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1. INTRODUCTION 

In the current society in which students live surrounded by stimuli and 

different and new realities, gamification has become a growing educa-

tional trend (Briffa et al., 2020). Gamification enhances students' partic-

ipation, engagement, motivation, and collaboration within an enjoyable 

learning process (Carrión et al., 2023). Human beings are naturally pre-

disposed toward games and competition. Games have always been part 

of the social and cultural lives of every civilization. It fosters the devel-

opment of affective, cognitive, and social abilities pleasantly and joy-

fully (Lähdesmäki et al., 2023). Moreover, as Larson (2020) pointed out, 

socio-ethical, cognitive, affective, and emotional dimensions (among 

others) can be developed through games. It wakens curiosity and 

strengthens memory, which may facilitate foreign language learning as 

far as it eases the acquisition of vocabulary and morphosyntactic struc-

tures (Mora, 2013). In this respect, Foncubierta (2014) pinpointed that 

in the foreign language classroom gamification helps to improve stu-

dents’ attention, modulate their moods, fight against their tiredness, and 

provide them with rest when necessary.  

Gamification has been widely exploited in the business world for decades 

since it has the potential to increase the capability of increasing the self-

efficacy of the workforce (Ortiz-Rojas et al., 2017). Its great success has 

led to the extrapolation of its use in other contexts, such as education 

(Chaves-Yuste, 2019). Gamification can be defined as “the use of game 

design elements in non-game contexts” (Deterding et al., 2011, p. 10) or 

“the use of mechanisms, dynamics, and frameworks to promote desired 

behaviors” (Lee & Hammer, 2011, p. 1). More recently, gamification has 
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been regarded as the use of a game method in a context where gameful 

components are not usually found, to increase, in the case of education, 

their participation, commitment, and concentration (Dahalan et al., 2023).  

Since gamification is an active learning methodology, interaction among 

the participants and their decision-making enables students to be the real 

protagonists of their learning experiences. Thus, autonomous, responsible, 

and cooperative work is fostered- while the teacher frequently provides 

students with feedback to make them aware of the progress achieved.  

Werbach and Hunter (2012) pointed out a series of game-derived ele-

ments: dynamics, mechanics, and components. Dynamics are elements 

present in almost all games and represent the highest level of gamifica-

tion. Among the most popular dynamics, we find restrictions for players 

in the performance of specific activities, emotions, such as curiosity, or 

disappointment in achieving or not achieving some goals, the narrative, 

which provides the structural framework for the development of different 

tasks, and the progression of the participants, which show the interaction 

of the players, their cohesion as a group and the competitiveness among 

them. By mechanics, we mean more specific elements that involve de-

tailed actions and direct players to actions to fulfill the components, those 

necessary elements for the functioning of the game mechanics. They are 

at the lowest level of abstraction, as they are very concrete actions, whose 

components can be achievements, avatars, badges, heroic fights, gifts, 

leaderboards, levels, points, or virtual goods, among others.  

Besides, Bartle (1996) established a taxonomy of the types of players 

that can be found in the potential users of the gamified experience: a) 

Achievers: those players who desire recognition for their work and 

whose objective is to win the game; b) Socializers: players who enjoy 

the time shared with their peers and being part of a community; c) Ex-

plorers: those who like to acquire new knowledge, interact with the 

world of the game, and learn through the activity; and d) Assassins: 

those who only play to demonstrate their superiority over other team-

mates. When designing a gamified experience, teachers need to consider 

which kind of players students are with the aim of fulfilling their needs 

and interests and addressing their different personality types and what 

works for them within the gamified project. 
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Efficient gamified proposals have an impact on students' behavior since 

they are based on three underlying theories: Pink’s intrinsic motivation 

theory (2010), goal setting theory (Latham and Locke, 1990, 1991), and 

Csikszentmihályi’s (1990) flow theory. While participating in the gam-

ified experience, the learning process feels like a flow. Within this flow, 

the student feels safe and is completely engaged in the proposed tasks, 

which demand all their concentration and attention for their successful 

attainment (Csikszentmihalyi & Nakamura, 2002). In the correct flow, 

the student feels harmony between the skill level and the challenge, so 

that it does not cause boredom or anxiety because tasks are not too easy 

or too difficult to be fulfilled. 

Gamification allows innovation in the classroom. Gamified tasks are 

more engaging, and creative, fostering problem-solving and learning 

from mistakes.  

2. LITERATURE REVIEW 

The twenty-first century and the revolution of technology development 

in education (Gopo, 2022) have brought a variety of learning contexts 

for language learners, such as social media contexts, gaming platforms, 

and collaborative projects (Kessler, 2018). Many schools support high 

levels of technology and provide gadgets like tablets or laptops, have 

improved internet access, and have developed computer literacy pro-

grams (Johnson et al., 2016). With the worldwide emergence of 

COVID-19, educational institutions underwent a large number of online 

and avant-garde learning experiences. Within this panorama, the gaming 

world has increasingly gained relevance in education to provide an en-

joyable and attractive learning environment. Thus, students can feel en-

joyment and engagement, receive immediate feedback, overcome chal-

lenges, and feel accomplishment (Bicen & Kocakoyun, 2018).  

Considering the importance of game elements within the classroom, 

gamification has been the study focus of several international works: 

Guaqueta and Castro-Garcés (2018) conducted a study with tenth grad-

ers in Colombia to test if the language learning gamified apps Duolingo 

and Kahoot promoted life-long meaning learning of vocabulary, 
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demonstrating they improved their language skills, gained vocabulary 

acquisition strategies and enjoyed English learning. Hwang et al. (2017) 

showed how a gamified digital experience improved Chinese ninth grad-

ers' listening skills while diminishing their anxiety levels. By integrating 

problem-based English listening gamified content, students overcame 

their fear of listening to English and improved their learning perfor-

mance. Ahmed (2016) argued that some gamified applications, such as 

Duolingo, could ease the learning of two foreign languages at the same 

time regarding pronunciation, vocabulary, and grammar acquisition. 

Moreover, Dehghanzadeh et al. (2023) studied fifty-four empirical stud-

ies and showed the potential of gamification in different educational set-

tings. Barcomb and Cardoso (2020) argued that gamification enhanced 

Japanese students’ communicative competence by improving their pro-

nunciation and learning in an anxiety-reduced environment. This dis-

tended atmosphere promoted a suitable learning environment where stu-

dents could learn more efficiently, as Newgarden and Zheng (2016) also 

argued. In this sense, Mogrovejo et al. (2019) promoted the utilization 

of television contests-based games to learn English vocabulary, and 

Sundqvist (2019) employed English commercial games to create this 

stress-free learning space. Krashen's affective filter hypothesis (1982) 

already stated how affective factors relate to the second language acqui-

sition process. He argued that students with high motivation, self-confi-

dence, and a positive self-image generally perform better in foreign lan-

guage acquisition. Similarly, Sun and Hsieh (2018) and Baur et al. 

(2015) showed that gamification was a suitable methodology to improve 

their attitude and motivation towards their language learning, which au-

tomatically influences the mastery of the different linguistic skills, as it 

is reflected in Lam et al.’s (2018) work, who demonstrated that by im-

proving students’ motivation using a gamified framework, students up-

graded their argumentative writing skills.  

Furthermore, Hernández-Prados et al. (2021) pinpointed that utilizing 

game dynamics influenced English for General Purposes (henceforth, 

EGP) learning positively. As Cloud et al. (2000) highlighted, it is nec-

essary to apply high-standard student-centered programs. They should 

provide convenient and suitable instruction considering students’ 
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linguistic, academic, and cognitive levels, integrating stimulating in-

struction. Cordero and Núñez (2018) added that gamification not only 

improved learning transfer but also increased the learners' retention, 

which eased the development of their competencies. It promoted their 

learning autonomy and the necessary strategies to work with their peers 

cooperatively (Marín, 2018).  

Hence, gamification has proven efficient in the EGP secondary educa-

tion stage. Diverse worldwide educational realities, such as Switzerland, 

China, the Netherlands, Japan, Peru, Colombia, Thailand, Saudi Arabia, 

and so forth, have shared the effectiveness of this active learning meth-

odology. Thus, this research conducted in Spain expects similar results. 

3. OBJECTIVE 

Bearing in mind that it is challenging to make teenagers feel motivated 

during their learning process, this work aims to analyze the effectiveness 

of a gamified proposal to revise all the contents established in the EGP 

fourth year of compulsory education curriculum (Organic Law8/2013 

and Royal Decrees 1105/2014 and 48/2015) while raising social aware-

ness. The present research starts from the hypothesis that gamification 

of learning could be a suitable and motivating methodology for teaching 

EGP in Spanish secondary education, which positively influences stu-

dents to improve their linguistic competence. This improvement can be 

measured in their academic performance. Thus, this work aims to meas-

ure the effectiveness of gamification on secondary education students’ 

academic performance, which is operationalized through the scores ob-

tained in different standardized tests (comprehension and expression of 

oral and written texts) at the B2 level according to the Common Euro-

pean Framework for Languages (CEFRL) (2001).  

Students seemed unmotivated to follow conventional classes and showed 

a negative attitude toward their learning, had different language profi-

ciency levels, and inadequate learning methodologies (Krishnasamy, 

2015). Thus, a new approach needed to be employed in this new sce-

nario, and gamification provided a suitable framework for the group. 
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4. METHODOLOGY 

The study is an exploratory comparative empirical intervention that pro-

vides quantitative data gathered for three weeks during the third term of 

the 2022-2023 school year (April- June). A descriptive and inferential 

design methodology was used. The independent variable was the meth-

odology used: Communicative Language Teaching (hereafter, CLT) and 

gamification. The dependent variable was the grade obtained in the final 

test, which comprised all the linguistic skills and another section on the 

use of English. This variable was operationalized through the final test 

scoring (further explained in instruments). 

4.1. PARTICIPANTS 

The sample population of this study is made up of fifty-eight fourth com-

pulsory secondary education students at a high school with three sec-

tions per grade in Madrid downtown (Spain). The age of the participants 

was between 15 and 16 years old (M: 15,18; SD: 0.39), with a higher 

percentage of female students (74,6%) versus male students (25.4%). 

Only one student was from the Dominican Republic, and all had Spanish 

as their first language. Their EFL level was B2, according to the Com-

mon European Framework of Reference for Languages (Council of Eu-

rope, 2001). The inclusion criteria for the sample were to be enrolled in 

the fourth year of compulsory secondary education classroom at the 

school, to attend lessons regularly, and not to have a diagnosis of specific 

learning difficulties, attention deficit hyperactivity disorder or other neu-

rodevelopment disorder, or sensory and/or psychological problems. 

4.2. INSTRUMENTS 

Two instruments for data collection were used: first, the grades obtained 

in the final tests that were administered after implementing the different 

methodologies. They comprised a scale from 0 to 10 (0-4.99 failed, -F-

, 5-5.99 points passed, -D-, 6-6.99 points, -C-, 7-8.99 points, -B- and 9-

10 points, -A-). In the different proposed tasks, students needed to prac-

tice their speaking, listening, reading, and writing skills while 
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demonstrating a good use of the English morphosyntax and lexicon. The 

test consisted of five sections, described as follows: 

‒  Reading comprehension test: Students answered twenty mul-

tiple-choice questions (with four options) that checked the un-

derstanding of a given text, and each correct answer obtained 

0.1 points (a total of 2 points).  

‒ Listening test: Students listened to two audio files on the topics 

worked on throughout the school year. They answered ten 

open-ended questions (0.2 points each, a total score of 2 

points). 

‒ Writing test: Students wrote an essay about one of the topics 

worked throughout the school year. The text was graded from 

0 to 2 points following a written assessment rubric (see Annex 

1). A maximum of 0.33 points could be assigned to each cate-

gory (0.21-0.33, exemplary; 0.11-0.20, partially proficient; 0-

0.10, deficient), with a maximum total score of 2 points. 

‒ Speaking test: Students need to record a short movie in groups. 

They need to speak about one of the topics covered during the 

school year (chosen randomly). A speaking rubric (see Annex 

2) was used to grade this assignment. The maximum score was 

2 points.  

‒ Use of English test: Students did a fill-in-the-gaps exercise that 

comprised ten spaces. They needed to be filled with preposi-

tions, conjunctions, verbs, adjectives, or adverbs. Each correct 

answer received 0.05 points (a total of 0.5 points). Also, they 

needed to read a text with spaces and a lemma, and students 

made up nouns, adjectives, verbs, or adverbs through word for-

mation. There were twenty gaps. Each correct answer received 

0.05 points, with a total score of 1 point. Finally, students were 

asked to paraphrase five sentences. Each correct sentence was 

assigned 0.1 points, with a total score of 0.5 points in this ex-

ercise. The maximum score of this section was 2 points.  
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Secondly, the teacher’s diary, in which the teacher recorded all the tasks 

done by students and their participation was valued to assess students’ 

work and engagement. 

4.3. PROCEDURE 

The foreign languages department agreed on the proposal of creating a 

didactic unit for the fourth year of compulsory secondary education stu-

dents to revise the contents that had been studied for the two first terms. 

Students could review all the grammar and lexicon contents while be-

coming more socially aware of the different educational systems and 

circumstances around the globe. After being accepted by the school 

principal, parent consent forms were sent to all the families whose chil-

dren participated in the experimentation. They were informed about the 

objective of the work and that they had withdrawal possibilities at any 

stage. All the contents in this experimentation always respected the cur-

riculum established by the State and the Madrid community, the Royal 

Decree 1105/2014 26th December 2014 (Spanish Ministry of Educa-

tion), through which the minimal teachings for compulsory secondary 

education are established which was further developed by the Madrid 

Community in the Royal Decree 52/2015 21st May (BOCM 22nd May). 

The classes were held in the morning from 9.10 to 1.00 pm. There were 

fifteen sessions (five sessions each week) of fifty minutes held in their 

usual classrooms or the foreign language lab. All the samples did the tests 

on the same day and time under the same circumstances in their classrooms 

with optimal lighting, ventilation, and sound conditions. The data was col-

lected following the ethical guidelines of the Helsinki Declaration (World 

Medical Association, 2013), which guarantees data confidentiality.  

The assignments were thought to be done during the lessons. However, 

those students who desired to continue working at home could freely do 

it and send their work via Teams to the teacher. Some tasks needed to 

be fulfilled individually, but others were cooperative tasks that de-

manded teamwork and needed to be done at school. Since the experi-

mentation took place during the last term, the teacher already knew the 

students, so she created heterogeneous cooperative groups considering 
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the different types of players (according to Bartle, 1996). The teacher 

provided the students with the necessary feedback and support. 

4.4. DATA ANALYSIS 

The IBM Social Science Statistical Package SPSS 28 for Windows 

(IBM, 2021) was used to carry out the analyses. First, descriptive statis-

tics were used to find out the means and standard deviation of the studied 

variables. Provided the sample size, the Shapiro-Wik test was used for 

normality, obtaining 0,018 for CLT and 0,000 for gamification grades, 

which required using non-parametric coefficients. The non-parametric 

Wilcoxon test for paired samples was applied, with a significance level 

of α = 0.05, to analyze the effect of gamification on the participants’ 

academic results.  

5. RESULTS 

All the participants began and completed the study through the posttests 

and completed all the proposed tasks. To check the results obtained in 

the posttests when the two learning methodologies were used, the de-

scriptive analysis, with the means and the standard deviation for the var-

iable, is shown in Table 1. The marking criteria for the test were from 0 

to 10 points. It comprised five parts: reading comprehension, written ex-

pression, listening comprehension, speaking skills, and use of English. 

Each of them had a maximum score of 2 points. The total amount of the 

points could be from 0-4.99 points, failed (F), 5-5.99 points, passed (D), 6-

6.99 points, good (C), 7-8.99 points quite good (B), and 9-10 points, excel-

lent (A). The grades were obtained after using CLT and after implementing 

the gamification proposal. The descriptive statistics of the CLT grades 

showed a mean of 7.01 (B), and the mean obtained after the gamified ex-

perience was 7.92 (B+), almost a point higher than when using CLT: 
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TABLE 1. Mean (M) and standard deviation (SD) of categorised variable (final grade ob-

tained using CLT and gamification) 

 M SD 

CLT 7.01 0,426 

Gamification 7,92 0,471 

Source: Own creation 

When comparing these grades, we employed the Wilcoxon Signed-Rank 

test for related samples. The key assumption for the tests, the distribu-

tional assumption, was not violated, as it was assessed by a histogram 

with a superimposed normal curve on the distribution of the scores. As 

can be observed in Table 2, there was a standard deviation of 0.32 and a 

significant difference of p = 0.009, which demonstrates gamification 

positively influenced students’ academic performance: 

TABLE 2. T-student for paired sample analysis of categorised variables (final grades of CLT 

and gamification). 

 Means  SD t Sig (bilateral) 

CLT & Gamification 0,90 0,32 2,82 0,009 

Source: Own creation 

These results verify the hypothesis and objective of the work: despite 

students being unmotivated, there was a significant difference when 

changing the methodology and implementing gamification. Thus, the 

use of this active learning methodology was demonstrated to have a pos-

itive effect on students’ linguistic competence, as observed by their im-

provement in their academic performance.  

In addition, the teacher observed and included in her teacher’s diary that 

students were more engaged and participative during the gamified expe-

rience. They handed in more assignments and showed more enthusiasm 

during the lessons than when CLT was used. This increase in motivation 

may have had a direct connection with their practice of the English lan-

guage, which has significantly improved as their academic performance 

records reflect.  
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6. DISCUSSION 

This work aimed to analyze the effectiveness of gamification with a 

group of secondary education students who were highly unmotivated 

and did not feel any interest in learning the English language. To test its 

effectiveness, students used this active learning methodology for three 

weeks with different tasks, respecting the dynamics, mechanics, and 

components the teacher had previously established. The descriptive 

analysis already responded to the study objective and confirmed the hy-

pothesis that gamification was suitable to foster students’ motivation, 

engagement, and practice. Thus, they practiced the English language 

much more and improved their mastery, as is reflected in their academic 

records when being tested at the end of the school year.  

As Pereira et al. (2018) had already pinpointed, employing gamification 

did not directly determine an increase in performing specific skills, but 

it deeply helped to increase the learner’s motivation levels to acquire 

these skills. Thus, in this work, students felt more enthusiasm and en-

gagement in all the proposed activities, which fostered their EGP learn-

ing and mastery. Ahmed (2021) showed that a gamification program de-

veloped secondary education students’ EGP speaking skills and im-

proved their motivation towards learning this skill. Similarly, the partic-

ipants of this study improved their linguistic skills. These findings are 

also analogous to the ones pinpointed by Vathanalaoha (2022), who con-

ducted research with 1022 students in Thailand who studied in eight lo-

cal schools. He explained that there was a significant difference between 

the scores obtained once their participants had been instructed with a 

gamified program. They performed a higher learning development and 

could speak more accurately and fluently since they felt more confident 

by learning from the gamified trustworthy materials (Nguyen, 2022).  

In the same line as Alsawaier (2018) and Papadakis et al. (2020), stu-

dents demonstrated higher motivation and engagement when learning 

with gamification. In the teacher’s diary, the teacher recorded the par-

ticipatory register and the academic results of each of the tasks. Students 

were more active and fulfilled more exercises when participating in the 

gamified experience than when being instructed with CLT.  
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However, gamification is not a remedy in education. As Suyunov et al. 

(2023) argued, it may lead to distraction or social tensions when it is not 

used properly. Teachers are not always well equipped with appropriate 

technical skills (Moreno & Méndez, 2015) or may not have enough sup-

port to apply this approach (Papadakis et al., 2020). Some teachers feel 

apprehension about implementing educational innovations (Georgiou & 

Ioannou, 2019) or find it challenging to integrate new methodologies that 

demand the use of technology smoothly within the curriculum demands. 

7. CONCLUSIONS 

In light of the results obtained in this exploratory research, it would be 

suitable for EGP secondary education teachers to choose active method-

ologies, such as gamification, to improve students’ learning process, ac-

ademic performance, and engagement.  

The findings from the analyzed case study on a gamified approach can 

provide valuable information that can be used in other contexts and ed-

ucational stages, such as primary or tertiary education. The findings at-

tained were substantially meaningful since gamification made them par-

ticipate, connect, and practice their English while learning several soci-

ocultural differences encountered in different spots in the world. Thus, 

not only their communicative competence developed but also their dig-

ital and inter-social awareness competencies.  

Nevertheless, this exploratory research comprises several limitations, 

such as the sample size and the ad hoc tasks used for the gamified ex-

perimentation, which reflects the contextualized nature of the research. 

Thus, any generalization of these results to other populations should be 

made cautiously. It would be appropriate to enlarge the sample, extend 

the duration of the application of gamification throughout the school 

year, or transfer its use to other subjects of compulsory secondary edu-

cation. It studies the effect of gamification on students’ learning perfor-

mance. Further research should be conducted to investigate their views 

regarding the potential of gamification and the teachers’ willingness to 

pursue this new pedagogical approach. Thus, educational administrators 

and policymakers could promote the integration of gamification, or not, 
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into the EGP curriculum in secondary education. However, the findings 

achieved in the current research are valuable in informing teachers and 

policymakers about the effectiveness of the emerging gamification ap-

proach in the EGP learning process in secondary education.  

This study demonstrates some pedagogical implications of gamification 

for EGP classes in the secondary education stage. Students need to be 

active learners and feel the core center of their learning process in which 

teachers are not the only source of knowledge but facilitators and learn-

ing supporters. Acting as facilitators, teachers monitor students’ pro-

gress and focus on each student’s specific needs by analyzing their per-

formance in the language and the management of the different skills. 

The badge system through which students felt their production rewarded 

made students see their outcomes, which may influence their motivation 

and engagement in the forthcoming gamified tasks. Thus, gamification 

could play a fundamental role in EGP education in Spain, where class-

rooms usually comprise a high number of students. This may hamper 

their learning and interaction, as well as certain passivity of students 

who are used to being lectured and automatically adopt a passive role. 

To better exploit this methodology, it is necessary to be given enough 

teacher training so they are well prepared to use it effectively.  

In summary, this research confirms gamification makes learning an ef-

ficient educational experience with positive effects regarding the revi-

sion of grammar and lexicon contents and the practice of the different 

linguistic skills in EGP. Moreover, it seems to offer a suitable frame-

work to enhance social and civic awareness since students learn from 

various educational experiences presented and realize the differences 

and similarities among very diverse realities. Also, the study has proven 

that the participants increased their motivation and hence, commitment 

and involvement in the gamified sessions in which English was properly 

used. Gamification may be seen as an active learning methodology that 

promotes participation and fosters the development of students’ better 

attitudes towards EGP lessons, the essence of edutainment (Vatha-

nalaoha, 2022).  
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10. ANNEXES 

ANNEX 1. Written rubric.  

 
Exemplary 

0.21 – 0.33 points 
Partially Proficient 
0.11 – 0.20 points 

Defficient 
0 – 0.10 points 

 
POINTS 

Coherent  
content 

The message is clear, pre-

cise and coherent, with in-
teresting ideas that deal 

with the proposed topic. Ex-
tension is correct. 

The message some-
times is not clear and 
ideas are not original. 

The message is too 
confusing, mislead-

ing or incoherent, 
with irrelevant or reit-

erative ideas. The 
extension is not co-

rrect. 

 

Originality 

Ideas, for one’s point of 
view, can be developed and 

original opinions are pro-
vided. Ideas are properly 
illustrated and supported. 

Ideas are not always 
properly illustrated and 

supported and the au-
thor’s point of view is 

blurred. 

It is difficult to distin-
guish the author’s 
personal point of 
view. Generalities 

are included without 
foundation because 
no data or examples 
are provided to illus-

trate the ideas put 
forward. 

 

Discourse 
 markers 

Discourse markers are used 
in a varied and effective 

way 

Some discourse markers 
are used but not all of 

them are used properly 

Suitable discourse 
markers are missing 

and there is not a 

correct and logical 
thematic shift 

 

Grammar 
There are no important 
grammatical mistakes 

There are one important 
grammatical mistake 

There are important 
grammatical mis-

takes 
 

Vocabulary 

The author makes a good 

use of varied and extensive 
vocabulary 

The vocabulary is limited 
There are serious vo-

cabulary mistakes 
 

Spelling and 
punctuation 

There are no important 
punctuation and/or spelling 

mistakes 

There are some punctu-
ation and/or spelling 

mistakes 

There are frequent 
punctuation and/or 
spelling mistakes 

 

Source: Own elaboration based on the written rubric used in EvAU English University en-

trance test, exercise 5, in Madrid Community 
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ANNEX 2. Oral presentation rubric 

Activity 
Exemplary  

0.25-0.33 points 
Proficient 

0.16-0.24 points 
Partially Proficient 
0.07-0.15 points 

Incomplete 
0-0.07 points 

 Points 

Concept 

Has a clear picture 

of what they are try-
ing to achieve. Ade-
quate description of 
what they are trying 

to do and generally 
how his/her work will 
contribute to the final 

project. 

Has a fairly clear pic-

ture of what they are 
trying to achieve. Can 
describe what they are 
trying to do overall but 

has trouble describing 
how his/her work will 
contribute to the final 

project. 

Has brainstormed 
their concept, but no 

clear focus has 

emerged. Goals/fi-
nal product not 
clearly defined. 

Little effort has been 
spent on brainstorm-

ing and refining a 
concept. Unclear on 

the goals and how 
the project objec-
tives will be met. 

 

Script/ 
Storyboard 

The storyboard illus-

trates the video 
presentation struc-
ture with thumbnail 
sketches of each 

scene. Notes of pro-
posed transition, 
special effects, 
sound and title 

tracks incl: text, 
color, placement, 

graphics, etc. Notes 
about proposed dia-

logue/ narration text 
are included. 

The storyboard in-
cludes thumbnail 

sketches of each video 

scene and includes 
text for each segment 
of the presentation, 

descriptions of back-

ground audio for each 
scene, and notes 

about proposed shots 
and dialogue. 

The thumbnail 
sketches on the sto-

ryboard are not in 
logical sequence 

and do not provide 
complete descrip-

tions of the video 
scenes, audio back-

ground, or notes 
about the dialogue. 

There is no evi-
dence of a story-
board or script. 

 

Content/ Or-
ganization 

The content includes 

a clear statement of 
purpose or theme 

and is creative, com-
pelling and clearly 

written. A rich variety 
of supporting infor-
mation in the video 
contributes to the 

understanding of the 
project’s main idea. 
Events and mes-

sages are presented 

in a logical order. In-
cludes properly cited 

sources. 

Information is pre-

sented as a connected 
theme with accurate, 
current supporting in-
formation that contrib-
utes to understanding 

the project’s main 
idea. Details are logi-
cal and persuasive in-
formation is effectively 

used. The content in-
cludes a clear point of 
view with a progres-

sion of ideas and sup-

porting information. In-
cludes properly cited 

sources. 

The content does 
not present a clearly 

stated theme, is 
vague, and some of 

the supporting infor-
mation does not 

seem to fit the main 
idea or appears as a 

disconnected series 
of scenes with no 

unifying main idea. 
Includes few citati-

ons and few facts. 

Content lacks a cen-
tral theme, clear 
point of view and 

logical sequence of 
information. Much of 
the supporting infor-
mation is irrelevant 

to the overall mes-
sage. The viewer is 

unsure what the 
message is because 

there is little persua-
sive information and 
only one or two facts 
about the topic are 

articulated. Infor-
mation is incorrect, 
out of date, or in-
complete. No cita-

tions included. 
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Quality 

Movie was com-

pleted and had all 
required elements. 
The video was well 
edited and moves 

smoothly from scene 
to scene with proper 
use of transitions. 

Audio and other en-

hancements were 
well used. 

Movie was completed 
and contained all re-

quired items. Editing 
was not done as well 

as it should have 
been. Some poor 

shots remain. Movie is 
still somewhat choppy. 

Audio and other en-
hancements were uti-

lized, but not for maxi-
mum effect. 

Movie was made but 
had very little if any 
editing. Many poor 

shots remain. Video 

was very frag-
mented and choppy 
with little to no audio 

reinforcement. 

There was no 
movie, or tape was 
totally unedited with 

no transitions or au-
dio support of any 

kind. 

 

Teamwork 

Student met and had 
discussions regu-

larly. All students on 

the team contributed 
to the discussion 

and were part of the 
final project. Team 

members showed 
respect with each ot-

her. 

Students met and had 
discussions regularly. 
Most of the students 

on the team contrib-
uted to the discussion 
and were part of the fi-

nal project. Team 

members mostly 
showed respect with 

each other. 

Only a couple of 
team meetings were 

held. Most of the 
students on the 

team contributed at 
some level, but a 

majority of the work 
was done by one or 

two. 

Meetings were not 
held and/or some of 

the team members 
did not contribute at 

all to the project. 
Low levels of res-

pect were evident 
within the team. 

 

Timeliness 
All project deadlines 

were met. 

Most project deadlines 
were met. Those that 

were late did not have 
significant impact on 
the finished project. 

Many project dead-
lines were not met, 

resulting in some 
impact on the fin-

ished project. 

Deadlines were reg-
ularly missed, hav-

ing a significant im-
pact on the final pro-

ject. 

 

Final Score      

Source: Own elaboration 

  


