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Abstract

Video games are multimodal texts that draw upon multiple literacies for making meaning.  They

represent a potential tool for teaching in English language arts classrooms (ELA).  While more

students may be exposed to video games outside of school, teachers in traditional ELA

classrooms may not be equipped to utilize these potential texts.  Instead, many ELA curriculums

focus on developing literacy primarily through reading and writing written texts, such as

literature.  The use of video games in English classes may offer additional opportunities for

developing student literacies.  However, research on how video games affect student

understandings of narratives is still relatively new. The purpose of this study was to explore

what impact creating interactive narrative video games had on student understandings of

narratives.  In this study, the researcher instructed students to complete a brainstorming slide, a

text-only narrative, and an interactive narrative game.  The researcher then analyzed student

self-reflections, student peer feedback assessments, and student reading comprehension test

scores to assess the impact that these activities had on student thinking concerning narratives.

Study results indicate that students tended to reference mediums other than literature more

often when seeking inspiration.  When rating the presence of narrative elements in text-only

narratives and interactive narrative games created by their peers, students tended to rate

text-only narratives and interactive narrative games at similar levels.  Student reading

comprehension test scores also improved over the course of the study.  This study may have

implications for how teachers can use video games in class instruction, activities, and

assessments.

Keywords: video game, interactive narrative, literacy, English language arts, situated

meaning, embodied experience
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Constructing Narrative-Based Video Games in High School English Literature Classes:

Implications for Lesson Design, Student Learning, and Assessment

Traditionally, literacy in the subject of English language arts has centered around reading

and writing written texts.  Some of the most common texts read in English classrooms have

been novels, and students are often expected to develop their abilities to make meaning mainly

by analyzing literature.  Unfortunately, many students living in the 21st century today may feel

disengaged from the literature that is presented in the English classroom.  However, many of

these same students are engaging with video games outside of the classroom.

As the video game industry grows and more students start to play video games, these

developments may present new opportunities for educators—and the education system in

general—to use video games as a tool for building student literacy both with written texts and

with video games.  Video games utilize multiple modalities to engage the user, and players must

draw upon multiple literacies in order to make meaning from their interactions with the game.  In

fact, many of the same narrative elements that are found and analyzed in novels—such as

character, setting, plot, theme, and conflict—are often found in video games as well.  However,

the types of literacies found in video games and the communities that surround them are often

ignored, not valued, or not addressed in schools that focus primarily on literature and other

written texts.  In order to capitalize on and utilize video games effectively in the classroom, more

research is needed concerning just how the use of video games might impact student thinking

when it comes to concepts in English language arts.

Background and Need

In many conventional English language arts classrooms, literacy is based primarily on

reading and writing written texts, and students are typically assessed on their abilities to make

meaning out of these texts.  In addition, many of the texts that are considered foundational in
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the English language arts canon—such as the various works of William Shakespeare—are

anywhere from decades to centuries old.  The majority were written before the invention of

laptops, smartphones, and the internet.  Many of these works relied solely on the written word

because the technology to incorporate certain visual and auditory elements literally did not exist.

Essentially, the English language arts curriculum of today is built on the technological limitations

of the past.

This is a far cry from the world that students must navigate now in the 21st century. In

addition to written texts, students now have access to TV shows, movies, video games, phone

apps, computer programs, webpages, and more. At the push of a button—or the tap of a

screen, most likely—students can access the internet, a relatively limitless library of multimodal

content, at all hours of the day and night and from anywhere that has a connection. Students

are no longer hindered by the restrictions of time and space. That is, except in an English

classroom.

Several researchers have argued that this needs to change.  Researchers Sandra

Schamroth Abrams and Hannah R. Gerber (2014) have suggested “(re)thinking about literacy

and literature in ways that extend beyond the lexical and the canonical” (p. 20).  They continue,

“Naturally, these are inherent aspects of the ELA classroom, but, in the spirit of student-driven

learning that we see outside of the classroom, we need to place greater emphasis on

creation—from the production of multimodal texts to critical analyses and syntheses” (p. 20).

They state, “Though we do not suggest removing all print text, we do believe that multimodal

and digital texts need to complement (not supplement) print text.  In other words, multimodal

and digital texts should not be subordinate to traditional ones” (p. 20).

One type of multimodal text that students are likely to engage with in the 21st century is

video games.  James Paul Gee, a seminal researcher in the fields of literacy and video games,



7

believes video games have several inherent qualities that make them effective tools for learning

(2003/2007).  Gee’s work has inspired other researchers to explore the use of video games in

education.  However, more research is required in order to better understand how games can

be utilized in the classroom, especially in the realm of English language arts.

Statement of the Problem

Through working with high school students on analyzing texts, the researcher has

noticed that many students struggle with understanding how specific parts of a text function as

components in a larger system and how those components influence the text as a whole. The

researcher has wondered if this is due, at least in part, to the fact that the words in a written text

function at a level of abstraction that distances students from the actual actions or physical

forms that the words themselves represent.  Students are often asked to manipulate and

interpret words and sentences—pieces of text that stand in as symbols for their actual

meanings—outside of the physical context from which the meanings of the words are derived.

Could this approach to developing literacy be improved upon if students had a tool that allowed

them to situate these meanings in a more visual context? As Gee has noted:

In the end, my claim is that people have situated meanings for words when they can

associate these words with images, actions, experiences, or dialogue in a real or

imagined world.  Otherwise they have, at best, only verbal meanings (words for words,

as in a dictionary).  Situated meanings lead to real understanding and the ability to apply

what one knows in action.  Verbal meanings do not (though they do sometimes lead to

the ability to pass paper and pencil tests).  This is why so many school children, even

ones who are good at school, can pass tests but still cannot apply their knowledge to

real problem solving. (p. 105)
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As a subject that deals primarily with written language, English language arts may be especially

prone to the issues that Gee has described.  Visual tools, such as graphic organizers, are often

employed by teachers to help students comprehend the relations between different parts of a

text.  However, these resources are usually somewhat static and rigid; they often cannot clearly

convey changes over time, and they are not always easily manipulated in physical space by

students.  The researcher was interested in exploring how students’ understanding of narratives

as complete systems could be impacted if the elements of narratives could be conceptualized

as independent pieces that could be placed within a multidimensional space. One medium that

would allow students to explore, construct, and visualize narratives in a virtual 3D space is video

games.

Much of the research surrounding video games in education focuses on the use of

commercial games to promote learning. While the potential benefits of playing games have

been cited in the past, such as the ability of specifically designed games to motivate players to

complete a task—even after consistent failures (Gee, 2003/2007), the ability of game creation to

function as a model for visualizing narratives has not been explored as readily.  Video games

that choose to utilize a narrative structure rely on many of the same elements as

novels—including characters, setting, plot, theme, and conflict—and many of the same

storytelling techniques can be found in both formats. In addition, creating narrative games

provides students with multiple means through which to present content, such as the use of

visual and auditory elements. By creating interactive narrative games with multiple sensory

elements, this provides the opportunity for students to produce and analyze content in more

dimensions than text alone.  This study investigated what affect such behaviors may have on

student thinking as it relates to understanding narratives.

Review of the Literature
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Video games represent a form of multimodal text that incorporates such elements as

images, sounds, printed text, interactivity, and more. Students living in the 21st century now

encounter these types of multimodal texts through various devices that have become relatively

ubiquitous both at home and in school.  There is potential in using video games in the

classroom to improve student learning, especially in English language arts.  However, some

have argued that the older definition of literacy in these classrooms focuses on the reading and

writing of written texts, especially the novels in the traditional English canon, which can lead to

disengagement for some students.  In order to better understand how newer types of texts

relate to learning and literacy, a broader conceptualization of literacy is required.  Gee

(2003/2007) was one of the first to explore the role that video games could play in this area.  He

identified 36 learning principles that could be found in many video games, and he explained how

these learning principles could be utilized in schools to improve education.  Other researchers

have continued to build upon Gee’s work, campaigning for a broader definition of literacy in

English language arts classrooms, deciphering the effects the current English curriculum has on

students, and exploring how video games can be integrated and utilized in the classroom.

Gee outlined his theories in the book What Video Games Have to Teach Us About

Learning and Literacy (2003/2007).  In the book, Gee proposed a new definition of literacy

beyond the basic definitions of reading and writing. He wrote:

Once we see this multiplicity of literacy, we realize that when we think about reading and

writing, we must think beyond print. Reading and writing in any domain...are not just

ways of decoding print, they are also caught up with ways of doing things, thinking about

things, valuing things, and interacting with other people—that is, they are caught up with

different sorts of social practices.  Literacy in any domain is actually not worth much if

one knows nothing about the social practices of which that literacy is but a part. (p. 18)
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According to Gee, the meanings of words in language are often dependent on the context in

which those words are being used.  Gee continued:

Why I am belaboring this point?  For two reasons: first, to make clear that understanding

meanings is an active affair in which we have to reflect (however unconsciously) on both

the situation (context) and the domain we are in. We “situate” the meaning in the given

context and domain, I will say.  And, second,...I want to argue that learning in any

semiotic domain crucially involves learning how to situate (build) meanings for that

domain in the sorts of situations the domain involves. (p. 26)

Gee explained that it was important to think beyond language alone and to consider semiotic

domains, which he described as “any set of practices that recruits one or more modalities...to

communicate distinctive types of meanings” (p. 19). Continuing with his definition of literacy,

Gee stated:

If we think first in terms of semiotic domains and not in terms of reading and writing as

traditionally conceived, we can say that people are (or are not) literate (partially or fully)

in a domain if they can recognize (the equivalent of “reading”) and/or produce (the

equivalent of “writing”) meanings in the domain. (p. 20)

Video games provide opportunities for students to situate the meaning of words in a context

through what Gee frequently referred to as “embodied experience.”  By participating through

action and reflection in the virtual world of the video game, students are making meaning

through different modalities—including text, images, sounds, symbols, and more—and this

experience may represent learning that is far more significant and powerful than the

understanding that can be gleaned from reading and writing text alone.

Video Games as a New Form of Literacy



11

Since the publication of Gee’s work, more researchers have argued that the

conceptualization of literacy in the modern era needs to extend beyond the traditional texts and

literature that have been so common in the canon of English language arts classrooms in the

late 20th century.  For many, playing video games is now being recognized as a new form of

literacy.

As researcher Catherine Beavis (2014) explained, video games are multimodal forms of

text, and interacting with video games requires multiple kinds of literacies.  She wrote, “As

emergent cultural forms, games embodied new ways of telling and making stories that merged

images and words with many other elements and repositioned players as readers and writers,

interpreters, and creators” (p. 435). Beavis also added, “'Reading' or playing video games

requires the player to interpret all sorts of different symbol systems—words, pictures, sounds,

symbols, color, and so on—simultaneously as well as alone and in combination” (p. 435).

However, because video games also push the boundaries of how literacy and texts are defined,

utilizing video games in the classroom requires teachers to rethink their own definitions of

literacy.  The author proposed a model that teachers could use to implement video games in the

classroom.

As stated previously, researchers Abrams and Gerber (2014) advocated for the position

that literacy in the modern world extends beyond written texts and the traditional canon in an

English language arts classroom.  They suggested including multimodal texts along with print

texts so that these different texts can work together to help build student literacy.  Abrams and

Gerber also argued for developing and supporting spaces for students to create.

Researcher Constance Steinkuehler (2010) also argued that playing video games

represents a new type of literacy.  According to Steinkuehler, playing video games involves an

interaction between the game and the player to make meaning.  She stated, "In effect, games
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are narrative spaces that the player inscribed with his or her own intent" (p. 61).  Unlike written

texts, games can shift and change in real time based on interactions from the user, and

accommodating that behavior in an English classroom may require moving beyond traditional

methods and approaches to literacy.

Expanding English Language Arts Cannon to Engage Readers

A strict focus on specific narratives and printed texts in English classes may lead to the

alienation and disengagement of some students, especially young males.  According to

researchers, some of these students who are reluctant to participate in certain literacy practices

in English class will actually use those same literary skills to interact with video games and video

game communities outside of school.  However, if teachers can utilize student interests in

games and align those interests with specific print texts in classrooms, they may actually be

able to increase student reading and engagement levels.

Using personal observations and drawing on connections to current research literature,

former instructor and then doctoral student Margaret Krause (2013) explored how the focus on

print-literacy in schools affected young males.  She wrote that “traditional conceptualizations of

literacy as reliant on print forms of text are outdated and unresponsive to the dynamic changes

of the 21st century” (p. 238).  According to Krause, interacting with a video game involves

making meaning through multiple types of media.  Therefore, the definition of reading needs to

be broadened to incorporate these behaviors to better align with the new literacies of the 21st

century, especially since creating in different mediums can lead to an understanding that goes

beyond just reading print texts and narratives.  Krause continued, stating that “the lack of

responsiveness to dynamic multimodal characteristics of the globalized world contribute to the

perceived lack of motivation talented boys demonstrate in school-based literacy spaces” (p.

238).  By focusing on print-literacy as the primary type of literacy in English language arts
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classrooms, young males are being alienated from reading.  They may feel that their interests

are not valued in the classroom, which may lead to disengagement and a lack of motivation.

Krause suggested that in order to foster engagement and a love of reading in young males, the

focus on specific texts in school English language arts curriculums needs to change.

Steinkuehler (2010) ran an out-of-school learning lab at her university, where she

observed a student named Julio practicing literacy skills outside of the classroom. She stated

that Julio “has been and continues to be entirely disengaged and failing in English language

arts” (p. 62). However, she continued, “Outside of school, Julio avidly read novels based on

video game narratives and even wrote three books of his own around his two interests” (p. 62).

Steinkuehler concluded that the disconnect between the literacies taught in school and the

literacies favored by young males at home leads to differences in performance on both reading

tasks and writing tasks.  The author argued that teachers often mistake a student's low

performance as a reflection of the student's abilities when, in reality, it is more of a reflection of

the student's interests.

In her own research, Catherine Compton-Lilly (2007) observed several different

students, including her own daughter, as they interacted with video games.  She found that

several of the principles and behaviors identified by Gee as they relate to video games also

relate to principles and behaviors concerning both reading and learning to read effectively.  In

one instance, Compton-Lilly observed a student named Devon who liked superheroes and video

games but did not like reading.  However, after Devon was tasked with reading books about

superheroes and video game characters, he began to develop a new identity, eventually

becoming an avid reader and writer.  As Compton-Lilly’s findings supported, learning is social

and the context within which a student is learning literacy and literacy practices is particularly

important to their learning and the development of their abilities.  Students will practice a task
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when they are interested and engaged, and this is true for both reading and video games.

Students master skills not to get better at a particular skill specifically but rather because they

are committed and engaged in the virtual world (p. 722).

Utilizing Video Games in Teaching Narratives

These new insights into literacy have led some researchers to propose that the types of

literacies necessary to make meaning in video games may be undervalued in schools and that

since certain games and genres of games utilize the same elements as those found in works of

literature—such as character, setting, plot, and conflict—those games have the potential to

function as complementary texts in an English class.

In a 2009 paper, Gerber, who has conducted multiple case studies with gamers and

identifies as a gamer herself, proposed that video games can be used as a tool to complement

and enhance traditional literacy practices in the ELA classroom.  She outlined ways that

teachers can utilize student interests in specific types of games and genres to align those

interests with specific types and genres of print texts.  She suggested that student interests in

video games could be used as a tool to build student interests in books and other literacy skills.

Former teacher Jonathan Ostenson (2013) explored video games as narratives in his

English class, where he and the students had previously studied such topics as myths,

archetypes, and written narratives.  According to Ostenson, certain elements of narrative can be

common to both video games of today and conventional narrative texts, such as character,

setting, plot, and conflict.  Ostenson stated:

There's a place for a purposeful study of video games in today's English classroom

because they represent some of the most important storytelling in the 21st century.  This

new medium is not only connected to our students' lives and interests but also
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represents our society's efforts to push the boundaries of storytelling in meaningful ways.

(p. 71)

Ostenson claimed that his students were able to recognize these elements in video games

when analyzing the games together as a class.  Through class discussions, Ostenson’s

students highlighted the differences between experiencing a narrative through the ideas of a

character in a novel and through becoming the main character in a video game.  They also

explained the significance of being able to explore more choices and paths in a game than in a

book.  The author suggested that exploring video games as a storytelling medium can help to

increase a student's critical awareness, especially when it comes to narratives in various media.

Teacher and college instructor Adam Oldaker (2010) detailed the process that he went

through in his classroom to help his middle school language arts students develop a video game

based on a novel.  Oldaker stated that student engagement was initially high, but that students

experienced a lull during the middle of the project when they began to grasp how challenging

the project could be, only for their enthusiasm to return as the deadline approached.  According

to Oldaker, students were seen engaging in multiple reading and writing practices throughout

the project, including creating a narrative text (in the form of a video game), using higher-level

thinking skills, prewriting, revising, essay writing, and collaboration.  However, after the project,

Oldaker believed that more research was still needed concerning how video games can be

leveraged effectively in education, especially when it comes to the potential impact of students

creating video games themselves.  He wrote, “I may be able to say, with some degree of

confidence, that my students benefited from creating their games; however, I do not know with

certainty whether this experience improved their reading and writing scores" (p. 25).

Summary
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New types of multimodal texts are changing the definition of literacy in this modern age,

and teachers who cannot find ways to incorporate these new literacies into English language

arts classrooms risk alienating more and more students. However, for those teachers who can

leverage video games and the literacy skills found in adjacent communities, video games

represent a powerful new tool for connecting course content with student interests.  Video

games may also provide a context that students can use to bridge the language-based,

text-only world of English with the other semiotic domains in which these students participate

outside of school.  In order to facilitate this process, more research needs to be conducted

concerning how the concepts in text-only narratives are perceived and understood by students

in the virtual space of games.  Recording and comparing the thought processes of students as

they construct narratives in different formats may provide additional insights in these new areas

of research.  If this data can be triangulated with other data about student abilities to create

narratives and comprehend texts, this may lead to the development of more relevant and

effective instructional strategies for teachers in the English language arts classroom of today.

Purpose of the Study

The purpose of this study was to examine the impact on student thinking of using the

creation of video games as a framework for understanding, developing, and analyzing

narratives. Many studies of the use of video games in education focus on the effects of playing

commercial video games or on using video games as an avenue for increasing student

engagement and reading participation levels. However, fewer studies focus on the effects video

game creation has in terms of reinforcing narrative concepts and techniques in the subject of

English language arts.

This study was conducted with the researcher’s current eleventh grade American

Literature and Composition students at a high school in central California.  During the study, the
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students explored the process of developing narratives in different mediums by creating

brainstorming slides, writing their own text-only narratives, and then building their own

interactive narrative game.  Data was collected in the form of student self-reflections, peer

feedback assessments, and reading comprehension test scores.  Based on the outcomes of this

study, more information will be available concerning how students conceptualize the writing

process as it applies to text-only narrative formats and digital interactive narrative formats.  The

results of this study may also provide additional information about possible instructional

techniques for teaching students to write narratives, especially across different mediums.

Research Questions

The primary research question of this study is “What is the impact of creating video

games on student abilities to develop narratives?”

The secondary research questions are as follows:

1. How do students conceptualize the process of creating narratives both before, during,

and after they complete the project?

2. How effective is their ability to create written narratives? How effective is their ability to

create interactive games?  How do these ability levels compare?

3. How does the process of building video games affect student reading comprehension

abilities?

Methodology

In this mixed methodology research study, subjects:

1. used a slide-based presentation program to create a narrative-based video game as part

of their class project

2. answered self-reflection questions about their thinking before, during, and after the

project
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3. provided feedback on the projects of other students through a questionnaire

4. completed a pretest and posttest

The self-reflection questions were administered to students at the end of each phase of

the project, and qualitative data was collected in the form of open-ended student responses.

This data was coded to identify and compare student thought processes as they related to

writing narratives at both the beginning and the end of the research project.

Peer assessments included questions about student reactions as a reader of the

text-only narratives their classmates had written and as a player of the digital interactive

narrative games their classmates had developed.  Quantitative data was collected in the form of

a rating scale-based questionnaire, which students used to assess the presence and

effectiveness of specific story elements employed by the author/creator.  The total scores for the

text-only narratives and the total scores for the interactive narrative games were then compared

to assess student perceptions of the two narrative forms.

The pretest and posttest included multiple choice questions about a specific story

passage and followed a format utilized by the California Assessment of Student Performance

and Progress (https://www.caaspp.org/), a website run by the California Department of

Education that provides standardized tests, including an assessment that is administered to

students during their junior year of high school. Quantitative data was collected in the form of

test scores. This data was used to compare student reading comprehension scores at both the

beginning and the end of the video game creation phase of the research project.

The majority of the study was conducted in a classroom at a highschool in central

California.  Due to conditions related to the COVID-19 pandemic and distance learning, students

completed parts of the study virtually through online interfaces and computer programs, such as

Zoom (https://zoom.us/), Google Classroom (https://classroom.google.com/), Google Forms
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(https://docs.google.com/forms), Google Docs (https://docs.google.com/), and Google Slides

(https://docs.google.com/presentation/). Some students worked from campus while other

students worked from their homes or other locations. Because of these factors, it was not

possible to determine the specific location of the study and the research setting as it pertained

to each particular student participant.

Description of the Sample

Due to complications caused by the COVID-19 pandemic and the switch to distance

learning, there was less synchronous instructional time available for teachers working in the

researcher’s district and school site to meet and work with students during the 2020-2021

school year.  These circumstances resulted in a variety of issues concerning student

participation.  In particular, rates for the submission of assignments and assessments by

students were historically low.  In an attempt to mitigate these issues and ensure that the

researcher was able to collect consistent and reliable data, the researcher elected to focus on

analyzing the data from specific groups within the researcher’s student population.  Each

sample was a convenience sample composed of students from the researcher’s current

eleventh grade American Literature and Composition classes.  As explained below, the samples

and demographics varied based on the number of students who correctly completed the

different requirements and phases of the research project (see Table 1).

When comparing the results of the reading comprehension pretest and posttest, the

researcher chose to focus on testing data for students who completed both tests correctly.

Students who did not complete one or both tests, or who submitted more or fewer responses

than the questions required, were not included in the analysis.  The specific demographics for

this sample are listed in Table 1 in the “Pre & Posttest Sample” column.
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When comparing the results of the peer feedback assessments for the text-only

narratives and the interactive narrative games, the researcher chose to focus on testing data for

students who completed both the text-only narrative and the interactive narrative game.

Students who did not complete one or both of the final products were not included in the

analysis.  The specific demographics for this sample are listed in Table 1 in the “Peer Feedback

Sample” column.

When analyzing themes in student self-reflections, the researcher focused on a specific

sample of 16 students from the researcher’s third period class.  Throughout the school year, the

students in this class generally submitted more assignments than other classes and submitted

that work more consistently.  As a result, this student population may be somewhat

self-selecting.  Therefore, results may vary for a larger population of students.  The specific

demographics for this sample are listed in Table 1 in the “Group of 16 Sample” column.

One of the students from the Group of 16 sample was absent during the peer feedback

activity.  As a result, one of the text-only narratives and one of the interactive narrative games

was not assessed by a peer.  Therefore, the demographic data was removed for the student

who created the unassessed text-only narrative and interactive game.  The student whose data

was removed was also absent for the reading comprehension pretest and posttest, so this

student was not included in the smaller sample size for the analysis of those scores.  The

specific demographics for this sample are listed in Table 1 in the “Group of 15 Sample” column.
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Table 1

Demographic Information for Different Samples

Category Pre & Posttest
Sample

Peer Feedback
Sample

Group of 16
Sample

Group of 15
Sample

TOTAL 86 63 16 15

GENDER

Male 49 39 10 9

Female 37 24 6 6

RACE 1

American Indian or Alaskan
Native

2 2

Asian Indian 2 1 1 1

Black/African American 8 5

Chinese 1 1

Filipino 35 25 10 10

Other Pacific Islander 4 3

Other Asian 4 2 1 1

Vietnamese 1 2

White 28 22 4 3

Left Blank 1

RACE 2

Guamanian 2 1

Other Pacific Islander 1

White 3 2 2 2

ETHNICITY

Hispanic or Latino 30 22 3 2

LANGUAGE FLUENCY

English Language Learner 4 3 1 1

Redesignated Fluent English
Proficient

28 21 3 3

SPECIAL EDUCATION 1

Note. Race 1 refers to the first race/ethnicity with which the student identifies.  Race 2 refers to

a second race/ethnicity with which the student identifies. 35.6% of the students at this school

have been identified as Socioeconomically Disadvantaged.

Study Design
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When the research study began, the researcher was teaching a unit on narratives.  As

part of the normal unit, the students were instructed to read various passages from the novel

The Bell Jar (Plath, 1963/2013).  The researcher provided the students with lectures on such

elements as character, plot, theme, setting, and conflict. The students also completed

worksheets and other instructional activities based on certain passages from the novel.

For the study itself, the researcher added additional activities onto the normal class

lectures and instructional activities.  These elements included creating a brainstorming slide,

writing a text-only narrative, developing an interactive narrative game, providing peer feedback

to classmates, and completing a reading comprehension pretest and posttest (see Figure 1).

These elements were added into regular class activities in three phases.

Figure 1

Order of Project Phases and Activities

Phase One
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During phase one of the study, the researcher directed the students to create a

brainstorming document on which they would create an original character, setting, plot, theme,

and conflict.  The students answered specific questions about these elements (see Appendix A)

and recorded their responses on a slide using the Google Slides software application.  Each

student’s slide was part of a larger class slideshow. For each class period, morning cohort

students completed their slides on one slideshow document, and afternoon cohort students

completed their slides on a second slideshow document. The students started by developing

their character on the first slide, including adding an image to represent their character.  As the

students continued to learn about new narrative elements, a second slide was added for each

student, where each student would then answer questions to help them develop the setting,

plot, theme, and conflict of their narrative.

After the students completed their brainstorming slides, they were then directed to

complete a self-reflection document (see Appendix B) using the Google Docs software

application.  Using this document, the students reflected on their thought process when

developing their character, setting, plot, theme, and conflict.  The researcher then collected

these responses.

During the COVID-19 pandemic, student submissions of work were especially low, and

not all students who submitted work completed all steps of the project.  When examining

student self-reflections, the researcher chose to focus on a specific sample of 16 students from

the researcher’s third period class who completed every step of the project and completed every

step on time.  The researcher examined the self-reflections from these 16 students and then

coded these self-reflections at the end of the research project based on specific themes that

emerged.
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The researcher chose to exclude reflections from students who did not complete all

steps of the project because the researcher felt such data would be less reliable, especially

since some students completed reflections but did not submit the other project elements upon

which they were reflecting.

Phase Two

During phase two of the study, the students continued to read the novel and complete

instructional activities.  For the research project itself, the researcher directed the students to

write a text-only narrative using the original character, setting, plot, theme, and conflict from their

brainstorming slides.  The students were given a specific document in Google Docs with

directions and space to write their text-only narrative (see Appendix C).

After the students completed their text-only narrative, they were then directed to

complete a new self-reflection document (see Appendix B) using the Google Docs software

application.  Using this document, the students reflected on their thought process when

developing their text-only narrative.  The researcher then collected these responses.

As mentioned earlier, student submissions of work were especially low, and not all

students who submitted work completed all steps of the project.  When examining student

self-reflections from phase two, the researcher continued to focus on the specific sample of 16

students from the researcher’s third period class. Since these students completed every step of

the project and completed every step on time, the research felt that the data from these

reflections would be more reliable.  Again, the researcher coded these self-reflections at the end

of the research project based on specific themes that emerged.

Pretest

After completing phase two and before beginning phase three, the researcher

administered a reading comprehension pretest to the students.  The test questions were
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adapted from items 1, 2, 3, 5, and 7 of the California Assessment of Student Performance and

Progress ELA Practice Test Scoring Guide Grade 11 (California Department of Education, 2019,

p. 3).  These practice questions were delivered through an online form using the Google Forms

software application.  The results from the pretest were later compared to the results from the

posttest.

Again, during the COVID-19 pandemic student submissions were low, and not all

students submitted the pretest, posttest, or both. In order to have consistent and reliable data,

the researcher chose to focus on the results from 86 students who completed both the pretest

and posttest.  In addition, several students submitted more answers or fewer answers to certain

test questions than was required, resulting in scores that were inconsistent with the test scores

of students who followed all test directions.  For the sake of consistency and reliability, this data

was also not included in the analysis.

Initially, there was a discrepancy in how Google Forms calculated student scores.  In

tests with multiple correct responses, Google Forms awarded students points only if every

single correct answer was chosen; students were not awarded any points if they chose one or

two of the correct answers but did not choose all of the correct answers.  In order to remedy

this, the researcher rescored the affected tests to account for partially correct responses.  The

researcher also modified the test format for the posttest to eliminate the discrepancy from future

test results.  This resulted in a slight change in the aesthetic of the test questions for the

posttest, but the content of the test questions and responses did not change.  Students were not

made aware of their scores, and they did not have access to which questions they answered

correctly and which questions they answered incorrectly.

Phase Three
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During phase three of the study, the research provided lessons, examples, and

instructional activities around how to create a narrative game in Google Slides.  These lessons

involved such elements as using links between slides to create branching pathways in a

narrative and creating animations that could be triggered when the user clicked on a specific

button or icon on a slide.  The researcher also provided students with links to various websites

and other resources online where students could find or create assets (images, sound files, and

other elements) for their game.

For the research project itself, the researcher directed the students to develop an

interactive narrative game using the original character, setting, plot, theme, and conflict from

their brainstorming slides.  The students developed their game through Google Slides by

creating their own slideshow document.

After the students completed their interactive narrative game, they were then directed to

complete their third self-reflection document (see Appendix B) using the Google Docs software

application.  Using this document, the students reflected on their thought process when

developing their interactive narrative game.  The researcher then collected these responses.

Just like in phases one and two, the researcher continued to focus on the specific

sample of 16 students from the researcher’s third period class.  Again, the researcher coded

these self-reflections at the end of the research project based on specific themes that emerged

over the course of all three self-reflections.

Peer Feedback

Once the students had completed their slides, text-only narratives, interactive narrative

games, and all three self-reflections, students were then asked to assess both the text-only

narrative and the interactive narrative game of one of their peers.  The students submitted links

to both their text-only narrative document and their interactive narrative game slideshow through
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Google Forms.  For each class period and each class cohort, the researcher then divided the

students into two groups, with the first group being composed of students who completed every

single step of the project (including all self-reflections), and the second group being composed

of students who had completed both their text-only narrative and their interactive narrative game

but had not completed the other steps of the project or had not completed these other steps by

the deadline.  Students who had not completed their text-only narrative, their interactive

narrative game, or both were not included in the feedback results.

Next, students were randomly assigned to provide feedback to another student within

their specific group.  The students used a Google Forms document to assess the presence of

specific narrative elements in the work of their peers. The assessment forms utilized a Likert

scale to assess how strongly the students responded to the following statements:

● After reading the story/playing the game, I can clearly state what the main character

WANTS/NEEDS based on what they SAY, THINK, & DO/how they APPEAR.

● After reading the story/playing the game, I can clearly state how the specific

POSSIBILITIES and LIMITATIONS of the setting drive the plot forward by influencing the

main character’s choices, including what the character CAN and CANNOT do.

● After reading the story/playing the game, I can clearly state what the main character

LEARNS/how they GROW as a result of their journey through the beginning, middle, and

end of the scene.

● After reading the story/playing the game, I can clearly state the TOPIC and THEME

based on the results of the story and the path the main character takes.

● After reading the story/playing the game, I can clearly state what is the INTERNAL

and/or EXTERNAL conflict that is preventing the main character from getting what they

WANT/NEED.
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The focus of each of these statements was based on specific elements that were

covered through instruction and activities during the narrative unit. The responses to each

question were quantified with Strongly Disagree corresponding to a score of 1 and Strongly

Agree corresponding to a score of 5.  The response scores for each question were then added

together to create a total score for each text-only narrative and each interactive narrative game.

The researcher then compared the total scores for the text-only narratives with the total scores

for the interactive narrative games.

The students who were providing feedback were aware of which students had created

the text-only narrative and interactive narrative game they were reviewing.  However, the

creators did not receive direct feedback from other students at this stage of the project and were

not made aware of the specific scores that they received from their peers.  After the numerical

scores were collected for the research study, the students then created personalized slides with

links to their text-only narrative and their interactive narrative game to present their work.  The

students then participated in a digital gallery walk activity where they provided written feedback

for their peers on these personalized slides.  These slides were not included in the research

project.

Posttest

After the students completed all three phases of the project and provided feedback to

their peers, the researcher then administered a reading comprehension posttest to the students.

The test questions were the same as that of the pretest, and they were also delivered through

an online form using the Google Forms software application.

As stated earlier, the researcher chose to focus on the results from 86 students who

completed both the pretest and posttest.  Scores from students who submitted more answers or

fewer answers to certain test questions than was required were not included in the analysis.
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The researcher also modified the test format for the posttest to eliminate the discrepancy that

was found in the pretest, resulting in a slight change in the aesthetic of the test questions for the

posttest.  However, as mentioned earlier, the content of the test questions and responses did

not change.

Since the test content did not change between the pretest and the posttest, there is a

possibility that student scores could be affected by seeing the same test content twice.

However, the researcher did not want to risk that a change in test content might also activate

connections between the student and additional semiotic domains or embodied experiences.  If

this were to happen, then the student would be drawing upon background knowledge that

applied to the context of one assessment and not the other rather than drawing on new

knowledge that was acquired during the period of the research study and then applying it to the

same context as before.  Also, as mentioned earlier, students were not made aware of their

scores from the pretest and did not have access to which questions they answered correctly

and which questions they answered incorrectly, so any potential improvement in scores would

not be due to a student’s ability to revise a previous incorrect answer from the first test.

Results and Analysis

In order to answer the research questions listed previously, the researcher focused on

collecting and analyzing data from student self-reflections, peer feedback forms, and reading

comprehension test scores.  As stated previously, submission rates for student work were

especially low during this period, and not all students completed all steps of the research study.

In order to compensate for these inconsistencies in student submission rates, the researcher

modified the sample of participants that was included in the different stages of data collection

depending on how many students successfully completed the required steps of the project. The



30

modifications that were made and the justifications for those modifications are explained in each

of the corresponding sections that follow.

Student Thinking When Creating Narratives

In order to better understand how students conceptualize the process of creating

narratives, the researcher directed students to complete a new self-reflection after they

completed their brainstorming slide, their text-only narrative, and their interactive narrative

game, respectively.

Since student participation and submission rates had been relatively volatile for the

2020-2021 school year, the researcher chose to focus on the data from the researcher’s third

period class for this phase of data collection.  Overall, students in this third period class

consistently submitted more work and participated in class activities more frequently than

students in the other class periods.  Based on these metrics, the researcher deemed this class

to be the more reliable in terms of gathering data.

However, since not all students completed or submitted every finished product or

self-reflection, the researcher chose to limit the analysis of the self-reflection documents to a

sample of 16 participants from this third period class. These students completed all phases of

the project on time and in the intended sequence.

After collecting the self-reflection documents, the researcher then coded this data for

specific themes (see Table 2).
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Table 2

Number of Times That Specific Topics Were Mentioned in Each Self-Reflection Phase

Topic
Mentioned

Self-Reflection #1:
Slides

Self-Reflection #2:
Narrative

Self-Reflection #3:
Game

Total

Books 1 1

Manga 1 1

Video Games 3 3

Movies/
TV shows 6 4 2 12

Personal
Experience 7 6 2 15

Reader/Player/
User 4 9 11 24

Several of the most prominent themes to emerge are as follows:

● When students wrote about their inspiration for their narratives, only one student

mentioned drawing inspiration from a book, and that student only mentioned drawing

inspiration from a book once out of all three self-reflections.

● Students mentioned drawing inspiration from video games three times.

● Students mentioned drawing inspiration from movies and TV shows 12 times.

● Students mentioned drawing inspiration from personal experiences 15 times.

Overall, students reported drawing upon personal experiences and movies and TV

shows more often than drawing inspiration from books. This may suggest that these formats

and experiences come to mind more easily for students, especially when considering the visual
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nature and the potential for drawing upon embodied experiences and situated meaning that

these two sources exhibit.

As a medium, video games also utilize visuals and possess the potential to create

embodied experiences and situated meanings.  However, even though video games were

mentioned as sources of inspiration more often than books, the total number of references to

video games as a form of inspiration was relatively low, and video games were not mentioned

as a source of inspiration when students were reflecting on their thought process for

brainstorming or writing their text-only narrative. This may suggest that most students do not

often draw upon video games when creating text-only narratives or draw upon novels and

literature when creating video games.  While both formats contain narrative elements—such as

character, setting, plot, theme, and conflict—students may conceptualize the elements in these

different mediums separately and may not draw significant and apparent connections between

the two.  Also, overall, students may not have as much experience with books and video games

as they have with other mediums, so students may have fewer examples to draw from.  Many

students may not be reading novels or playing video games in their personal time. In future

studies, it may be beneficial to collect information from students concerning their hobbies,

interests, and frequency of participation in activities like reading and playing video games. While

there are many potential explanations for the results indicated in the student self-reflection data,

the design of and results from this section of the study did not yield enough information to draw

a definitive conclusion about the exact reason or reasons why students referred to books and

video games less often than other experiences and forms of media.

In addition to responses concerning sources of inspiration, the researcher observed that

some students also reflected on their potential audience, be it a reader, a player, or a user.  The

number of times that a student made references to a potential audience were fewer during the
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self-reflections on the brainstorming stage of the project. However, the number of references

increased when students reflected on the text-only narrative stage of the project, and the

number of references increased again when students reflected on the interactive narrative game

stage of the project.  This may suggest that a student’s awareness or consideration of a

potential audience or end user increases as the students move from one stage of constructing a

narrative to another.  Students may think more about themselves and their own sources of

inspiration during the brainstorming stage, especially since brainstorming documents in class

are generally not presented as final products to an audience.  This thinking may shift to include

more consideration of others as the format for the end product changes to one that is meant

more for public display.  However, due to the smaller size of the sample in this phase of the

study, it may not be especially accurate to generalize these conclusions for a larger population.

Additional information with a larger sample size might yield stronger and clearer results.

Peer Assessments of Student Narrative Abilities in Different Formats

In order to assess how effective student abilities were in creating both written text-only

narratives and interactive narrative games, the researcher directed the students to assess the

text-only narrative and interactive narrative game of another student.  The students completed

peer feedback forms that utilized a Likert scale, which students used to assess how prominently

they felt certain narrative elements could be observed in each of the narrative formats.  The

researcher collected these feedback scores and then combined the ratings for each section of

the feedback form to create an overall score for each text-only narrative and each interactive

narrative game.  Afterwards, the researcher compared the scores to see what differences could

be observed in how the students rated the text-only narratives and the interactive narrative

games (see Figure 2).



34

Figure 2

Student Ratings for Text-Only Narratives Compared to Interactive Narrative Games for Larger

Sample Size

Note. 63 text-only narratives and 63 interactive narrative games were rated against each other

Out of 63 submissions (with each submission including one text-only narrative and one

interactive narrative game), students rated 23 text-only narratives as higher than the interactive

narrative games of the same peer.  The students also gave equal ratings to 20 of the text-only

narratives and interactive narrative games.  Finally, the students also rated 20 of interactive

narrative games as higher than the text-only narratives of the same peer.

Data from students who did not complete the text-only narrative, the interactive narrative

game, or both was not included in this analysis. The researcher also compared the overall

class data to the data from 15 of the 16 students who were included in the sample for the

student self-reflection analysis (see Figure 3). As mentioned in the description of the samples,
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one of the students from the original sample of 16 was absent during the peer feedback activity

and was unable to assess the text-only narrative and narrative game of a peer.

Figure 3

Student Ratings for Text-Only Narratives Compared to Interactive Narrative Games for Smaller

Sample Size

Note. 15 text-only narratives and 15 interactive narrative games were rated against each other

The results for the 15 students from the smaller sample were very similar to the overall

results for the larger sample.  When the students in this smaller sample rated the different end

products, they rated five of the text-only narratives as being higher than the interactive narrative

games of the same peers, five of the text-only narratives as being equal to that of the interactive

narrative games, and five of the text-only narratives as being lower than the interactive narrative

games of the same peers.
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Overall, in a numerical sense, more text-only narratives were rated higher than

interactive narrative games in the larger sample. However, in a more practical sense, the

number of text-only narratives and interactive narrative games that were rated higher, the same,

or lower than each other were similar for all three categories.  In the results from the smaller

sample size of 15 students, the ratings for all three categories were exactly the same.  This may

suggest that students tend to see the presence of narrative elements and the effectiveness of

their peers in including these elements as somewhat equal.  Students may not draw a large

distinction between the two formats in terms of recognizing these elements in a narrative work.

However, it may be more informative to assess the final products with a different method

or set of metrics. The format of the Likert scale may be a contributing factor in the similarities

between rating levels.  It also may be more helpful to provide students with multiple examples of

final products at varying levels of effectiveness. If students had more exemplars with which to

compare the text-only narratives and interactive narrative games that they were assessing, this

may or may not have resulted in a larger variety of scores.

Creating Video Games and Reading Comprehension Scores

When investigating how the process of building video games affects student reading

comprehension abilities, the researcher instructed the students to complete a reading

comprehension pretest before the beginning of phase three of the research project (the phase

when students developed their interactive narrative game).  After this phase was over, the

researcher then instructed the students to complete a reading comprehension posttest.  The

pretest and posttest utilized the same multiple choice question format, with 10 points being the

highest score possible.  Both of the two tests also utilized the same content for the test

questions and the same content for the test answers. For both tests, students were not made

aware of which answers were correct or incorrect, and they were also not made aware of their
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individual scores.  The researcher then compared the results of the two tests (see Table 3 and

Figure 4).

Overall, 86 students completed both assessments correctly. In order to maintain an

accurate comparison between the two tests, data was not included from students who did not

complete one or both tests.  Data also was not included for students who answered with more

or fewer responses than each question specified.

Table 3

Change in Student Test Scores for Larger Sample Size

Pretest Posttest

Average 6.85 7.3

Median 7 7

Mode 7 8

Min 2 2

Max 10 10

Note. Scores are out of 10 possible points total
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Figure 4

Change in Student Test Scores for the Larger Sample of 86

When looking at the change in test scores for the larger sample size of 86 total

assessments, average test scores increased slightly from 6.85 to 7.3.  After reviewing the data

from the test scores, the researcher conducted a paired t test.  The results from the pre-test (M

= 6.85, SD = 1.93) and post-test (M = 7.30, SD = 1.70) for student reading comprehension

scores indicated that there was a statistically significant increase in student scores after

completing the interactive narrative game phase of the project, with t(85) = 2.5946 and p = .0112

for a two-tailed p value.
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However, in order to better assess how practically significant the changes in reading

comprehension test scores were, the researcher also looked at the number of test scores that

increased or decreased and the amount that each score changed (see Table 4).

Table 4

Number of Scores From the Larger Sample Size That Increased or Decreased by a Specific

Point Value

Difference in Score Number of Scores Percent

-6 1 1.16%

-3 3 3.49%

-2 2 2.33%

-1 11 12.79%

0 28 32.56%

1 24 27.91%

2 11 12.79%

3 2 2.33%

4 3 3.49%

5 1 1.16%

Out of 86 assessments, 41 scores increased (47.67%), 28 experienced no change

(32.56%), and 17 scores decreased (19.77%).  The majority of the changes in scores were in

the range of -1 to +2 points.

The data from the larger sample size was also compared to the test scores for the

smaller sample size of 16 students (see Table 5 and Figure 5).  The students in this smaller

sample completed every step of the project correctly and on time, and the results of their efforts
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represent the effects of the intervention under the most stable and reliable research conditions

that could be achieved during the COVID-19 pandemic teaching environment.

Table 5

Change in Student Test Scores for Smaller Sample Size

Pretest Posttest

Average 6.87 7.40

Median 7 7

Mode 8 7

Min 4 5

Max 10 10

Note. Scores are out of 10 possible points total
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Figure 5

Change in Student Test Scores for the Smaller Sample of 15

The changes in the smaller sample appeared to closely mirror the results for the larger

sample. When looking at the change in test scores for the smaller sample of 15 total

assessments, average test scores increased slightly from 6.87 to 7.40. Also, 60% of student

scores increased, 26.7% did not change, and 13.3% decreased. Much like the results from the

larger sample size, the majority of the scores for the smaller group either increased or saw no

change at all.

Overall, the data illustrates that there was an increase in the majority of test scores.

Also, while some test scores did decrease, most of the scores remained the same or increased.

This may indicate that the use of video game creation had mainly neutral or positive effects and,
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overall, was not detrimental to student learning and reading comprehension abilities.  However,

it is also difficult to determine to what extent the positive changes are due to the use of video

games.  For the purposes of this study, the use of creating video games as a tool for impacting

student reading comprehension abilities was approached in a very general way, and there may

not be enough evidence to attribute the increase in test scores to the creation of video games

specifically.

Now that these initial findings have established that creating video games may have a

neutral or positive impact on student reading comprehension scores, it may be beneficial to start

adapting instruction with video games to more targeted purposes.  Also, in order to better

understand what specific impact particular elements of video games are having on student

thinking, it may be necessary to create new types of assessments that are more suited to

assessing student abilities to make meaning through multimodal texts.  More research is

needed to investigate how particular attributes in video games can be tuned to address specific

learning problems, instructional issues, and student needs.

English Language Learners and Special Education Students

Several of the students who were designated as English Language Learners or Special

Education students did not complete every step of the project.  Consequently, and depending on

what data was being collected, their results were not always included in the analysis of different

sets of data for different phases of the study.

However, the researcher felt that it was important to include some of the relevant

information concerning these student populations in order to get a better and more accurate

understanding of the circumstances and outcomes teachers and students may face when

creating video games in the classroom (see Table 6).
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Table 6

Number of Text-Only Narratives and Interactive Narrative Games Completed by English

Language Learner Students and Special Education Students

Student Population Narrative Game

English Language Learners 7/11 8/11

Special Education 6/6 4/6

Note. 11 English Language Learners and six Special Education students participated in the

project

In the researcher’s eleventh grade American Literature and Composition classes, there

are 11 students who have been classified as English Language Learners.  Out of these 11

students, seven of these students were able to submit text-only narratives and eight of these

students were able to submit interactive narrative games.

Some of the final products submitted by the English Language Learner students for their

interactive narrative game more closely resembled a presentation about a video game than an

original narrative.  Several of these final products lacked many of the narrative elements that

had been discussed in class, such as character, setting, plot, theme, and conflict.  This may

indicate that more time needs to be devoted during instruction to helping English Language

Learners understand these narrative elements and how these elements can be incorporated

into a slideshow document to make a narrative game. However, in terms of creating a final

product that utilized many of the technical elements required for a functioning game, many of

the English Language Learner students were successful. Many of these students were able to

produce a digital slideshow document that contained text, images, sound files, links to other
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slides in the document, and even video files.  Initially, the researcher had been concerned that

the technology tools and requirements might impair the ability of Language Learners to

complete the task.  However, based on the fact that the majority of the English Language

Learners were able to submit a final product—even submitting slightly more interactive narrative

game projects than text-only narratives—it appears that the technology required to create an

interactive narrative game may not be an inhibiting factor for the success of English Language

Learners in expressing themselves through the various modalities that video games offer.

In the researcher’s same eleventh grade classes, six students have been classified as

Special Education students with mild to moderate learning disabilities.  Out of these students, all

six submitted text-only narratives, and four of the six students submitted interactive narrative

games.  While more than half of these students were able to complete and submit their games,

two of the students did not submit a game, and two other students struggled with the concept of

translating a narrative into a video game format. These students experienced difficulties when

trying to combine the narrative elements of a story with the technical elements of the digital

slideshow format.  Based on these results, creating a narrative through the format of a video

game may prove to be challenging for some Special Education students, and it may be

necessary or helpful to spend more time assisting these students with both understanding the

overall concepts and goals of the project and adapting the technology tools to meet these goals.

However, the Special Education students who submitted games were all eventually able to

achieve a level of success in creating functioning interactive narrative games through a digital

slideshow format.

Summary and Recommendations

When the research study began, the researcher approached the use of creating video

games in the classroom as a tool for improving student understanding and performance in



45

narrative writing.  However, video games are not just a tool for learning text-only narratives; they

also represent a form of literacy in their own right. In accordance with this view of the

relationship between games and literacy, the medium of video games may need to be studied

not simply as a tool to improve an adjacent medium but as a form of narrative storytelling on the

same level as novels and literature.  Teachers and researchers may better understand the

benefits and drawbacks of using video games in narrative spaces if more can be learned and

understood about where text-only narratives and video games overlap.

As the results of the peer feedback assessments indicate, the number of video games

that were ranked higher than text-only narratives and the number of video games that were

ranked at the same level as text-only narratives were relatively close to the number of text-only

narratives that were ranked higher than video games. Overall, no one category was rated

significantly higher than another.  This may indicate that, at least in terms of how students view

the two forms, text-only narratives and interactive narrative video games may be somewhat

interchangeable when it comes to conveying certain narrative elements like character, setting,

plot, theme, and conflict.

More research needs to be conducted to investigate the specific differences between the

formats and how these formats can uniquely affect how students learn and understand narrative

concepts in one medium versus another.  In this way, each of the two forms can be used to

better complement and supplement the attributes of the other.  If teachers and researchers can

better understand the strengths and weaknesses that make certain formats more effective for

student learning in certain situations, then they can design better instructional tools to target that

learning.  If those instructional tools can be developed and refined, then teachers will have more

options to choose from to support students.
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However, this may also require a reimagining and realignment of other instructional

strategies and assessments.  Often, tools for assessing literacy in English language arts

classrooms focus on assessing literacy mainly as it relates to reading and writing written texts.

As the analysis of student reading comprehension scores in this study illustrated, the average

student reading scores for analyzing written texts did increase overall after the phase of the

project that incorporated video game creation.  However, it is difficult to ascertain if this increase

was due specifically to the work that students completed with interactive narrative games.  In

this study, the use of video games to create interactive narratives was implemented as a more

general approach to impacting student reading comprehension scores.  Using the creation of

video games as a tool for increasing understanding and literacy may have a more significant

impact if more targeted instructional activities are developed.  Depending on further research,

specific aspects of both video games and the game development process itself may prove to

complement or improve specific aspects of other mediums when it comes to text-based literacy.

Additionally, in order for assessments to more accurately gauge student abilities to comprehend

and make meaning—especially through the format of video games—the format of the

assessments themselves may need to catch up to the new literacies that are required in the

21st century.  This is especially true if the semiotic domains and embodied experiences that

students regularly participate in are to be taken into account.  Assessments and course content

may need to better connect to student backgrounds if teachers want to more accurately assess

what students truly know and can do outside of the narrow context of the written works of the

traditional English canon.

As the data from the student self-reflection documents revealed, students tended to

reference personal experiences and movies and TV shows as sources of inspiration more often

than books or video games.  For the researcher, it was surprising to see that novels were not
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mentioned more often by students, especially during the phase of the project where students

wrote their own text-only narrative.  This may indicate that personal experiences and movies

and TV shows possess qualities that make them more ideal and accessible for students to draw

upon to create their own stories.  If teachers and researchers can better understand what these

qualities are and how students perceive and relate to these qualities, then teachers and

researchers may be able to leverage these aspects in books and video games to draw deeper

connections between the students, the course content, and the instructional tools themselves.

One of the most relevant factors may be how familiar students actually are with video

games and video game communities.  Although advances in technology have made games

more prominent in recent decades, many students still may not play video games or have

access to video games, especially outside of the classroom. This may impact their background

knowledge and the body of experiences they can draw from when attempting to make meaning

through video games or to use video games to make meaning in other contexts.  According to

the number of video game slideshow projects that were submitted, the majority of English

Language Learner students and Special Education students submitted slideshow documents in

one form or another.  These projects often contained several of the required technology-based

functions that the researcher discussed in class, such as including sound files and links to other

slides.  The high submission rate of interactive narrative game projects possibly indicates that

the technology alone was not an inhibiting factor. However, as was mentioned previously,

several of the projects from English Language Learner students focused more on explaining an

existing game; several of these projects lacked the actual storytelling elements of an interactive

narrative game.  This indicates that if teachers want to utilize video game creation as a tool for

teaching English Language Learners, more time may need to be spent explaining the concept

and purpose of an interactive narrative video game in addition to focusing on the technical
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aspects of how to construct that game.  The teacher may need to explore and develop student

literacy with video games in order to use the creation of the games themselves as a tool for

learning other concepts.

Finally, the impact of the COVID-19 pandemic on student learning and participation in

this study can hardly be overstated.  The ability to collect student work and other data was

frequently hampered by multiple factors, including student absences, technology issues,

evolving safety protocols, and changing school schedules. The timeline of events for

conducting the research study was reworked several times in order to adapt to these issues.

Under these conditions, the researcher made the best effort possible to ensure that the data

being included in each analysis was as accurate, as relevant, as complete, and as consistent as

possible.  Still, further research into the subject of using the creation of video games to improve

student learning will likely yield even greater insights. There are still many untapped

possibilities to be explored with using video games in the English language arts classroom.
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Appendix A
Student Narrative Elements Brainstorming Graphic Organizers
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Appendix B
Student Self-Reflection Documents
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Appendix C
Text-Only Narrative Instructions Document


