On an average day I use digital technologies such as, computers, smartphones and 
tablets for: ( You can choose more than 1 choice)  
□ Reading and writing 
□ Web browsing 
□ Communication 
□ Studying 
□ Playing 
□ Electronic dictionary 
□ Other (     --------------------------------------------------------------- ) 

 

10) Do you use digital technologies such as, computers, smartphones and tablets for 
learning? 
□ Yes 
□ No 
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11) I prefer using these digital technologies as a learning tool: ( You can choose more than 
1 choice) 
□ Desktop 
□ Laptop 
□ Smartphones 
□ Tablets 
□ Other ( …………………………………………………………… )  

 

12) Do you play digital games? 
□ Yes 
□ No 

 

13) I prefer playing these digital games: ( You can choose more than 1 choice ) 
□ Adventure 
□ Crime and investigation 
□ Horror 
□ Role playing 
□ Sports 
□ Puzzle 
□ Cultural 
□ Other ( 

…………………………………………………………………………………
……………….) 

 

14) Using digital technologies such as, computers, smartphones and tablets makes the 
classroom atmosphere more interesting. 
□ Strongly agree 
□ Agree 
□ Disagree 
□ Strongly disagree 

 

15) There is not enough time to use digital technologies such as, computers, smartphones 
and tablets in the classroom. 
□ Strongly agree 
□ Agree 
□ Disagree 
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□ Strongly disagree 

 

16) Using digital technologies such as, computers, smartphones and tablets is not an 
effective tool for learning English. 
□ Strongly agree 
□ Agree 
□ Disagree 
□ Strongly disagree 

 

17) I prefer learning from the teacher directly rather than combining digital technologies 
and the teacher. 
□ Strongly agree 
□ Agree 
□ Disagree 
□ Strongly disagree 

 

18) Using digital games is an effective English learning tool. 
□ Strongly agree 
□ Agree 
□ Disagree 
□ Strongly disagree 

 

19) Using digital games improves my English learning. 
□ Strongly agree 
□ Agree 
□ Disagree 
□ Strongly disagree 

 

20) I have all the resources needed to use digital games as an effective learning tool. 
□ Strongly agree 
□ Agree 
□ Disagree 
□ Strongly disagree 

 

21) We need digital games that fit our local culture. 
□ Strongly agree 
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□ Agree 
□ Disagree 
□ Strongly agree 

22) I have learned new English vocabulary words after using digital games. 
□ Strongly agree 
□ Agree 
□ Disagree 
□ Strongly disagree 

 

23) I will keep using digital games as a learning tool. 
□ Strongly agree 
□ Agree 
□ Disagree 
□ Strongly disagree 

 

24) I use digital technologies such as, computers, smartphones and tablets for most of my 
English subjects. (Reading, writing, listening, speaking, vocabulary) 
□ Strongly agree 
□ Agree 
□ Disagree 
□ Strongly disagree 

 

25) Using digital games makes the classroom more motivational. 
□ Strongly agree 
□ Agree 
□ Disagree 
□ Strongly disagree 

 

26) I play digital games: (you can choose more than 1 choice) 
□ Never 
□ In the classroom 
□ Between classroom brakes 
□ When I get ready to sleep 
□ When I wait for someone or something 
□ In the bathroom 
□ When I first wake up from bed 
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□ Other ( 
…………………………………………………………………………………
……….. ) 

 

27)  What do you think are the potential problems when using digital games as an English 
educational tool in Saudi Arabia? (Write freely and truthfully in Classical Arabic or in 
Slang). 
…………………………………………………………………………………………

…………………………………………………………………………………………

…………………………………………………………………………………………

…………………………………………………………………………………………

…………………………………………………………………………………………

…………………………………………………………………… 

 

28) Write the reasons if you support or do not support the use of digital games as an 
educational tool. (Write freely and truthfully in Classical Arabic or in Slang). 
…………………………………………………………………………………………

…………………………………………………………………………………………

…………………………………………………………………………………………

…………………………………………………………………………………………

…………………………………………………………………………………………

…………………………………………………………………… 

 

29) What are the effects does our local culture have when using digital games as an 
educational tool in our educational and learning centers. (Write freely and truthfully in 
Classical Arabic or in Slang). 
…………………………………………………………………………………………

…………………………………………………………………………………………

…………………………………………………………………………………………

…………………………………………………………………………………………

…………………………………………………………………………………………

…………………………………………………………………… 

 

30) What is your mid-term test score? 
(Your score out of 30) 
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Appendix 11A – Transcribed Experimental Group Interview (Arabic) 

 1 - 0الدقيقة 

ه هو يا شبا ب بإعتقادك ما ي المشاكل المحتملة في إستخدام األلعاب اإللكترونية و الرقمية كوسيلة تعليمية للغة الباحث: السؤال األول 
 اإلنجليزية في المملكة العربية السعودية؟

ه مرشد بجانبه اذا كان في مرحلة  الطالب: ممكن تأثر سلبا إذا كان العمر صغيرا اذا فيها موسيقى من ناحية الموسيقى بس اذا مافي
هذا االبتدائي او المت هذا على الموسيقى تصير الموسيقى عنده شي عادي  هذي فيها موسيقى راح يتعود الشخص  وسط اذا كان االلعاب 

 اللي اشوف اذا فيه تاثير سلبي .

0,55- 2 

لى الطالب : فيه بعض البرامج التعليميه و االلعاب فيها صور نسائيه عاريه و احيانا يكون فيها كذا فهذا الشيء ممكن ياثر سلبا ع
 الشخص نفسه فبدل مايكون تعليمي يكون اثارة شهوه او غريزه .

 الباحث : غيره الجميع المشاركه يا شباب .

 الطالب : انا ما اشوف فيه سلبيات .

ها دراسه و لعب بنفس الوقت ما تحس انك جالس تدرس دراسه تقليدية تاخذ حريتك تتعلم بسرعه .  الطالب : فيها ايجابيات ان

 ني على راحتك يعني تستمتع .الباحث : يع

 الطالب : تغيير روتين الدراسه وان الوقت يمر بسرعه .

2-3 

ها .  الطالب : ان المعلومه تكون سهله اثناء اللعبه تتذكر الصوره او المقطع الفيديو بالذات اللي تصير داخل اللعبه اتذكر

ها فيها مصطلحات تقريبا اكثر المصطلحات الل  ي فيها للحين راسخه بمخي النه شفناها كصور وكمصطلحات الطالب : اللي لعبنا

 و للحين راسخه بمخ الواحد .

الطلب : تصير الماده اكثر تقببال مادة الريدنج اغلبهم غياب و اال يسحبون عليها ما تعجبهم الماده بس حقتك اغلب الحضور يكون 
 فيها .

 الباحث : الحضور اعلى من المواد الثانيه و السبب ؟

2,50 - 4 

هذي زي ماتقول طريقة جديده و بنفس  ها شي يشدنا حنا الن الجوال نستخدمه بشكل يومي فطريقتك  الطالب : شرحك و مادتك كل
ها و استمتع فيها . ممتعه و بنفس الوقت افضل محاضره احضر  الوقت 

3,7 - 4 

هذا تعتبر نقله نوعيه في   التعليم السعودي لو تم تطبيقها فعال .الطالب : اشوف انه الطريقة اللي استخدمتها هالترم 

 الباحث : نقله نوعيه كيف ؟ 

ممل و بنفس الوقت ما راح تحصل على الفائده نفسها اللي بتحصل عليها من خالل التعليم  الطالب : الن كلنا ملينا من التعليم النظري 
 االلكتروني .

 من الكتاب .الطالب : انه يكون تقبلنا من الجواالو االجهزه الذكيه اكثر 
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 الطالب : زمننا موب زمن الكتاب زمن التكنلوجيا .

 الباحث : يعني الجوال افضل و التابلت و االيباد 

مها اي وقت .  الطالب : تقدر تستخد

4 - 5 

 الطالب : سهولة االستخدام .

ممكن ترجع للصفحه الطالب : انا ابغى اتعلم او شي سهل اضغط البرنامج احصل فيه سهوله لكن لو ابغى اذاكر من ا لكتاب مشوار 
 هذي ال خطاء ....

 الطالب : سهولة و وضوح المذاكره و المراجعه بنفس الوقت .

هاز تطلع و تترجم الكلمه . ه مثال اشكلت عليك كلمه و نفس الج  الطالب : وضوح يعني اذا دخلت اللعب

 يلو يجيب معه جوال وال ربع كيلو و االيباد للتعليم اسهل .الطالب : بدال ما الواحد يجيب له كتب ثالثه كيلو اثنين كيلو خمسه ك

 الباحث : اخف قصدك .

 الطالب : و اخف 

5 - 6 

 الباحث : حنا نبي نركز على حاجه ايش المشاكل المحتمله في استخدام االلعاب االلكترونيه .

 الطالب : الجوال مثال يخرب يضيع التعليم كله .

 الضياع .الباحث : قصدك معلومات سهولة 

 الطالب : الجوال ممكن فقدانه .

 الباحث : اتوقع الكتاب برضو نفس الشي لو ضاع الكتاب .

 الطالب : الكتاب تقدر تشتري كتاب ثاني نفس المعلومات موجوده بس الجوال اللي فيه يضيع .

 الباحث : الجوال فقدان معلومات . 

 الطالب : تكلفه ماديه .

هاز ؟  الباحث مكلف الج

 لاير الجوال يكلف . 50لاير  25الطالب : الكتاب 

 الطالب : كل الناس معهم جواالت .

6 - 7 

 الباحث : انا ابغى المشاكل المحتمله باستخدام االلعاب االلكترونيه كوسيله تعليميه . 

 الطالب : االلعاب اللي فيها ذبح وقتال اذا شافها الولد الصغير يطبقها على اخوه عادي . 

 الباحث : قصدك التاثير سريع . 

ها صرع من االي باد من كثرة المتابعه .  الطالب : عندي بنت خالتي صغيره جا
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 الطالب : يسبب صعف نظر .

هر الثقافه و االجتماعيه .  الطالب : الظوا

 الطالب : امراض نفسيه .

 الطالب : العزله عن العالم . 

 شاكل المحتمله لما اطبق لعبه . الباحث : بس االلعاب نبغى االلعاب ايش الم

6,58 -8 

 الطالب : كثرة اللعب .

 الطالب : ما اشوف فيها مشاكل .

7 - 8 

 الطالب : يعني جت المشاكل يوم جيت العب ؟ انا كذا كذا مستمر مع الجوال سواء بقعد اتصفح يعني كذا كذا بقعد اطالع الجوال .

 الباحث : يعني على راحتي .

 معارضه للقيم الثقافيه و الدينيه .الطالب : ماتكون 

 الباحث : تعارضها بايش ؟ مثال ؟

ها االطفال المبتدئين .  الطالب : مثال يعني بعض االلعاب تكون فيها كنائس و الصليب تكون صعبه تعليم

هذا شي حلو تعلمه ثقافات اخرى .  الطالب : بالعكس 

8 -9 

 الطالب : تكون في سن معين .

هي اصال سنويا تدفع ماليين الطالب : انا اشوف  هذي  ها يعني لو تتبنى وزارة التربيه و التعليم الفكره  المشاكل الثقافيه اللي يقولون
ها بتكون ثقافه سعوديه و بنفس الوقت تعلم الطالب الصغار على طريقة اللعب افضل .  على مطبوعات يعني لو تتبنا

 الطالب : تخوفتاثير الثقافه االخرى على الثقافه .

ها  ها يطبقون ها في الكتب زي كتب االنجليزي الحاجات اللي نتعلم الطالب : زي ما يسوون في الكتب الحين فيه حاجات حنا مانتعلم
 باالجهزه االذكيه .

 الباحث : يعني يطبقون الكتاب بطريقه مسليه لاللعاب للتعليم . 

8,58 - 10  

هم االيبادات اتوقع لو نستفيد منهم . الطالب : في التجربه االمراتيه انهم يستخدمون طرق لت  عليم

 الباحث : نستفيد من تجربتهم , يعني انتم ما جاوبتوني على المشكله اذا طبقت االلعاب جاوبنا عن كذا مشكله .

ها .  االطالب : مافيه مشاكل فايدتها اكثر من مشاكل

ها ؟   الباحث : فائدتها اكثر من مشاكل

 يادكتور ما فيها مشاكل .الطالب : انا بالنسبه لي 
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هذي و بعطيها شخص بالمراهقه   هج انا بجيب لعبه فيها مثال الكنائس و االعتقادات  الطالب : فيه مشاكل سوء االستخدام مثال المنا
 اولى متوسط او سادس ابتدائي راح يكون فيه مشاكل لكن لما يكون في توظيفها في الشكل الصحيح مافيه اي مشاكل .

 عني لكل مشكله لها حل سريع قصدك .الباحث : ي

 الطالب : اجابياتها اكثر من سلبياتها .

9,55 - 11 

 الباحث : عطني سبب انك تؤيد و اال انك ال تؤيد استخدام االلعاب االلكترونيه في التعليم و ليش ؟

 الطالب : اؤيد .

 الباحث : ليش ؟ 

 الطالب : المتعه االستمتاع و تنفير الوقت .

 قصدك يمرر الوقت .الباحث : 

ه مريحه للواحد  ه مثل ما قلت قبل سهولة مراجعتها باي وقت زي ماقلت قبل خفيف الطالب : المتعه تظيف الحماس الوقت يمشي بسرع
 يوديه وين ما يبغى بعدين تدل على منظر حضاري . 

 الباحث : ايش سؤالي اللي تو قلت ؟

 الطالب : تؤيد و اال ما تؤيد و لماذا ؟ 

 ث : تؤيد ايش ؟ الباح

 الطالب : االلعاب االلكترونيه .

10,54 - 12 

ممره للوقت , حماس .  الباحث : سهولة الرجوع , سهولة االستخدام , سريعه , 

ها .  الطالب : سهولة الوزن حمل

هاز انا اتكلم عن نفس اللعبه .   الباحث : ما ابغى الج

 الطالب : نفس المحتوى و لكن خفيفه على الشخص .

 الطالب : انا اؤيد , الن حاليا لما تكون اللعبه تكون جميع فئات اللي في الفصل مثال فيه الشاطر و فيه المتوسط و فيه االدنى لكن لما
ه منافسه لكن لما يكون عن طريق الكتاب يعني  تكون عن طريق لعبه يكون لجميع الفئات تقريبا متساوي في المستوى يكون في

 سط يطفش من سالفة الكتاب والقراءه لكن لما تكون عن طريق لعبه فوتغرافيك يكون افضل.بعضهم االدنى و المتو

 الباحث : يعني قصدك جو اللعبه يعطيك جو خارجي . 

 الطالب : نعم , و بنفس الوقت يكون لجميع فئات المجتمع .

 الباحث : برجع لك .

11,50 - 13  

ممتعه . الطالب : اؤيد , سهولة االستخدام و مرور الوقت  , 

 الطالب : انا اؤيد استفدت اكثر من بعض الكلمات بنفس اللعبه .
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 الباحث : فيه احد ما يايد ؟

 الطالب : اايد , سهل استيعاب الموضوع نفسه .

 الباحث : سريع االستيعاب ,سهل .

 الطالب : اسهل من انك تقعد تبحث بالكتاب .

 لعاب و كذا .الباحث : قصدك سهولة الحصول على المعلومه و اال

هم اما محاضرة االلكترونيه  الطالب : اؤيد و بقوه الن بنص المحاضره يعني مثال اي محاضرة كتاب احد الطالب يقلون نسبة حضور
 راح يحضرون كثير .

 الباحث : قصدك نسبة حضور الطالب عشان المتعه و اللعب راح يكون اعلى من نسبة المحاضرات الثانيه .

هذا دلي  ل على النجاح .الطالب : 

هذا دليل على نجاحها ممكن ...  الباحث : 

الباحث : اخر سؤال يا شباب ما اثر ثقافتنا المحليه ان وجد في استخدام االلعاب االلكترونيه و الرقميه كوسيله تعليميه في مراكزنا 
 التعليميه في الجامعات المدارس ؟

 الطالب : يعني ردة فعل الثقافات ؟ 

ها اثر ؟الباحث : نعم ث هل ل  قافتنا حنا ان وجد 

 الطالب : زي ما قال ان االلعاب يكون فيها الصليب .

 الباحث : يعني ثقافات دينيه اخرى ما تؤيد .

 الطالب : ايه ما اؤيد .

ها تاثير تعليمي ؟  الباحث : يعني ل

ها . هل ال يؤيدون  الطالب : اال

هل اليؤيدون االبناء يلعبون العاب فيها  اشياء ثقافيه اخرى مثال. الباحث : اال

13,55  _15 

هذي عندنا  هي المعبد او مدري كيف  ها تقريبا الن فيه العاب مثل زي عندك تنبل رن اللي  الطالب : المطاوعه المتدينين راح يرفضون
هي الموسيقى . هذي يعني زي ما قلت قبل االغاني اللي   حرام يعني كانك تقول الكلمه 

 و الدينيه برضو . الباحث : ثقافتنا المحليه

مها من الوزاره خالص .  الطالب : اذا كان تنظي

 الباحث : يتغير الوضع ممكن ...

ها كويس .  الطالب : ردة الفعل من ثقافتنا اذا كانت اللعبه مختاره و منظمه يعني تكون محتوا

 الباحث : يعني حاليا قيها تاثير ثقافيا على استخدام االلعاب .

 ثير على من اللي عشرين و طالع فوق يعني كل واحد عقله في راسه و فاهم كل شي .الطالب : ما فيها تا

هذي ؟ هم اللي يتاثرون بهاالشياء   الباحث : قصدك الكبار 
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هنا يتاثرون .  الطالب : ال ما يتاثرون اللي يتاثر اللي في االبتدائي و المتوسط 

هل يؤثر   ؟الباحث : انا اتكلم عن ثقافتنا حنا اجتماعيتنا 

15 - 16  

ها دينيه .20% الى 10الطالب : تقريبا فيها تاثير بنسبة   % باسباب يعني كل

ه مرتبطه بثقافه دينيه .  الباحث : يعني ثقافتنا المحلي

 الطالب : ايه .

هل يؤثر ثقافتنا الدينيه على استخدام االلعاب االلكترونيه ؟  الباحث : 

ها الطالب : فعال تؤثر , النه لما يكون في الل ها الن عبه نسبه كبيره من الصليب او الكنائس او ما الى ذلك شخصيا انا ما راح اتقبل
 تخالف ديني .

 %.100الطالب : ما راح ياثر يا دكتور النه كان المشروع مشروع وطني يعني سعودي 

 نستخدم االلعاب االلكترونيه ؟الباحث : ال و لكن اتكلم عن ثقافتنا المحليه و الدينيه االسالميه يؤثر او ال علينا اننا 

 الطالب : ال ما يؤثر اذا حنا حطينا لنا حدود و ضوابط .

 الباحث : احد عنده اضافه يا شباب ؟
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Appendix 11B - Transcribed Experimental Group Interview (Translated to English) 

Min 0 - 1 

Res: okay guys. What do you think are the potential problems when using digital games as an English 
educational tool in Saudi Arabia? 

St1: it could have a negative impact if it has music. Especially to youngsters without supervision. 
Because playing a lot of these games will make listening to music normal. 

Min 0, 55 - 2 

St2: some educational programs games contain and have naked female pictures and figures. This could 
have a negative impact on an individual because instead of learning it provokes sexual needs. 

Res: any the other participants? 

St3: I do not see any negative impacts. 

St4: there are positives. You learn and have fun and at the same time you do not feel your learning in a 
traditional manner. You learn freely and in a fast pace. 

Res: you mean at your own pace. You mean you enjoy and have fun. 

St5: exchanges there learning group team in time passes faster. 

Min 2 -3  

St6: remembering and recalling the gained information is easy after and while the playing by 
remembering the images and videos within the game. 

St7: There is clear evidence. Most of the vocabulary words in the games we played and saw them as 
images are well-established and rooted in my mind. 

Min 2.33 

St8: the subject course is more acceptable. Most of the students are absent and do not attend the 
reading lecture because they simply do not like. On the other hand, most of us attend your lectures. 

Res: attendance are higher than other courses! Why? 

St9: everything in this course keeps attracting us. The way you teach us is much better, very modern 
and fun because we use mobile phones daily. 

St10: I do believe that your method of teaching is a big change and a massive leap in the Saudi 
educational system. 

Res: Massive change! How? 

St11: Because we got bored from traditional teaching. It is boring and we will not get as much benefit 
compared to digital learning.  

Min 3.28 - 3.50   
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St 12: Our acceptance to acquire information when using mobile phones and digital devices is much 
higher than using books. 

St13: This is not the age of books it is the age of technology. 

Res: Do you mean using mobile phones, tablets, and Ipads are better? 

Min 3.50 - 5 

St14: You can use them at anytime. 

St15: It is easy to use for learning. I just click on the program. On the other hand, if I want to learn 
using the book I have to go through page after page. 

St16: it is easy to use. You also learn and revise at the same. 

St17: what I mean by easy is that when playing a game and you find a difficult word you can use the 
same device to translate difficult word just by exiting the program. 

St18: instead of learning using heavy books that could weigh up to 5kg to just bring a mobile phone or 
tablet which do not weigh even 1/4kg. 

Res: you mean light? 

St19: Yes, light. 

Min 5 - 6 

Res: We need to focus on the issues, if there are any, when using digital games. 

St20: All the information will be lost when the mobile devices brake. 

Res: You mean losing the recorded information is easy. 

St21: We might lose to mobile device. 

Res: I believe the same thing will happen when losing a book. 

St22: You could by another book with all the original information still in it. But you could lose it with 
mobile devices. 

Res: Ok. Mobile devices and losing information. 

St23: Expensive. 

Res: Are mobile devices expensive? 

St24: You could buy a book for 25 or 50 SAR. 

St25: Everyone owns a mobile device. 

Min 6 - 7 

Res: I would like to know if there are issues when using digital games for learning. 
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St26: games that contain valance can affect youngsters. 

Res: Do you mean it has a fast affect? 

St27: My cousin had epilepsy after using the IPad for a long period of time. 

St28: it contributes with lowering and weakening the eye sight. 

St29: cultural and social issues. 

St30: Mental illnesses. 

St31: Isolation from the real world. 

Res: let us focus on games. Are there any issues when applying them ? 

St32: I do not see any issues. 

Min 7-8 

St33: you mean the issues just came up after playing games? I will keep on using mobile phones for 
browsing amongst other things as well.  

Res: You will always use it! 

St34: If it does not carry any threat to our culture or religion. 

Res: Threats? Can you give me some examples? 

St35: Some games show and contain churches and crosses. This would be hard to use in teaching 
especially for kids. 

St36: I am against what you said. I believe it is good to learn about other cultures. 

Min 8 - 8.58 

St37: It should be age restricted. 

St38: The Ministry of Education should adapt and make games that are applicable to the Saudi culture 
since they already spend millions on books every year. 

St39: It is the fear of other cultures overlapping ours. 

St40: That is why we have chapters in our books that we do not take. 

Min 8.58 - 9.55 

St41: we should benefit from the experience of the UAE. They are using IPads in their teaching. 

Res: Benefit from their experience? Let us focus on games. 

St42: No issues. 

Res: Are the benefits higher/overcomes than the negatives? 

St43: I do believe there are no issues. 
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St44: There will not be any issues when used properly. Choosing the right game that will not offend 
our culture is important. 

Res: You mean we could overcome them? 

St45: the pros overcome the cons. 

Min 9.55 - 10.54 

Res: Give me a reason if you agree or do not agree in using digital games as part of our education and 
why? 

St46: I agree 

Res: Why? 

St47: It is fun, enjoyable and time flies.  

Res: Time flies! 

St48: It is motivating, fun and time passes quickly. I have also mentioned previously that it is easy to 
use when revising the subject. We also can carry it anywhere. 

Res: What was my question? 

St49: If you agree or do not agree and why? 

Res: agree to what? 

St50: digital games. 

Min 10.54 - 11.50 

Res: we said it easy to use and revise, time passes quickly, exciting and motivating. 

St51: easy to carry.  

Res: I would like to focus on the games not the devices. 

St52: They have the same subject and course but are much easier to acquire and accept. 

St53: I agree. Playing games in the in the classroom made everyone equal no matter how smart they 
are. As a result the classroom became more competitive. but when using books, student who were 
below average fell bored. 

Red: Do you mean it gives you a better learning atmosphere? 

St54: Yes, and it fits every level. 

St55: I agree. It is fun, easy and time passes quickly. 

St56: I agree. I have gained and acquired more vocabulary words from the games. 

Res: Do we have someone who does not agree? 
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St57: I agree. Because I understand the subject much easier. 

Res: Understand the subject! 

St58: It is easier than learning from the book. 

Res: Do you mean it is easier to gain the information through games? 

St59: I completely agree. Most of us do not attend courses [skip classes] that use books while the 
courses that use digital devices most do attend. 

Res: what you are trying to say is that the attendance will be higher in courses that use games and 
enjoyable than other courses.   

Min 12.57 - 13.55 

St60: And this is evidence of its success.  

Res: It could be. 

Res: Ok everyone. This is the last question. Give me the reasons if you agree or do not agree in using 
digital games as part of our educational system and why? 

St61: Do you mean cultural reactions? 

Res: Yes. Our culture. Are there any? 

St62: Some games speak about religion. 

Res: So, you will not accept it if it speaks about other religions? 

St63: Yes, I will not accept it. 

Res: Will it affect our learning? 

St64: My family will not accept it. 

Res: So, families would not accept for their children to play games that speak about or contain other 
cultures? 

Min 13.55 - 15 

St65: Conservative and extreme religious people will not accept and would ridicule such games. For 
example, Temple Run was criticized because you play inside a temple. The same goes to music which 
I have mentioned previously. 

St66: No one will say anything if it is regulated by the Ministry. 

St67: Our culture will have a positive reaction to games if the games are well chosen. 

Res: This means there are cultural reactions towards using games. 

St68: It will not affect people who are above 20. They are more responsible. 

Res: Do you mean older people get affected? 
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St69: No, they do not get affected. Youngsters do. 

Res: What I mean is, dose our culture and society have an effect? 

St70: To some extent. For religious reasons they might affect. 

Res: Do you mean our religion is directly connected to our culture? 

St71: Definitely. 

Res: Does our religion affect digital game usage? 

St72: It defiantly does. Because I will not accept anything if it is not part of or against my religion. 

St73: There will not be any negative reactions if it is Saudi constructed. 

Res: I am talking about our culture not constructing the game. Does our culture and Islamic religion 
affect our usage to digital games? 

St 74: It will not affect if there are boundaries. 

Res: Anything else? 
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Appendix 12 – Imam University Request 

 


