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TITLE 

Gamification in teaching and learning English vocabulary in primary education 

ANNOTATION 

This bachelor’s thesis explores the use of gamification in teaching English vocabulary at the 

primary school level. The theoretical part defines the concept of gamification, its connection to 

ICT, the principles of effective vocabulary teaching and learning, and also addresses potential 

risks of gamification. The practical part presents an analysis of several lesson plans that include 

gamification tools and provides critical assessment of these pans as well as possible 

modifications 
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NÁZEV PRÁCE 

Gamifikace ve výuce slovní zásoby anglického jazyka na prvním stupni základní školy 

ANOTACE 

Tato bakalářská práce se zabývá využitím gamifikace ve výuce anglické slovní zásoby na úrovni 

základní školy. Teoretická část definuje koncept gamifikace, její propojení s ICT (informační a 

komunikační technologie), principy efektivní výuky slovní zásoby a řeší také potenciální rizika 

gamifikace. Praktická část prezentuje analýzu několika učebních plánů (lekcí), které zahrnují 

gamifikační nástroje, a poskytuje kritické zhodnocení těchto plánů i možné úpravy/modifikace. 
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1. Introduction 

Gamification has emerged as a significant methodological approach in foreign language 

education (FL), primarily based on its ability to promote learner's motivation, engagement and 

retention. Although gamification offers many opportunities for enhancing vocabulary learning 

through providing students with goal-oriented activities, instant feedback and repetitive 

exposure to vocabulary items, the gamification approach may have some advantages in 

comparison with traditional methods for acquiring vocabulary in primary English Language 

Teaching (ELT). Specifically, given the growing trend toward the development of digital 

literacy among Czech primary schools and their implementation of ICT-based learning 

environments, it is essential to assess the degree to which gamification supports vocabulary 

learning according to the curriculum requirements set forth in the Framework Educational 

Program and the developmental needs of young learners. Thus, the purpose of this thesis is to 

identify the pedagogical value of gamification in developing primary school pupils' vocabulary 

knowledge, focusing on lesson plans that include gamification and identifying whether these 

approaches provide students with opportunities for deep vocabulary learning, equitable access 

to the learning process and conformity to established effective lexical instruction methods. 

Furthermore, the aim of the present study is to contribute to the current educational practices 

by emphasizing the potential benefits and limitations of gamification in real classroom contexts 

and by suggesting possible modifications in order to maximize the instructional impact of the 

gamification approach. 
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THEORETICAL PART 

2. Gamification 

2.1.Defining gamification 

While gamification has been used in varying degrees of informality as a marketing and 

educational practice for some time, it was only recently published in research literature with 

Deterding et al. (2011, 2-3) defining gamification as "the use of game design elements in non-

game contexts." Their study also developed clarity in the distinction between games and 

gamified systems, with the intention to describe gamification as a means to enhance user 

engagement through a partial application of game mechanics and elements such as points, 

levels, and challenges. Huotari and Hamari's (2012, 19) reframing of gamification from service 

marketing perspectives described gamification as generating "gameful experiences" that create 

perceptions of value outside of gaming contexts. An alternate version of Deterding's framing 

(2011, 10) located gamification in contexts related to human-computer interactions and 

persuasive technology, an area with multiple theoretical lenses through which to appraise 

gamification's potential with regards to applications in education. Study by Toda et al. (2018, 

2) says that it is also well known that gamification is context-dependent, and inserting game 

elements such as Points, Badges and Leaderboards, without proper design, will not ensure the 

positive desired outcomes. This study explains that, while most authors focus on the positive 

sides of gamification, there are still many gaps regarding the negative outcomes on students.  

Almeida et al. (2023, 2–3) offered a more balanced critique of gamification and described 

negative issues with gamification that included various cognitive overloads that were 

conceptualized through lack of intrinsic motivation or novelty fatigue. Collectively these 

developments represent a shift from gamification being considered a trend and difficult to 

identify, to being a more established pedagogical strategy with identifiable strengths and 

weaknesses. 

2.2.Types of non digital gamification methods 

2.2.1. XP-based classroom systems 

XP (experience points)-based classroom systems are becoming increasingly prominent 

pedagogical tools to drive student engagement, based on a game-like framework or 

environment defined by systems of points, levels, and rewards. Buckley and Doyle (2014) offer 

empirical accounts of the pedagogical affordances of classroom XP-based systems, and 
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ultimately view these remarkabilities as supporting "fun competition" that, when allowed to 

develop in the classroom, can be a motivating activity based on structured, expected, observable 

progression. They argue that using elements such as leaderboards, badges, points, etc. as 

external means of engagement can positively influence participation, especially in group or 

active learning contexts. They suggest that these activities, in particular, can increase student 

motivation and engagement, with a focus on goal orientation and peer to peer benchmarking. 

In contrast, Nicholson (2015) argues against the use of extrinsic elements such as leaderboards, 

emphasizing that ostensibly innocent ideas can also have negative impacts on the engagement 

of learners who perceive that they are lagging behind. His findings indicate that, in his teaching, 

learners that were at the bottom of his classroom leaderboards often disengaged completely, 

because their perception was that they could not catch-up, which is could be seen as in 

opposition to Buckley and Doyle's more positive framing. 

Both authors acknowledge the potential for XP systems to situate progressive learning and 

acquire visualisation for achievement, however there are differences between the ways that each 

author believes XP systems impact different learners. Buckley and Doyle view leaderboards as 

serving as a form of positive reinforcement, and entertaining a gaming-like narrative for 

success, especially when learners perceive that they are doing well. Whereas, Nicholson 

suggests that successful game design must be meaningful gamification that incorporated 

intrinsic motivation, autonomy, and sociality, instead of simple point accrual. He also 

encourages designers to realize player experience and self-determination, and argues that XP 

systems should have the potential to be adaptive and non-punitive. In conclusion, Buckley and 

Doyle position XP mechanics primarily as performance enhancers, and Nicholson suggests a 

more balanced, learner-centric learner experience that considers emotional outcomes and the 

potential reactions (i.e. disengagement). 

2.2.2. Board and card games 

Physical games (often referred to as analog games) such as board games or card games offer a 

valuable type of gamification that can fulfill educational purposes through engagement, 

feedback, and cognitive challenge. Kapp (2012) indicates that learning games (both digital and 

analog) use basic mechanics including goals, immediate feedback, rules, and interaction. All of 

these mechanics are present in virtually all well-constructed board games. Learners can practice 

skills related to problem solving, decision making, and cooperation in a low-stakes environment 

that mimics real-world problem solving. Kapp argues that even in the absence of digital 

technology, as long as the games are tied to the instructional goal, they can be pedagogically 
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sound, especially because they offer a tangible user's experience and social learning. In her 

article, Pope (2021) argues that board games can elevate engagement in the classroom by 

providing opportunities for creativity, critical thinking, and cooperative learning. She notes that 

board games can engage learners of all ages and across all curricular subjects. They also require 

active participation which creates opportunities to review content through interactive repetition 

and peer preview (discussion). Quoting Treher, Pope states that when students engage with the 

content through a game-centered format, they retain information better than when they learn in 

more traditional formats because attention, participation, and immediate feedback improves 

with games. 

Both Kapp and Pope make it clear that analog games are a serious way to create structured 

learning experiences that can be implemented in the right context. Kapp conveys the theoretical 

mechanics of how games can be established in educational design, whereas Pope focuses on 

the teacher's role in implementing games in the classroom, including attention to student 

reflection. In addition, Pope argues that board games can be effective spaces for everyone to 

participate and learn together because their physical and visual elements can accommodate 

diverse learning needs. In conclusion, both Kapp and Pope agree that analog gamification can 

support an improved educational experience when implemented with critical thought about 

structure, motivation, and student-centered learning, Pope furthermore adds that according to 

study from Treher (2011) long-term retention was also significantly enhanced by gameplay, 

more than any other teaching method. 

2.2.3. Quests and role-playing missions 

Though quests and role-playing missions are most typically related to digital spaces they have 

a viable place outside of the digital context as a means for motivating, engaging, and 

encouraging deeper learning. Kapp (2012) remarks that teachers can use narrative-based 

constructs in a non-digital context by having students take on roles and accomplish missions 

that relate to meeting intended learning outcomes without using technology. He goes on to 

provide an example by explaining that the act of assigning learners a character in a storyline 

and then giving the learners challenges that relate to curriculum can shift the learning from 

passive content delivery to active, experiential learning. This application will use paper 

handouts, cooperative challenges, and an overall narrative framework to help guide learners 

through the educational content in a game-like experience. 

Peterson (2010) discusses role-playing in digital multiplayer context but also comments on non-

digital paradigms which can parallel many of the agile strategies that he mentions. Peterson 
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emphasizes that a quest and taking on a role will increase learner engagement and authenticity 

of communication because both of these constructs create shared contexts for meaningful tasks 

and foster collaborative interactions (2010, 432-433). Both Kapp and Peterson (2012, 2010) are 

on the same page regarding the motivation derived from narrative and identity. Kapp (2012) 

clearly outlines that role-play enhances a learner's cognitive autonomy and makes educational 

concepts meaningful. Peterson (2010) outlines that if a learner adopts a role, they are taking on 

a deeper investment in their learning process (2010, 435). While Kapp (2012) focuses on 

structured educational design, Peterson (2010) focuses on emergent interaction - both agree that 

role-playing in educational situations embraces learning through social constructs, exploring 

real-world contexts, and living through distinctly contextual experiences. 

From this perspective, narratives and quests are appropriate to use as non-digital methods of 

gamification. Learning experiences that are immersive and do not depend on technology can 

offer a pathway for academic development and opportunities for learning together without 

traditional need for digital objects. 
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3. ICT in gamification and teaching 

3.1. Definition of ICT 

It is often the case that the phrase Information and Communication Technologies (ICT) appears 

in readings pertaining to education to describe a wide range of systems and devices that process, 

store, exchange, and display information. ICT is a more recent, yet extended, version of the 

notion of information technologies (IT), which initially referred to computer systems, but 

developed into communication technologies which include Interpersonal processes for 

communicating with devices and networks. Brdička (2003, 45) states that "ICT is the 

technologies and the tools that people use for processing, storing, using, and sharing 

information, as well as communicating with each other using computers or networks of 

computers." He indicates ICT as being two kinds; the tools we use and the communicative and 

interpersonal factor involved. Pelgrum and Law (2003, 16-34) discuss ICT in line with digital 

tools, but also discuss ICT as the actual recorded use of digital tools for reforming every 

conceivable aspect of education for the purpose of learning. The authors claim that 

incorporating ICT into education does not happen overnight, and has to include digital 

infrastructure, current curriculum, leadership or administration/educators for pedagogical 

change and the supporting school culture (Pelgrum and Law, 2003, 28-29). Change at this level 

is systemic change, change that is far more than providing more devices, hardware, or software; 

this is a pedagogical process that requires supported engagement over a longer period of time. 

ICT is endless, with various devices and platforms permeating all aspects of our personal and 

educational lives. Examples of ICT devices are personal computers, mobile phones, different 

Internet-based applications and even traditional media- television and radio. Chráska (2004, 52-

53) argued we should not be limited to computers or only digital technologies when thinking of 

ICT. ICT should not be limited to technology but should be inclusive of all media that represent 

information, all digital distribution possibilities for books and mediated or broadcast messages 

by television or radio, or video, audio, and audiovisual tools that can be categorized as media 

technologies. ICT is a broader notion including all available artifacts to share information, and 

each device has its own communicative features. In a similar stance, Selwyn (2012, 9) argues 

that digital technologies are much more than tools; they have woven their way and ultimately 

shaped the common culture and institutions of education contexts. Selwyn's arguments are 

supported by theories regarding globalization and education, which draw attention to the very 

social, cultural, and institutional consequences of marrying ICT and educational institutions. 
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3.2. ICT in relation to gamified teaching of vocabulary 

Integrating ICT for vocabulary teaching in a gamified format is viewed as a great way to 

increase learner motivation and ultimately vocabulary retention. Figueroa Flores (2015) and 

Godwin-Jones (2014) both point out that gamified digital environments create more engaging, 

student-centered learning opportunities by utilizing points, badges, feedback, and repetition. 

Figueroa Flores (2015, 36–37) suggests that game mechanics like experience points and 

leaderboards provide students with motivation because of the sense of accomplishment and 

progress. He contends gamification emphasizes the goals behind participation instead of rote 

memorization improving learners' emotional investments and persistence. Godwin-Jones 

(2014, 11) highlights the motivational advantages of playing digital games but places more 

emphasis on the pedagogical affordances—the importance of repeated exposure to vocabulary 

in the context as presented in multi-modal formats, such as games that combine text with 

images, audio, and interaction. 

Godwin-Jones (2014, 13) gives an extraordinarily compelling example of ICT multimodal 

gamified learning in the Tactical Language and Culture Training System, created with the U.S. 

military in mind. The Tactical Language and Culture Training System is a simulation-based 

program that uses cutting-edge technologies such as speech recognition and artificial 

intelligence to immerse learners in authentic language-learning experiences. Millitary 

personnel interact with virtual agents in culturally relevant environments. The system also 

provides support material for learners to review and become familiar with an entire range of 

utterances and vocabulary items. The overall effectiveness of the program included increases 

in language proficiency and decreases in combat fatalities reveal the incredible advantages 

stemming from strong extrinsic motivation, in this case life or death, the potential impact of a 

well-structured gamified ICT system can have on learning. Godwin-Jones cautions that most of 

the vocabulary games or activities that instructors use in their classrooms do not have the same 

level of urgency as the Tactical Language and Culture Training promised. However, he suggests 

that the motivational intensity associated with gamified ICT simulations could be similarly 

experienced by learners facing high stakes language demands such as refugees, immigrants, or 

job-seekers, thereby providing valuable pedagogical opportunities extending beyond the 

military. 

Both authors also provided valuable insights on the importance of learner autonomy and pacing, 

made increasingly achievable through ICT tools. Figueroa Flores (2015, 39) noted that learners 

using gamified platforms easily select their own tasks, get immediate feedback, and progress at 
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their own pace as part of developing their intrinsic motivation. As for Godwin-Jones (2014, 13), 

rather than direct experimentation with autonomy and pacing, he highlighted the benefits of 

personalized learning through scenarios aligned to the needs and goals of the learner experience 

agenda. Where the two authors differ is in the focus of the analysis. Figueroa Flores' analysis 

more clearly shades of inquiry into how gamification frameworks have an impact on motivation 

and engagement in classroom settings, whereas Godwin-Jones draws more deeply on the 

contextual and cognitive considerations associated with language acquisition and its real-life 

relevance. Nevertheless, both authors framed ICT gamification as an extremely effective way 

that could motivate engagement, but gamified ICT would need to be designed thoughtfully to 

achieve depth of vocabulary acquisition through experiences that engaged learners through 

immersive, interactive situations. 

3.3. Types of gamification with the use of ICT tools 

3.3.1. Kahoot 

Kahoot, developed in 2013 in Norway, is a free, game-based learning platform that allows 

teachers to create interactive quizzes, called ”kahoots”, and have students answer questions in 

real-time through digital devices. In 2020, Kahoot reported over 4.4 billion participating players 

globally and over 1.5 billion active users. Wang and Tahir (2020, 2) say that over 200 countries 

reported the use of Kahoot, making it the most commonly used ICT tool in teaching. A 

distinctive characteristic of Kahoot is its game-like structure - it has incorporated points, 

countdown timers, music, and leaderboards as part of its movements - which can make 

traditional forms of assessment, such as quizzes, much more engaging and competitive. Each 

of the three studies agree on Kahoot's ability to raise student motivation, participation, and 

enjoyment in educational contexts. 

 

Plump and LaRosa (2017, 151–153) acknowledged Kahoot's value as an easy starting place to 

implement digital instructional strategies, citing it as simple and versatile while promoting 

student learning actively, especially in classrooms when students may be more reluctant to 

volunteer for participation. Likewise, Licorish et al. (2018) noted Kahoot transformed 

classroom engagement, mentioning students were energised and enjoyed Kahoot activities, 

often displaying more confidence than previously. They cautioned later on the danger of 

competition due to elements, like leaderboards, which may induce anxiety or disengagement 

with weaker students, a concern mirrored in Wang and Tahir (2020, 7), which echoed concerns 

with "executive" competition, making suggestions for incorporation that clearly focus on 
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formative learning rather than competition. Compared to the other two studies, Wang and 

Tahir's work is distinguished by extensive literature reviews synthesizing results from 93 

studies, concluded Kahoot provides opportunities for short-term motivation gain while 

permitting medium-to-long-term positive academic performance if used intentionally by 

forming the most meaningful pedagogical design. 

In summary, together these studies demonstrate that Kahoot is not simply a novelty ICT tool - 

through motivation, feedback, and interactivity, Kahoot is successful in improving student-

learning outcomes. The crucial ingredient is the context within the lesson Kahoot is situated: if 

designed appropriately, with appropriate levels of competition to provide equitable and positive 

learning experiences available to all students, it can create an active, participatory learning 

opportunity that supports digital education expectations. 

 

3.3.2. Quizizz 

Quizizz is a game-based learning platform that was launched in 2015 and is a powerful platform 

for engaging learners through points, timers, avatars, memes, and instant feedback with 

interactive quizzes they can answer live or asynchronously. There are over 50 million month 

users worldwide, spanning 150 countries, and it has become a frequently used ICT tool in 

primary education, secondary education, and higher education. Compared to Kahoot and other 

platforms, Quizizz offers learners the ability to work at their own pace, which has been shown 

to help diminish performance anxiety and create feelings of confidence. Its self-paced and 

student-friendly interface create a gamified assessment and review experience that is more 

inclusive. 

The empirical literature consistently discusses the advantages of Quizizz on motivation and 

learning outcomes. Authors mention the study from Kartini and Sriyanto (2023) found 

statistically significant gains in motivation and test performance for middle school students 

taking social studies with Quizizz in the classroom compared to traditional methods. Similarly, 

another study from Anggraini and Erviana (2023) report on a 6th grade science class that, with 

the use of Quizizz, improved motivation scores from 72.66% at pre-test to 78.53 % at post-test, 

along with apparent improvements in student academic achievement. In another university 

study, conducted at the Nueva Ecija University of Science and Technology, Quizizz compared 

to lecture based learning, also found gains in learner interest, motivation, and achievement, 

particularly with physics concepts of waves and optics. 

Although Wang and Tahir (2020) primarily focused on the impact of Kahoot on learning, they 

also highlighted the full potential of using ICT based tools like Quizizz for formative 
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assessment, and indicators such as real time feedback and visually engaging formats. Earlier 

research in gamified learning, also suggested that Quizizz supports increased learner 

engagement, and is a valid and accessible avenue for educators to use ICT as a tool to enhance 

learner participation. 

In summary, Quizizz provides a flexible and pedagogically grounded approach to gamified 

learning which, when used thoughtfully, results in learner engagement, positively impacts 

differentiated learning, and improves motivation and student performance, regardless of 

context. 

3.3.3. Blooket 

Blooket is an interactive quiz-based platform launched in 2018, designed to gamify vocabulary 

learning and formative assessment through several fun game formats. Blooket's major 

pedagogical strength is its format diversity, as each distinct game format ("Tower Defense," 

"Gold Quest," "Factory," "Cafe," etc.) promotes different cognitive strategies, such as 

sequencing, problem solving, recall, and risk-taking. Each of these gaming formats provides 

varied repetition, meaning students engage with the same material but experience it through 

various modalities of gameplay, supporting memory retention, engagement, and reduced 

fatigue. Blooket allows for both synchronous and asynchronous play to accommodate learners 

in pursuing learning opportunities at their own pace and has important implications for 

differentiated teaching in mixed-ability primary classrooms. Kahoot, by contrast, was released 

in 2013 and is now probably the most widely used educational quiz platform; however, it is a 

synchronous, speed-based learning environment. The speed, real-time feedback (individual 

scores), and competitive leaderboard features of Kahoot can engage students and create energy 

in a classroom, but they can also create performance anxiety in primary students or students 

who struggle with processing. Blooket's game modes (which are less time-dependent) allow 

students to reflect on their answers, and support vocabulary learning and language skills 

development with considerably less pressure. 

Furthermore, the motivational framework of the two platforms is remarkably different. Kahoot 

has a very strong reliance on extrinsic motivation based on awarding points for speed and 

accuracy in a time-limited manner that can advantage fast students and reinforce inequities in 

the classroom. On the other hand, Blooket includes intrinsic motivators by embedding quizzes 

in narratives or a strategy. For example, in a "Cafe" format, learners serve customers based on 

the correct answers to questions, enabling students to feel autonomy and mastery beyond simple 

right-or-wrong feedback. Sartika, Heriyawati, and Elfiyanto (2023) found evidence of Blooket 
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enabling deeper learning of vocabulary, and more student satisfaction through low-pressure, 

game-based modalities. Similarly, Barokah et al. (2024) found significant gains in post-tests of 

vocabulary among primary students using Blooket, attributing this to student engagement and 

low performing anxiety - Kahoot is often described in studies as valuable in short bursts of 

classroom activity, but not in terms of long-term learning or differentiated teaching. 

Overall, while both Blooket and Kahoot are designed to enhance gamified language learning, 

they are built on fundamentally different design ideologies - Kahoot is designed to enforce 

recall as fast as possible while in a competitive atmosphere, while Blooket provides 

opportunities for various modalities of learning in its strategy-based, paced, and often 

cooperative modalities. Blooket is therefore a particularly good fit for primary English teaching 

contexts where pedagogy often embodies foundational skills, learner confidence, and 

differentiated pacing, given its variety of games, learner-centred pacing, and vocabulary 

reinforcement. The variety of games, pacing of learning experiences, and vocabulary 

reinforcement makes Blooket a great option or accompaniment to quiz-based systems such as 

Kahoot in young learners' language education. 

3.3.4. Assessment 

Three of the most successful tools that use gamification to help improve English vocabulary in 

elementary school are Kahoot!, Quizizz, and Blooket; however, they each have a different role 

depending on what phase of the teaching process you are in. The best tool to use when reviewing 

English vocabulary rapidly with high energy is Kahoot!. Kahoot! works well for quickly 

reinforcing students' knowledge, and it allows for a fun way to assess the vocabulary students 

have learned, however, because Kahoot!'s main method of competition is based on how quickly 

you answer the questions, Kahoot!'s fast-paced nature can be anxiety-provoking in classes 

where there is a wide range of ability levels and therefore is not the best option for assessing if 

students actually know the vocabulary words. 

Quizizz, is an excellent resource for providing students the opportunity to work through the 

practice of vocabulary in a self-paced environment while also giving teachers opportunities for 

formative assessments and identifying gaps in vocabulary. One reason Quizizz is such an 

excellent option is that because Quizizz gives students control over their own pace, it allows 

teachers to provide feedback on the individual needs of all students, regardless of their learning 

level. Additionally, Quizizz allows teachers to track data about the vocabulary students are 

missing and how many times students have practiced the same word. Although this student-
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paced nature of Quizizz will support a wide range of abilities and give teachers a wealth of 

information, it does not provide the same amount of shared, visible classroom excitement. 

Blooket is the best tool for motivating students to practice vocabulary over and over again 

because of its variety of fun, arcade-style games, which can increase student engagement. 

However, Blooket relies heavily on the element of chance and its game mechanics, making it 

the least desirable tool for using in a formal test setting or collecting reliable data on students' 

vocabulary knowledge. 
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4. Negatives and risks of gamification 

A thorough comparison of two chosen systematic reviews on the risks of gamification in 

education shows a high degree of consistency, yet some subtleties differ. Toda, Valle, and Isotani 

(2018) identify four common negative effects - indifference, decreased performance, undesired 

behaviors, and waning impact - which are most commonly seen in leaderboards, which was the 

one gamification-related design element that appeared most in the original articles (2018, 3-4). 

Almeida et al., (2023) conducted a mapping study of 87 papers, which also showed badges, 

leaderboards, competitions, and points, were the most explicit issues for bad performances, 

motivational issues, lack of understanding, and an ethical issue such as cheating (2023, 2-3). 

Both studies recognize the loss of performance as the most common effect, which is attributed 

to performing gamified tasks utilizing competition such as leaderboards or contests. Both 

complement each other in recognition of demotivation and withdrawal of engagement, whereas 

Almeida et al. identify “motivational issues” and insensitivity, Toda et al. identified this as 

indifference and withdrawal of continue streaming (2018, 3). Almeida et al. discuss the ethical 

dimension in more detail and included misconduct, rule-chat interactions, and “gaming the 

system” which was not included as explicit in the work by Toda et al. Finally, only to a small 

degree there is a difference is in depth: Toda et al were analyzing 17 studies and focused on 

four negative, reasons, whereas Almeida et al. found issues in their more in depth analysis of 

87 studies as lack of understanding and irrelavence, which suggests a more detailed taxonomy. 

Overall, both works find about the risks of leaderboards and competitive gamification eg: 

performance decrease and demotivation, while Almeida et al found additional dimension in 

ethical breaches and cognitive disengagement which deepened the concept of the dark side of 

gamification. 

A more intricate analysis of the mentioned crucial studies on risks of gamification in education 

reveals that some adverse effects arise regardless of contexts and are reoccurring, such as 

indifference, performance loss, undesirable behavior, and decreasing effect. Indifference means 

student emotional detachment when gamified systems do not appeal to them or when rewards 

become less valuable over time (2018, 8-9). In one study reviewed, the majority of students 

experienced "losing interest in badges and points by saying this was when they found out these 

'badges and points' did not have any serious or meaningful consequence." This engendered 

disengagement from the activity itself. Likewise, Almeida et al. (2023) note that when 

intervention design does not consider student motivational types and includes gamified 

elements such as points and leaderboards (extrinsic motivators) can trigger disinterest and even 
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in some cases refusal to participate. Both studies also credit performance loss as a common side 

effect. Toda et al. note that in some cases, competitive ranking systems "created anxiety and 

discouraged possible learning performance for low performing students who had to deal with 

being constantly at the bottom" referring to students who experience consistent low rankings 

on leaderboards (2018, 7-8). Almeida et al. (2023) continue to build off of this finding and 

discuss how competitiveness was exacerbated, and emphasizing the focus on extrinsic 

motivation rewards could cause students to shift their mindset away from learning and towards 

worrying about competition, as well as cognitive overload leading to poorer academic 

performance. As for undesirable behavior, Toda et al. indicate that leaderboards and points 

could lead to hostility, such as students sabotaging each other, or students creating tight-knit 

groups to defeat others in an effort to outperform others (2018, 8). Almeida et al. (2023, 3) 

further elaborated on their discussion, identifying instances where students "gamed the system" 

by exploiting point mechanisms or cheating into some kind of advantage; actions that would 

corrupt fairness and integrity regarding student learning and assessment. The fourth aspect is 

waning effect which Toda et al (2018). describe as a normal decrease experience when the 

novelty of gamified elements has subsided; using example from long-term courses where 

gamification had repetitive mechanics and was no longer novel. Almeida et al. similarly claim 

that gamification can stop being effective "when extrinsic incentives become predictable or no 

longer create discovery” and demotivate and then disengage student learning. These closely 

parallel findings highlight not only the superficial appeal of gamification to spur some 

engagement but also that sustainability and ethical application of gamification in educational 

contexts are incredibly nuanced and can depend on calibrating the motivational design, 

diversity of learners, and long-term pedagogical interests. 

4.1. Avoiding the negatives of gamification 

While the literature on gamification in education regularly focuses on potential drawbacks, 

several studies also offer ways to minimize these negative effects. For instance, Almeida et al. 

(2023) include survey measures of student interest, and point out that it is not enough to include 

a gamified aspect to a course. They stress the importance of using gamified experiences to 

match gamified characteristics to the motivational profiles of learners. They warn against 

standardized gamified experiences which may not promote motivation and could lead to student 

exhaustion and disengagement. Their study makes recommendations to use game design and 

mechanics to address the diversity of learners, while also ensuring that rewards (points, badges, 

etc.) mean something pedagogically and not just for the sake of being rewards. In particular, 
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Almeida, et al. (2023) argue to reduce the focus on competitive aspects (like a leaderboard) that 

might further demotivate students struggling to succeed at the learning tasks and shift an 

emphasis toward cooperative aspects and types of feedback that stimulate cognitive and 

learning gains in the gamified system. Toda, Valle, and Isotani (2018) echo this perspective by 

suggesting that gamification needs to support collaboration and significant learning and 

shouldn't be reliant on competition or stimulating competition. They also suggest that the 

elements of games be changed periodically, over time, to reduce the novelty becoming stale and 

to guarantee the mechanics are put in learning contexts that require the application of authentic 

learning (2018, 2). The call out by both studies is that instructors need to be mindful of learner 

responses and adjust the gamified system accordingly. This may include interventions when 

students appear indifferent, misuse the gamified elements, or when their performance begins to 

decline. In this regard, both studies argue for the need to modify or change gamified aspects 

before they become detrimental to students. Thus, evidence suggests that successful 

gamifications require both a technical design to deliver, and a pedagogical awareness of how to 

modify according to students changing needs. 
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5. Vocabulary teaching and learning 

5.1. Acquiring vocabulary 

In general for student to be able to “know” a word through lexical acquisition is to experience 

a transformation from simply recognizing a word's surface appearance to being able to 

understand the deeper conceptualization and structure of both how the word can be 

morphologically transformed as well as what the possible meanings are for the word. Lexical 

knowledge therefore begins at the point where one can associate a particular 

orthographic/phonologic representation with some kind of stable concept. However, to truly 

know a word is to possess an understanding of the "environment" in which it resides. A person 

who knows a word is someone who has learned about the ways a word changes via addition of 

prefixes/suffixes (derivational morphology) , how a single word may have multiple but still 

related meanings based on the context in which they appear (polysemous words), and the ways 

in which certain words preferentially occur together (collocation). 

To elaborate and emphasize that the development of proficiency in the use of English 

vocabulary is a complex task that has been shown to be much more than simply memorizing 

the equivalent translations of individual words, Penny Ur (2012) and Paul Nation (2017) present 

their views on this topic. The two major theorists have provided theories of how students 

acquire lexical competence. Paul Nation has primarily focused on the cognitive requirements 

for successful learning to take place. Specifically, he has identified the processing conditions 

and mechanisms (quantity and quality) that need to be present to support learning. In contrast, 

Penny Ur has developed a wide-ranging framework that describes the structural, semantic and 

pragmatic knowledge needed by the learner to ultimately achieve success. 

A clear area of agreement is that knowing a word is a multi-faceted, cumulative 

accomplishment. Ur emphasizes that the form of a word (both its pronunciation and its written 

representation) can be the learner's first point of reference for a given word (2012, 61). Nation 

similarly states that the learner's first stage of processing ("noticing") typically occurs when the 

student attends visually or auditorily to a word (2017, 2). 

Finally, both authors emphasize the importance of having morphological awareness. Nation 

points out that if students understand common prefixes, suffixes, etc., they will be able to 

approach multiple members of a "word family" as repetitions of the same base concept (2017, 

3). Similarly, Ur indicates that learners who develop their own ability to derive new words 
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through processes such as affixation and compounding will become more autonomous learners 

capable of using increasingly complex lexical items(2012, 63). 

Nation's theory about the conditions under which learning takes place provides the procedural 

mechanism that drives the acquisition of the dimensions described by Ur. Therefore, in order to 

learn to master the "semantic complexity" and "contextual usage" as defined by Ur(2012,62), 

Nation argues that learners must contend with the problem posed by Zipf's law which states that 

many words occurring in texts occur but one time(2017, 4-5). To combat this, Nation 

recommends large scale exposure to reading materials as well as graded readers to allow 

learners to receive 8-12 exposures to each word to produce retrieval times comparable to those 

associated with previously learned words. 

This quantitatively based dimension provides a basis for achieving the goal of producing native-

like fluency as defined by Ur since it ensures that learners see the formal and structural aspects 

of language sufficiently often to build representations of these elements into their long-term 

memory. Both of the authors' models also illustrate how closely related the depth of mental 

processing is to the degree of retention. Nation's "levels of processing" hypothesis posits that 

there exists a direct relationship between the amount of thoughtfulness invested in mental 

activity at the time of encoding and subsequent retention. 

Specifically, his highest level ("elaboration") requires that learners engage in deep levels of 

cognitive processing such as semantic mapping or analyzing word parts. It is precisely this type 

of thinking that is required for learners to navigate the relationships between meanings (i.e. 

synonyms, antonyms, hyponyms) and nuances of meaning (e.g. connotations and polysemous 

uses). While Nation focuses on increasing the efficiency of intentional focus--i.e. directing all 

mental resources towards the target word-- Ur defines the specific linguistic objects (e.g. 

collocations and register appropriateness) toward which these directed efforts should be 

applied. 

Ultimately, a complete model for teaching vocabulary must include both the "how" (Nation) 

and the "what" (Ur). By comparing the quality of the number of meetings that Nation has 

emphasized to the breadth of knowledge (lexical) that Ur emphasizes, teachers will be able to 

create a more robust and native-like control over the English language for their students. 
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5.2. Definition of  the term vocabulary 

Vocabulary acquisition is a fundamental part of foreign language teaching because it provides 

the learners with the essential linguistic building blocks necessary to construct meaning, 

comprehend input, and produce language. Lexical knowledge underpins communicative 

competence and is considered crucial for successful engagement across all four language 

skills—listening, speaking, reading, and writing. The RVP ZV outlines that vocabulary learning 

should have a functional link to the communicative goal and develop in a progressive way 

throughout stages. In conjunction with the previously described national curriculum, the 

Common European Framework of Reference for Languages (CEFR) provides an even more 

detailed definition of lexical competence by outlining lexical competence as the "knowledge of 

and ability to use the vocabulary of a language" (2001, 109). For context of this thesis, 

according to CEFR,  the levels achieved in ELT should be A1 for learners up to the fifth grade 

and A2 for learners from grade six to grade nine, although there are ongoing proposals for a 

curriculum revision that could potentially raise the target level for the first foreign language to 

B1 by the end of the 9th grade, but the currently valid minimal target is A2. 

To further elaborate on these levels CEFR states descriptors for different fields in education.  

The A1 level, or Beginner level, means a student should be able to: 

 Understand and use familiar everyday expressions and very basic phrases aimed at the 

satisfaction of needs of a concrete type. 

 Introduce themselves and others and can ask and answer questions about personal 

details (e.g., where they live, people they know, things they have). 

 Interact in a simple way provided the other person talks slowly and clearly and is 

prepared to help. 

The A2 level, also known as the Waystage or Elementary level, means a student should be able 

to: 

 Understand and use sentences and frequently used expressions related to areas of most 

immediate relevance (e.g., very basic personal and family information, shopping, local 

geography, employment). 

 Communicate in simple and routine tasks requiring a simple and direct exchange of 

information on familiar and routine matters. 

 Describe in simple terms aspects of their background, immediate environment, and 

matters in areas of immediate need. 
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 Handle very short social exchanges and understand simple, clear messages and 

announcements. 

 Write short, simple notes and messages related to everyday needs. 

  

In contrast to these curricular definitions, Ur (1991) defines vocabulary simply as the words we 

teach in the foreign language. The Pedagogy of Penny Ur in terms of the Language Teaching 

Methodology outlines Four Core Pedagogic Principles for Effective Vocabulary Acquisition. 

Firstly, the Principle of Efficient, Rich Routines emphasizes how the teacher can maximize the 

amount of time spent on vocabulary in class by concentrating on high frequency/ high utility 

vocabulary and multiword units (lexical chunks) and ensure clarity, conciseness, and the 

inclusion of written and spoken forms when presenting new items to learners.  

Secondly, the Principle of Review Activities Promoting Deep Processing is concerned with 

moving beyond simply memorizing vocabulary - it requires the teacher to create tasks which 

will encourage the learners to participate in the continuous recycling of vocabulary in a spaced 

manner, as well as requiring the learners to invest in their own cognitive efforts to retrieve 

vocabulary actively, rather than passively copying it. This deep processing then secures the 

word in the learners' long-term memory.  

Thirdly, in dealing with the challenges of acquisition, Ur promotes the principle of Dealing with 

Student Uncertainty, this being most apparent through her warnings about relying too heavily 

on guessing meaning from context; instead, she suggests that the teacher clearly and explicitly 

clarifies meaning, grammatical behavior and collocations by employing a range of methods to 

reduce ambiguity.  

Fourthly, the Principle of Encouraging All Students to Participate Fully and be Accountable for 

Their Own Vocabulary Learning is concerned with classroom management and motivation - 

she suggests that the teacher employ collaborative activities, and/or personalized tasks, thereby 

shifting the responsibility of learning from the teacher to the student and ensuring consistency 

of active participation among all learners. Together, these principles provide an extremely 

comprehensive framework for transforming vocabulary lessons from passive presentations to 

dynamic learner centered experiences which focus on achieving practical mastery.  

In a more prescriptive pedagogical model, Nation (2001) distinguishes what breadth and depth 

mean in vocabulary knowledge. Breadth relates to the number of words we know and depth 

refers to how well we know each word (which could include frequency, usage, and 
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associations). Nation also provides a four-strand menu for vocabulary teaching where: meaning 

focused input, meaning focused output language focused learning and fluency development. 

Learning Through Comprehension (Meaning-Focused Input): 

Focuses on reception and comprehension of the learner and utilizes an approach to acquire 

vocabulary incidentally while comprehending. Therefore, the primary focus is on acquiring new 

vocabulary and strengthening prior knowledge through comprehension. 

Core Activity: Reading and/or listening to texts (graded readers, podcasts, film etc.) at levels 

that allow the student to understand the majority of the text but have some unfamiliar 

vocabulary. 

Learner Mechanism: Students are exposed to unfamiliar vocabulary in supportive contexts; 

students are encouraged to utilize contextual clues to infer the meanings of unfamiliar 

vocabulary. 

Knowledge Contribution: Meaning-focused input is very successful in increasing the total 

amount of vocabulary students know (breadth) and also in increasing the strength of the known 

vocabulary in the receptive lexicon. However, Nation states that learning from input alone has 

only limited benefits per exposure and therefore requires a large number of exposures. 

Production (Meaning-Focused Output): 

It is concerned with learning through production when learners must produce language for a 

communicative purpose (writing/speaking); therefore, there is a "gap" between what the learner 

knows and wants to express, and the exact words needed to fill this gap. 

Core Activity: Learners engage in communicative tasks (debates, role-playing, presenting, 

writing essays etc.) which require them to effectively communicate a message. 

Learner Mechanism: When a learner tries to use a word (and cannot recall it), they will need to 

try to either remember the word (through search) or find additional assistance (teacher, 

dictionary etc.). This "effortful retrieval" is the mechanism by which the student moves a word 

from their passive (receptive) vocabulary into their productive vocabulary. 

Knowledge Contribution: Production is a major contributor to improving the control and 

fluency of the learner's known vocabulary and developing greater knowledge about its usage, 

grammar and collocation (depth). 

Deliberate Study (Language-Focused Learning): 

It is focused upon the conscious and intentional study of language forms and meanings 

(specifically target vocabulary items). 



 

29 

 

Core Activity: Direct Learning and Deliberate Practice (studying word lists, flashcards, word 

part analysis (prefixes, suffixes), collocation, dictionary). 

Learner Mechanism: The learning is intentional and systematic. Many times these types of 

activities require learners to notice, rehearse, and repeat (keyword method, form-meaning 

matching). Nation recommends deeper processing techniques such as analyzing the form of the 

word and understanding its various meanings. 

Knowledge Contribution: This type of learning is very effective for quickly expanding the 

breadth of a student's vocabulary and for ensuring that the vocabulary is learned accurately in 

terms of both form and basic meaning. It is the first step in developing a base for new vocabulary 

that can then be developed further by the other three strands. 

Reinforcing Known Vocabulary (Fluency Development): 

It is unique to the other three strands because it is concerned with utilizing known vocabulary 

as quickly and efficiently as possible. The ultimate goal is to improve the rate of both 

comprehension and production of known vocabulary. 

Core Activity: Repetitive practice with familiar materials under time pressure (speed reading, 

repeated listening to the same text). The primary concern is that the language content is known. 

Learner Mechanism: The focus of repetitive practice with familiar materials under time pressure 

is solely on processing speed and does not involve new vocabulary. As a result, the brain 

develops strong pathways connecting meaning, form, and use of the vocabulary. This process 

creates automaticity-the ability to access and use vocabulary quickly and easily without much 

thought. 

Knowledge Contribution: Developing fluency is important for building the depth dimension of 

knowledge by making sure that the vocabulary that was learned via the other three strands is 

readily accessible for spontaneous and real-time communication. Automaticity is also a major 

contributor to progressing from a stage of conscious application to a stage of 

unconscious/habitual application of vocabulary. 

 

 Therefore, for vocabulary teaching to be effective, teachers will need to create learning 

environments, where learners get exposure to words many times in context, are encouraged to 

use words productively, and are guided in noticing and internalizing form-meaning-use 

connections. 

Collectively, all of these perspectives suggest that teaching vocabulary is not a mechanical act 

of delivering words, it is a continuous, iterative process that involves planning, structuring, and 
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contextualizing. Teachers cannot simply present new lexical items, there must be opportunities 

for repetition, use in meaningful communication, and reflection on form and function. In the 

context of Czech primary education, vocabulary teaching must also incorporate and work 

towards aims, such as learner autonomy, intercultural awareness and ability to interact in the 

globalized world (RVP ZV; CEFR). As RVP ZV and CEFR both underline, vocabulary must be 

embedded in the political understanding of communicative competence and adjusted to 

cognitive, developmental, and affective learner stages. Ultimately then, teaching vocabulary 

means supporting learners in developing a robust, flexible, and usable lexicon upon which they 

can draw through their lifetime language learning journey. While teaching vocabulary, the 

teacher should also pay attention to the learner’s cognitive needs as English education for Czech 

elementary school children rely on a variety of educational methods that are based on 

psychological theories of cognitive development. Since most Czech children learn through 

reference to tangible objects or experiences, then an active learning approach will best help 

them develop a base of new words and structures that they can build upon, as opposed to 

learning abstract rules of grammar. Because young children have limited attention spans and 

require some form of motor involvement, lessons should consist of a series of short activities 

that include games and rhymes, and also provide opportunities for children to engage in 

coherent, contextualized language use (i.e., stories, routines); this will allow children to develop 

logical memory and pay attention during lessons. At this age, language development prefers 

implicit learning (unintentional learning through meaningful interactions and communication), 

rather than explicit learning of grammar. Therefore, emphasis is placed on developing oral 

fluency (listening and speaking), with reading/writing skills being introduced gradually. In 

particular, the difficulty of English spelling/orthography (compared to Czech) presents 

additional barriers to Czech children's literacy development, which highlights the importance 

of providing phonological focus and using multiple sensory approaches, particularly for 

children with SPU (Specific Learning Disabilities). 

5.3. Effective teaching of vocabulary 

Effective vocabulary teaching needs to consider the multi-dimensionality of word knowledge 

and teach vocabulary in systematic, context-oriented ways. Ur divides teaching vocabulary into 

several parts, with them being presenting new vocabulary, remembering vocabulary and testing 

vocabulary. Ur also mentions steps for each part, such as ideas for presenting specific items and 

application and comparison for presenting new vocabulary, preparation and process for 

remembering vocabulary and examples for testing vocabulary (odd one out exercise, gap-
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filling, matching etc.) (1991, 63-72).  According to Nation (2001), vocabulary knowledge is 

defined as knowing the form of a word and knowing the meaning and use of a word - receptively 

and productively. In these connections, Nation outlines a balanced model of four strands that 

make equal contributions to vocabulary teaching: meaning-focused input (reading, listening), 

meaning-focused output (speaking, writing), language-focused learning (studying word forms 

explicitly), and fluency development (multiple practice for fluency). Nation recommends using 

tasks from each strand equally and regularly throughout the year, so learners have equitable 

opportunities to develop their vocabulary knowledge in each strand of knowledge. Nation 

(2001) also identifies that meaning-focused input from extensive reading or listening provides 

only limited, small gains in vocabulary per input/encounters, which is why it needs to be 

combined with spaced encounters and opportunities to produce the word(s) being learned. 

Thornbury (2002) builds on these ideas and exemplifies different levels of depth in word 

knowledge that are necessary for effective vocabulary teaching. Thornbury points out that for 

someone to know a word, the instructor must think about its pronunciation, spelling, 

grammatical behaviour, collocations, register, and connotation, as well as the distinction of 

passive vocabulary and active vocabulary. Thornbury (2002) outlines a very pragmatic 

approach, informed by the cognitive sciences, to vocabulary teaching that involves: noticing 

(instructing learners to note the word form and meaning), retrieval practice (finding a way to 

use the word in sentences), and distributed review. Thornbury (2002) cites research that 

suggests for learners to remember words they need around seven encounters over time, and that 

recycling, i.e. varied communicative tasks that call on learners to use the word with slight 

variations, is important for deep learning. Collectively Nation and Thornbury argue that 

teaching vocabulary should involve intention and context; suitably, more is better: more rich 

input, output practice, form-focused learning, and deliberate practice with lexical knowledge. 

For Nation (2001) and Thornbury (2002), as long as the instructor finds ways for preemptive 

and prompt turnarounds, while recycling vocabulary, changing contexts, and tasking on the 

same focal word with different challenges, the learner can create and sustain transfers of the 

word from passive to active knowledge and use of the word(s). This calculated integration is a 

way for learners to create both the depth and breadth of lexical knowledge needed for fluent 

and flexible use of the language.  

5.4. Gamification in teaching English vocabulary  

Gamification provides a compelling framework for vocabulary acquisition for early learners, 

where motivational aspects are coupled with interactive digital technologies. Young learners 
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demonstrate a strong affinity for learning populated with continuous feedback, progress, and a 

clear set of challenges (Huang and Soman, 2013, 6-8). In the vocabulary teaching context, 

gamified environments can be found in the presence of visual rewards, levels, and immediate 

correction to hone positive reinforcement cycles to practice lexical items. 

To develop gamified lessons for early learners, one must consider the identity of the learners 

and the educational context around them. Figueroa Flores (2015, 33-35) describes the 

importance of analyzing a learner model, along with the pedagogical context to eliminate 

possible "pain points" which may discourage learner engagement (e.g. timing of the lesson, 

issues of motivation, and incompatible formats). This implicates the design of gamified 

interventions, which have included XP systems, narrative progression, and visually engaging 

tasks. Figueroa Flores (2015, 36-38) has described how feedback loops and repeated, low risk 

scenarios (to exhibit learning) that are present in games with a retry structure can enhance 

learning and lessen the weight of anxiety. 

A gamification construct also has a progression system with rules, tracking, and motivational 

rewards. Huang and Soman (2013, 11) describe how "currency" used to enhance a learner's 

progression in the goal mechanisms can be designed to mark goal completion. Figueroa Flores 

(2015, 41-42) highlights how currency mechanics provide learners with the opportunities to see 

achievement, receive immediate feedback, and build agency to learn more. These aspects of 

gamification can theoretically help retain new vocabulary while providing supportive learning 

spaces which encourage intrinsic motivation. 
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PRACTICAL PART 

6. Methodology 

6.1. Research method 

In addition to the theoretical component of the thesis this section will present a qualitative, 

applied research study using the Micro evaluation of teaching materials. The choice to employ 

a qualitative approach was made due to the necessity to achieve an in-depth, interpretative 

understanding of pedagogic practice and therefore of the "how" and "why" of developing and 

implementing teaching materials, rather than achieving statistically significant results through 

a larger scale quantitative approach. 

This study is classified as an applied study since it aims to solve a particular, practical problem 

in education, namely the effective combination and optimization of Gamification tools in 

English vocabulary teaching in Czech primary education. 

The methodology used in the study is based on the Micro evaluation of teaching materials which 

includes a detailed textual analysis of existing lesson plans which utilize different types of 

gamification strategies. The lesson plans feature only activities regarding vocabulary, as other 

aspects are not relevant for this study. The evaluation criteria employed have been derived from 

established theory, specifically lexicographical pedagogy, and evaluate the degree to which the 

gamification approaches implemented adhere to Nation's (2001) four-strand vocabulary menu 

and Ur's (1991) four principles of vocabulary teaching. Additionally, the study evaluates the 

suitability of the gamification tool implementations in terms of meeting the specific needs and 

developmental characteristics of the Czech primary school learners. The findings resulting from 

this analysis are then used to develop practical solutions, resulting in the creation of the final 

versions of the lesson plans, which meet the evaluation criteria established in research design. 

The analytical phase of the study is directly related to a practical application since the original 

lesson plans were utilized as an experimental intervention during the Spring Term of 2025 to 

enhance the quality of the regular classroom lessons. 

A major area of concern for this evaluation is the possibility of surface-level implementation of 

gamification where 'gamification' is simply digitalized drilling as opposed to a mechanism for 

long-term, meaningful learning. Particular areas of inquiry include whether the inclusion of 

games compromises authentic communicative practice and leads to cognitive overload or 
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distractions from the lexical meaning and use of the words being taught. In essence, the study 

is ultimately concerned with the instructional validity of the tools; that is, the extent to which 

the extrinsic reward system (i.e., points, badges) does not overwhelm the inherent value of 

learning vocabulary via processes of deep processing and retrieval. An additional 

methodological concern of the study is to evaluate the tools' flexibility and equity and verify 

that they adequately accommodate the multiple learning preferences and potential barriers to 

access for students in the heterogeneous primary classroom environments found in the Czech 

Republic. 

6.2. Research aim 

The overall aim of the research is to analyze already existing lesson plans, made by the author 

of this thesis. Those plans were already applied into lessons during early 2025. This analysis 

will allow the author to structure the modified lesson plans in order to accomplish the systematic 

transition of shallow lexical recognition to deep concepts retained in long-term memory. In 

addition, using Paul Nation's procedural ("how") and Penny Ur's structural ("what"), the design 

of the sequence will provide a broadened base for reaching native-like fluency through a 

comprehensive model of teaching. 

Specifically, the instructional design will also attempt to: 

1) Facilitate Vocabulary Development (Ur): As part of the expansion of the qualitative scope of 

vocabulary learning beyond simple translation, this sequence will develop the student's formal 

representation (phonology & orthography), morphological awareness (affixes and compounds), 

and semantic complexity. Polysemous meanings and contextual constraints, including 

collocation and register usage, will be emphasized to ensure the student understands what the 

"surroundings" of a word are.  

2) Optimize Learning Processes (Nation): Using the conditions of learning - noticing, retrieval, 

and elaboration - to create cognitive engagement; this design will balance the four strands 

needed to create the appropriate number (8 – 12) of exposures to counteract Zipf’s Law so that 

retrieval times for new vocabulary can be compared to those of already known vocabulary. 

3) Align Gamification with Cognitive Needs: The goal includes integrating gamification in a 

way that motivational elements will be purposefully aligned with cognitive needs for learning. 

Specifically, we need to manage the cognitive interference that arises when game mechanisms 

take away mental resources from the target word, creating an opportunity for every student to 

participate equally in acquiring the material. 
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6.3. Research questions 

To examine the research aims and goals, the study will focus on answering the following 

research questions: 

How structurally balanced are the existing gamified lesson plans in their coverage of Nation’s 

(2001) Four-Strand Vocabulary Menu? 

To what extent do the gamified activities in the lesson plans promote deep processing and 

adherence to Ur’s (1991) principles of effective vocabulary acquisition? 

How flexible and equitable are the gamified lesson plans in accommodating the specific needs 

and potential access barriers of Czech primary school learners? 

6.4. Research design 

Structural framework for Nation´s four strands  

Meaning-focused input (MFI) This strand defines learning as an experience in which the 

learner receives new vocabulary while listening or reading with the goal of understanding 

what is being said. Meaning-focused input can be evaluated by determining how much the 

game supports the learner's ability to understand the content of the material presented 

(and/or), whether the distraction of visuals along with excessive rate requirements of the game 

interfere with the learner's ability to process the meaning of the language. 

Form-focused instruction (FFI): Form-focused instruction refers to the direct teaching of 

form, meaning and use of words. Although a crucial component of language teaching, it 

should not account for more than 25% of classroom time. It is important to analyze whether 

the design of the game will provide FFI in ways that will dominate a course and limit 

opportunities for more communicative tasks. 

Meaning-focused output (MFO) Meaning-focused output is defined as producing language to 

communicate a particular piece of information; thus changing emphasis from correctness to 

effective communication. The evaluation assesses whether games provide mechanisms for 

producing meaningful and authentic output, or if they merely require students to enter 

predetermined answers consisting of one word to maintain an environment that encourages 

linguistic risk taking and development. 

Fluency development (FD). Fluency development provides learners with the opportunity to 

practice retrieving vocabulary that has already been taught and increasing the automaticity of 

those items. The study evaluates whether games provide a mechanism for fluency 
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development and whether the focus is on the amount of time spent on developing fluency and 

processing efficiency, and not placing additional cognitive loads on the learner. 

I.B. Principles of Effective Practice: Ur’s Instructional Criteria for Vocabulary Depth 

Although Nation's framework establishes the structural balance of the curriculum, Ur's (1991) 

four practical principles establish the qualitative depth of instruction that links effective 

practice to increased word-meaning instruction in elementary grades. These principles will be 

used to evaluate the depth of processing facilitated by the gamified activities. 

Ur's Principles: Qualitative Depth 

Principle 1: Developing High Quality, Efficient Vocabulary Routines 

The first principle determines how well the introductory process of introducing vocabulary 

has worked. If the games-based delivery was able to provide an efficient, systemic and 

enjoyable way to introduce vocabulary using instructional time effectively, then it should have 

enabled the learner to encode new vocabulary in a most effective way. 

 

Principle 2: Creating Routine Opportunities for Deep Processing Through Reviewing 

Deep processing is required to achieve true learning as opposed to just recalling what you've 

been taught at a superficial level (i.e., simply recognizing the word). As such, Principle 2 will 

evaluate if the game components require the learner to perform deep processing; requiring 

them to create meaningful relationships with each other and making some type of decision 

that leads to forming lasting memories rather than providing external rewards for their efforts. 

 

Principle 3: Providing Students with Constructive Feedback When They Are Uncertain 

For vocabulary acquisition to be valid, students need to receive feedback on their performance 

immediately after completing a task when they're uncertain about what they did incorrectly. 

Therefore, Principle 3 will examine if the games-based tool provides immediate, useful 

corrective feedback to the learner regarding errors made by explaining why they were wrong, 

but more importantly enabling the student to correct their misunderstanding in real-time.  

 

Principle 4: Ensuring That All Learners Have Equal Opportunity to Participate Fully and Are 

Accountable for their learning. 

The fourth principle aims to determine if all students can access the games design. In addition 

to identifying potential barriers (e.g., technical difficulties or speed requirements) that may 
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exclude certain learners and thus limit opportunities for all students to be held accountable for 

their learning. 

To evaluate lesson plans´ potential of developing students´ vocabulary this research will 

furthermore use a dual framework that integrates the "what" structure established by Penny Ur 

(2012) with the "how" process developed by Paul Nation (2017). An assessment is made on 

both the qualitative scope of lexical instruction based on whether there was some form of 

formal representation (e.g., phonology, orthography), morphological awareness (i.e., affixes 

and compounds), and/or semantic complexity (including polysemous word meanings and 

contextual constraints such as collocations and register) in the lesson plan. Additionally, the 

cognitive processing mechanisms outlined by Nation will be used to evaluate the degree of 

"noticing" (the initial formal attention given to new words), how often students were asked to 

"retrieve" previously learned words (based on Zipf's Law and requiring at least 8-12 

repetitions to retain them) and how much elaboration occurred. Combining these two 

frameworks allows the researcher to assess whether the instructional design has moved 

beyond the mere act of translating surface-level forms into stable concepts stored in long-term 

memory. 

Since the evaluation criteria were derived deliberately from Nation's and Ur's established 

models, the research employed a criterion-referenced evaluation approach. Criterion-

referenced evaluations are necessary for applied studies like this one, which will maximize 

the utility of the findings by enabling the development of practical and specific solutions (i.e., 

the new lesson plans), rather than just comparative data. Establishing a link between the 

identified deficits and the authoritative pedagogical models will ensure that the findings are 

usable and action-able for both teachers and curriculum developers, thereby increasing the 

probability that the evaluation results will be utilized to enhance instructional practices. 

The Integration of Gamification: Instructional Validity and Cognitive Suitability 

The integration of gamification into L2 vocabulary instruction provides a challenging problem 

for instructional validity; i.e., how can the motivational elements of games be aligned with the 

cognitive requirements for meaningful learning. Therefore, this evaluation must utilize 

psychological theories to evaluate the effectiveness of the instruction, specifically considering 

the possibility of cognitive interference. The evaluation also must account for potential 

negatives of gamification in the learning process. 
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6.5. Research context 

This study took place at a Czech primary school (základní škola) during the spring term of 

2025. Data collection occurred over two months for four teaching units. The participants were 

one group of 14 fourth-grade students, aged nine to ten years old. The research occurred in 

English language lessons that took place three times a week as part of the compulsory 

curriculum of the school and were taught by the author of the thesis. For this study it was 

decided that for each 100 experience points gained, student is entitled to receive grade 1 

“jedničku” for their progress regarding learning vocabulary. All units taught were within the 

framework of the school’s Školní vzdělávací program (ŠVP) which is used to fulfil the 

requirements of the national Framework Educational Program for primary education (RVP 

ZV). All lessons were taught by the researcher, who was also the students' regular English 

teacher. The students were informed about the study before the research period began, and 

they expressed curiosity in being involved in the research. While the learners experienced 

some basic gamified elements - either introduced by the researcher or from a previous English 

teacher - the breadth and systematic use of gamification occurred within this research were 

novel to the learners. Estimated average English proficiency based on the Common European 

Framework of Reference for Languages (CEFR 2001) level was A1 for the group. 

The research was conducted in such a way as to not disrupt the current classroom or daily 

routines. The researcher introduced specific gamified elements at the start of each lesson 

where gamification was implemented. To encourage thinking critically about instruction and 

exposure and to promote transparency, the students were prompted to reflect on what had 

taken place, and question, at the end of each week as necessary. The methodology of data 

collection was constant for the whole research period and the researcher clearly explained this 

process to the students during the first lesson. 
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7. Data analysis 

All of the analyzed lesson plans are included in the appendix of the thesis. 

Overall aim for original lesson plans: To allow students to acquire new vocabulary 

regarding food and clothing through gamified activities 

Lesson Plan 1 (LP 1) 

Overall Aim: Students will be able to correctly match English vocabulary regarding food with 

the Czech translation. Total Lesson Time: 45 minutes (100% covered by listed activities). 

Structural Balance (Nations Four Strands) 

FFI: 20 min. (44.4%) MFI: 15 min. (33.3%) FD: 10 min. (22.2%) MFO: There is no specific 

activity scheduled to promote Message Conveyance. The structural balance of this lesson plan 

is potentially skewed because the time allotted for the FFI component (44.4%) is approximately 

18 times greater than the 25% guideline for FFI. Also, there is no time provided for MFO 

activities that support message conveyance. 

Instructional Quality (Ur's Principles) 

P1 (Efficient Routines) - "Introduction to new vocabulary" using visual aids appears to be a 

structured approach. P2 (Deep Processing) - Activities ("write new vocabulary," "match cards") 

appear to be designed to encourage recognition and recall; therefore, they could result in 

shallow processing - an important consideration when students will need to associate 

vocabulary with meaning for long term retention. P3 (Uncertainty) - Workbook and T-S 

interactions may have the opportunity for instantaneous, relevant, and specific error correction 

beyond simply a pass/fail evaluation. P4 (Equity/Participation) - Independent and paired 

student work indicate student participation, however, the lesson plan does not indicate how the 

teacher will make accommodations for students who require specific adaptations or 

modifications to meet their needs and/or preferences. 

Instructional Validity/Extrinsic Rewards 

There is no reference to the inclusion of any gamified tools or external rewards (i.e., points, 

badges) within the lesson plan description. Consequently, it is not feasible to determine if 

external rewards compromise communication or create cognitive overload. 

Appropriateness, Flexibility, and Equity (Access) 

Activities utilize traditional materials (e.g., flashcards, workbook, textbook.) The materials do 

not suggest any technological barriers to accessing the content. However, the lesson plan does 

not provide any evidence of flexibility in meeting the needs of diverse classrooms. 
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In order for students to learn to read with accuracy and fluency, the primary goal of LP1 is to 

create an environment where students can recognize and notice new words (both visually and 

aurally) through their use of phonology and spelling. Activities 1 & 2 allow teachers to model 

how to connect sounds to recognizable units using visuals as well. However, both of these do 

not include opportunities to explore learners' understanding of roots, prefixes and/or suffixes 

which would provide learners with tools that will increase their independence as they continue 

on their reading journey. Word searches are very shallow orthography based tasks which have 

little if any instructional value. A word search has some superficial resemblance to 

games/puzzles but requires no deep thinking or elaboration; rather, word searches emphasize 

the physical form of written words at the expense of semantic complexity. The lack of 

fun/gamification elements used in this initial activity indicates that this is likely to be a dry, 

uninspiring way to introduce students to learning to read at the beginning of the learning cycle. 

 

Lesson Plan 2 (LP 2) 

Overall Aim: Students will be able to correctly translate vocabulary regarding food from Czech 

to English and vice versa.  

Total Lesson Time: 45 minutes. Gamified Time: 30 minutes (66.7%). Unlisted Time: 15 minutes 

(33.3%). 

Structural Balance (Nations Four Strands) 

A significant portion of the lesson plan has been devoted to FFI (gamified) activities (30 min.) 

that account for 66.7% of the total lesson time. Because these FFI activities occupy a significant 

portion of the total time available, the structural balance of this lesson plan is severely out-of-

balance and likely to exceed the guidelines for FFI, placing a heavy burden on the remaining 

unlisted (non-gamified) time to address MFI, MFO, and explicit FD activities. 

Instructional Quality (Ur's Principles) 

P1 (Efficient Routines) - Although the gamified portion of the lesson plan does include 

"introduction to new vocabulary," the time allocated for the introduction is not specified. P2 

(Deep Processing) - The "Kahoot quiz" format for answering questions correctly suggests that 

the activity is promoting surface-level recall, which raises concerns about instructional validity. 

P3 (Uncertainty) - There is no information in the document indicating whether the Kahoot 

system includes adequate error correction and feedback beyond a pass/fail evaluation. P4 

(Equity/Participation) - The tool used ("Kahoot") requires a phone or tablet, thus it presents a 

potential equity/access issue. Additionally, since the tool is a game/quiz, it likely includes some 
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speed-related demands, which can limit participation by all students, violating Ur's principle of 

allowing all students to participate at their own pace. 

Instructional Validity/Extrinsic Rewards 

The gamified tool used in the lesson plan is Kahoot. Although the lesson plan does not 

specifically mention the rewards (i.e., points/badges), Kahoot is inherently competitive, thus 

most of its mechanics are reward-based (extrinsic rewards). The fast-paced competitive nature 

of the Kahoot environment may also cause students to prioritize speed over comprehension of 

the lexical meaning of the vocabulary items being addressed. 

Suitability, Flexibility, and Equity (Access) 

The fact that the tool (phone/tablet) used for the lesson represents a potential equity/access issue 

for students in a diverse classroom is evident. The lesson plan also does not provide any 

information regarding accommodations for differing learner preferences. 

LP2 addresses the retrieval aspect, as a method to counteract the effects of Zipf's Law which 

states that in order for an individual to recall a word into long term memory it needs to be 

encountered 8-12 times. The second activity introduces the use of Kahoot, a very intense 

gamification tool. Gamification creates competition; however this type of competition can 

create an opportunity for cognitive interference. In addition to creating competition, when using 

Kahoot to engage with a vocabulary activity, if students focus too much on being fast enough 

to win at Kahoot instead of the specific word they are targeting, their mental resources will 

likely move from the targeted word and become focused upon the mechanisms of the game. 

Additionally, many times Kahoot limits the amount of translation (surface level recognition) a 

student has access to and does not allow the student to go deeper into understanding the word 

and its environment. This plan also doesn't address how the teacher could utilize Kahoot to 

provide valuable insight to both students and teachers about the word's semantic nuances 

through data collected by the teacher. 

 

Lesson Plan 3 (LP 3) 

Overall Aim: Students will be to use vocabulary regarding food in a simple sentence. Total 

Lesson Time: 45 minutes. Gamified Time: 20 minutes (44.4%). Unlisted Time: 25 minutes 

(55.6%). 

Structural Balance (Nations Four Strands) 

The entire activity (20 minutes) is centered around Meaning-Focused Output (MFO), which is 

44.4% of the total time of the lesson. It is important to include MFO; however, devoting almost 
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half of the lesson time to a singular MFO gamified activity with the primary focus being 

extrinsically rewarded may disrupt the structural balance of the lesson and place the burden of 

teaching MFI, FFI (with-in the 25% guidelines) and FD within the 25 minutes of unlisted, non-

gamified time. 

Instructional Quality (Ur’s Principles) 

P1 (Effective Routines): There are no specific times or activities for introducing new word 

meanings within the gamified portion of the lesson. P2 (Deep Processing): Because MFO 

involves using vocabulary in a simple sentence to communicate a message, as opposed to 

simply matching a word to its definition, the MFO activity represents a higher level of 

processing and retrieval and application, and thus has the potential to be a more effective 

method of achieving deep processing. P3 (Uncertainty): The teacher will be able to provide 

some form of corrective feedback because of the T-S/Group work format of the interaction. 

However, the document does not indicate what type of error correction the teacher will use. P4 

(Equity/Participation): The Group work aspect of the activity will allow students to participate, 

however, the document does not indicate if there will be any accommodations made for 

potential barriers or preferences that students may have. 

Instructional Validity / Extrinsic Rewards 

The extrinsic reward for completing the MFO activity is "experience points" and is directly 

linked to the completion of the MFO activity. According to the research criteria, the link 

between the MFO activity and the extrinsic reward may undermine the authenticity of the 

communication and/or create an environment in which the learner prioritizes correctness (FFI 

goals) at the expense of risk-taking when attempting to communicate (MFO goals), potentially 

resulting in a deficiency of instructional validity. The document does not provide any 

information regarding whether the extrinsic reward creates cognitive overload, or detracts from 

the meaning of the words used beyond the point system. 

4. Suitability, Flexibility and Equity (Accessibility) 

The activity utilizes low tech materials ("cards with words and pictures"). There appears to be 

no technological barriers. The document does not provide any information about the flexibility 

or adequacy of accommodations for differentiating instruction for diverse classrooms. 

This Lesson is the most intense part of the Unit as it focuses on Elaboration, the Highest Level 

of Cognitive Processing. In this Activity, Students will create Original Sentences to earn 

Experience Points. Gamification is being used effectively in this instance as the Motivational 

Factor of earning Experience Points is directly related to the Cognitive Factor of Producing 



 

43 

 

Meaningful Output. As they utilize the Vocabulary in the form of a simple Sentence, Students 

are required to make decisions regarding Contextual Usage and Semantic Mapping. The 

negative aspects of Gamification have been avoided in this example as students' thoughtfulness 

with respect to the task produces greater Retention. 

Lesson Plan 4 (LP 4) 

Overall Aim: Students will be able to connect new vocabulary regarding clothing with 

corresponding picture. Total Lesson Time: 45 minutes. Gamified Time: 35 minutes (77.8%). 

Unlisted Time: 10 minutes (22.2%). 

Structural Balance (Nation's Four Strands) 

The gamified activities (35 mins) are entirely focused on FFI ('Flash cards + pictures' matching 

and 'Blooket activity' matching/translation race), representing a highly imbalanced 77.8% of 

the total lesson time. This severe FFI dominance overwhelms the recommended 25% limit, 

leaving only 10 minutes of unlisted non-gamified time to cover MFI, MFO, and FD activities, 

making structural balance highly improbable. 

Instructional Quality (Ur's Principles) 

P1 (Efficient Routines): The 'Flash cards + pictures' activity serves to introduce vocabulary. 

P2 (Deep Processing): Both activities focus on recognition and translation ('match words... 

with its Czech translation'), suggesting a reliance on surface-level recall. The Blooket race is 

likely to promote surface-level processing, failing to meet the criteria for deep processing. P3 

(Uncertainty): The document does not provide information on the nature of Blooket's error 

correction/feedback. P4 (Equity/Participation): The tool ('Blooket') requires a phone or tablet 

and is a competitive 'race game.' This introduces potential access barriers and uses speed 

demands, directly violating the principle of encouraging full participation by all learners. 

Instructional Validity/Extrinsic Rewards 

The gamified tool is Blooket. While the plan does not explicitly name the rewards 

(points/badges), Blooket's 'race game' mechanic is inherently based on a competitive point 

structure. The competitive speed focus may detract from the lexical meaning being taught by 

prioritizing winning the race. 

Suitability, Flexibility, and Equity (Access) 

The requirement of a phone or tablet for the activity represents a potential equity and access 

barrier. The plan does not provide information on the flexibility or sufficiency of 

accommodations for heterogeneous classrooms. 
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LP4 uses the method of “noticing” (Activity 1) and “retrieval” (Activity 2) by using Blooket to 

teach clothing vocabulary. If the Blooket “race game” is used for merely finding one-to-one 

matches between English and Czech translations then the instructional validity of this race game 

would be low because it does not provide students with an opportunity to build contextual 

constraints such as collocations. Students will have a high level of cognitive load while playing 

the race game that can result in cognitive interference and therefore the student will not attend 

to the phonological and/or morphological aspects of the word; thus reducing their ability to use 

these items effectively. The race game does not address the criterion of semantic complexity at 

all since the race game is based on rapid 1:1 equivalency. 

 

Lesson Plan 5 (LP 5) 

Overall Aim: Students will be able to correctly fill in written form of English vocabulary 

regarding clothing. Total Lesson Time: 45 minutes. Gamified Time: 20 minutes (44.4%). 

Unlisted Time: 25 minutes (55.6%). 

Structural Balance (Nation's Four Strands) 

The gamified activity (20 mins) is entirely focused on FFI ('correctly write English words... 

based on a Czech translation'), representing 44.4% of the total lesson time. This substantial FFI 

portion creates a high risk of FFI dominance, as it already exceeds the recommended 25% 

guideline for the total lesson, placing the burden on the 25 minutes of unlisted non-gamified 

time to achieve MFI, MFO, and FD balance. 

Instructional Quality (Ur's Principles) 

P1 (Efficient Routines): The plan lacks explicit time/activity for the introduction of new word 

meanings in the gamified section. P2 (Deep Processing): The activity focuses entirely on written 

form and translation recall, promoting surface-level processing rather than requiring the 

complex cognitive effort of creating meaningful associations. P3 (Uncertainty): The interaction 

is 'Group work S-S,' and the document does not provide information on the mechanism for a 

teacher or system to provide instant, appropriate error correction to the students. P4 

(Equity/Participation): The plan does not provide information on accommodations for multiple 

learner preferences or potential barriers to access. 

Instructional Validity/Extrinsic Rewards 

The plan does not specify any gamified tools or extrinsic rewards (points, badges). Therefore, 

it is not possible to analyze whether rewards compromise communication or create cognitive 

overload. 
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Suitability, Flexibility, and Equity (Access) 

The activity uses low-tech materials (workbook, dictionary). No technology barrier is apparent. 

The plan does not provide information on the flexibility or sufficiency of accommodations for 

heterogeneous classrooms. 

LP5 involve students completing a group translation task to aid with their retrieval of 

vocabulary. Compared to the prior LP, however, there are no gamification components included, 

so while the translations may be more engaging than if done individually, overall, students' 

motivation for learning new vocabulary through LP5 may be less than if the prior lessons were 

completed. From a pedagogical perspective, the task is limited to one type of representation of 

words (orthography) and does not include morphology (for example compound words such as 

raincoat and sweatshirt), nor does it provide examples of polysemous vocabulary, so the 

student's knowledge of vocabulary will remain on a very surface level. Additionally, since there 

are no games or other procedural mechanisms included within the activity, it has a high risk of 

being nothing more than an exercise in rote memorization that will likely not assist in creating 

long-term memories. 

 

Lesson Plan 6 (LP 6) 

Overall Aim: Students will be able to form simple sentences regarding clothing. Total Lesson 

Time: 45 minutes. Gamified Time: 15 minutes (33.3%). Unlisted Time: 30 minutes (66.7%). 

Structural Balance (Nation's Four Strands) 

The gamified activity (15 mins) is entirely focused on FD ('remembering as many sentences 

said by previous students as possible'), representing 33.3% of the total lesson time. While FD 

is necessary, dedicating this portion to a single strand risks overwhelming the balance. The 

remaining 30 minutes of unlisted non-gamified time must cover MFI, FFI (within the 25% 

guideline), and MFO. 

Instructional Quality (Ur's Principles) 

P1 (Efficient Routines): The plan lacks explicit time/activity for the introduction of new word 

meanings in the gamified section. P2 (Deep Processing): The focus is on retrieval speed 

(automaticity) and memory recall. The requirement to 'remember... and repeat them in order' 

may lead to minimal, scripted output or memorization, which may not promote deep cognitive 

engagement with the lexical meaning. P3 (Uncertainty): The interaction is T-S S-S, implying 

the teacher can provide feedback. The document does not provide information on the nature of 

this error correction. P4 (Equity/Participation): The 'remembering' and 'repeat in order' nature 
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of the game may implicitly create a speed/memory demand, potentially leading to 

discrimination and limiting the depth of individual student accountability for vocabulary 

learning. 

Instructional Validity/Extrinsic Rewards 

The plan does not specify any explicit extrinsic rewards (points, badges). The game mechanic 

itself (remembering and repeating to win) serves as the intrinsic reward/goal, but the plan does 

not provide information to analyze potential compromise of communication or cognitive 

overload. 

Suitability, Flexibility, and Equity (Access) 

The activity uses low-tech materials ('Teacher's voice, list of words'). No technology barrier is 

apparent. The plan does not provide information on the flexibility or sufficiency of 

accommodations for heterogeneous classrooms. 

The last lesson has used a memory chain activity; this can be considered a low cost but very 

successful example of gamification. The memory chain is a cognitively demanding task. 

Students must recall from memory each of the previous items in the sentence context. Because 

the student is required to use contextual information to answer the question "Who Wears 

What?", the Memory Chain activity effectively addressed both semantic complexity and 

contextual usage. Each time the sentences are repeated in sequence, the students have achieved 

sufficient repetition (8-12) to demonstrate fluency of processing, but the students continue to 

process their environment where the target words reside. This example demonstrates that 

gamification can be implemented using non-digital tools in ways that allow students to 

experience motivational "fun" that supports high level processing. 
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8. Modifications 

Unit 1 – Food (Modified lesson plans 1-3) 

Overall aim: To develop robust lexical competence by transitioning from formal noticing to 

pragmatic application, navigating the semantic complexity and morphological structures of 

food-related vocabulary. 

Modified Lesson Plan 1 (MLP1) 

Lesson aim: To establish the formal representation (phonology/orthography) of food 

vocabulary while introducing initial morphological awareness. 

This lesson prioritizes language-focused learning (FFL) as it employs Ur's theory of efficient 

routines to establish the learner's initial exposure to the spoken form and written form of the 

word. The activity No. 1 provides an opportunity for Noticing-the process of formally drawing 

attention to new vocabulary-while providing a basis for developing morphological awareness 

by illustrating compound structures (watermelon etc.) so that students can recognize word 

families as repeated uses of a basic concept. The activity No. 2 utilizes the process of deep 

processing, asking learners to expend 'thinking' about semantic mappings to determine how 

various meanings (flavor profile) are related as opposed to simply translating them. Activity 

No. 3 represents a transition from language-focused input (FFI) to meaning-focused input 

(MFI). It associates orthography with fixed concepts using pictures.  

Comparing With Original: As the original LP1 used a word search puzzle as a means of 

identifying orthographic forms without semantic support or focus at the lower level, this revised 

version replaces the search with the processes of mapping and labeling so that the initial 

encoding is based upon semantically complex and cognitively rich elements. In order to provide 

Equal Opportunity, pair work will be used to ensure accountability in terms of all learners 

learning while avoiding competitive cognitive interference. 

 

Modified Lesson Plan 2 (MLP2) 

Lesson aim: To facilitate frequent retrieval and reinforce common collocations through 

strategic, accuracy-focused gamification. 

This lesson focuses on Fluency Development (FD) and the Procedural Mechanism of Retrieval. 

The first part of the lesson addresses Zipf's Law and will provide the 8-12 repetitions needed to 

create similar retrieval times as previously learned words. The second portion of the lesson uses 

Gamification in an Instructionally Valid manner. By using Kahoot in "Accuracy Mode", this 
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portion of the lesson eliminates the Negative Speed Requirements, thus eliminating Cognitive 

Interference while allowing Motivational Elements to be aligned with the Cognitively Required 

aspects of Meaningful Learning. The second activity targets Collocations (Example: Slice of 

Pizza) which is one aspect of Ur's Environment Requirement. The third activity fulfills the 

Principle of Constructive Feedback. The Teacher will clarify both Semantic Complexity and 

Contextual Constraints to the students, providing them with a better understanding of their own 

knowledge. 

Comparing with Original: The difference between the new LP2 and the original LP2 is that the 

new version of the Kahoot, targeted Collocations and removed time limits. Therefore, it 

provides Equal Opportunity for All Students and does not allow the "Negatives of 

Gamification" that emphasize Rapid Response over Deep Retrieval. 

 

Modified Lesson Plan 3 (MLP3) 

Lesson aim: To achieve high-level elaboration and pragmatic success through communicative 

output. 

This lesson represents the high point of Meaning-Focused Output (MFO). Students are 

producing the language necessary to convey specific information. In Activity 1 students will 

use Nation’s most cognitively intensive form of cognition – Elaboration — when they map 

semantically related items and analyze word parts to develop their own unique description of a 

meal. This meets Ur’s Principle of Deep Processing since developing meaningful relationships 

through thoughtful consideration results in better retention. Gamification is included via 

“experience points” for complexity, this ties motivationally fun into the cognitive requirements 

for usage within a specific context. Activity 2 allows for Constructive Feedback regarding 

Register Appropriateness so that students can move away from simply translating words and 

towards native-like control of their word choice. 

Comparing with original: Although the original LP3 did have an emphasis on earning points by 

using vocabulary in sentence format, the enhanced version adds a peer evaluation component 

to assess both semantic complexity (nuances) and register, taking the assessment process 

beyond mere correctness and towards a comprehensive understanding of the nuances of the 

surrounding environment of each word. With the inclusion of group interaction it also ensures 

Equal Opportunity and addresses the goals of providing a means to communicate basic 

information within a social context. 
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Unit 2 – Clothing (Modified Lesson Plans 4-6) 

Overall Unit Aim: To master the structural, morphological, and environmental constraints of 

clothing vocabulary by integrating contextual registers and deep processing. 

Modified Lesson Plan 4 (MLP4) 

Lesson aim: To introduce formal structures and contextual registers with an emphasis on 

derivational morphology. 

Lesson 4 begins the second unit with Language-Focused Learning (FFL) through Efficient 

Routines. Activity 1 supports Noticing while directly providing learners with the opportunity 

to develop their Morphological Awareness (affixation) in a way that will allow them to see 

words as components of a transformable structure. Learners will be able to build upon this 

foundational skill when they are developing their own vocabulary skills autonomously. In 

Activity 2, students apply Deep Processing principles as students sort clothes into Formal or 

Casual categories.  

Comparing with original: The original LP4 was to have had students play a picture-word-

matching activity and a translation race. Instead of a translation race, we used a register-based 

categorizing task to eliminate potential cognitively interfering aspects of competitive games 

which could potentially slow down student's ability to encode the material. We also wanted to 

make sure that there would be equal opportunity for ALL students initially learning the material 

so we did not want to use time-sensitive tasks. Our primary focus is still on what the 

environment of the word is like; however, our method does provide an additional layer of 

processing to include how the word looks when it is translated. 

 

Modified Lesson Plan 5 (MLP5) 

Lesson aim: To strengthen retrieval and engagement through strategy-based gamification that 

avoids speed-induced interference. 

This lesson emphasizes Fluency Development (FD) through purposeful retrieval. 

Activity 1 is an example of purposeful retrieval, in that it requires students to access previous 

learning through retrieval to solve a situational problem; and as such, activity 1 builds stable 

representations of the formal and structural aspects of language. Activity 2 utilizes Meaning 

focused input (mfi), but instead of being a race, it is provided in a "strategy based" gamified 

mode, e.g. Tower Defense.  This aligns with psychological theories regarding effective 

instructional practices, as it removes the negative aspects of requiring students to move quickly 
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through their work which may preclude some students from participating equally; thereby, 

providing for equal opportunity.  

Comparing with original: in contrast to the original LP5, which was simply a translation list 

task involving English words based on Czech translations, this version provides a situational 

retrieval task ("The Missing Suitcase") to provide context to what is retrieved.  

By utilizing strategy-based blooket, we can provide intentional focus on the targeted 

vocabulary/words rather than solely on the game mechanism. 
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Modified Lesson Plan 6 (MLP6) 

Lesson aim: To consolidate oral fluency and master the deep semantic environment and 

connotations of clothing. 

The last lesson of this unit incorporates two important methodologies; Meaning-Focused 

Output (MFO) and Fluency Development (FD). Together these will help students develop the 

ability to speak at a fluent pace similar to their native peers. In Activity 1, a Memory Chain will 

be utilized to ensure that the repetition of all structural elements of sentences are provided in 

such a manner as to support student knowledge of each word's environment. This activity also 

supports a form of Gamification through "Progressive Difficulty", keeping the students 

motivated while simultaneously requiring them to engage in the process of Deep Processing of 

the sentences. Activity 2 represents the highest level of Elaboration that is required. Students 

are expected to demonstrate an awareness of Semantic Complexity, including Connotation and 

Polysemy. They will be required to present arguments supporting either for or against a 

particular choice of clothing.  

Comparing with Original: The original Lesson Plan 6 was successful using the Memory Chain 

to repeatedly ask questions about the same subject matter. However, there was no opportunity 

for students to have a final stage for a deeper semantic debate. The revised plan will incorporate 

the "Fashion Police Debates" to utilize Ur's concepts of Constructive Feedback and Deep 

Processing and to require students to immediately critique peer output during real time social 

interactions. Therefore, students will transition from simply recognizing individual words and 

phrases to a much greater depth of understanding and ultimately become proficient with 

multiple aspects of the clothing vocabulary. 
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9. Findings and discussion 

Analysis of Initial Lesson Plan and Identified Shortcomings 

Evaluation of the original six lesson plans showed there were major shortcomings in terms of 

the pedagogy used, specifically as it relates to how the vocabulary is distributed throughout the 

lesson and how deep/meaningful the gamification experience will be. As stated by Nation 

(2001), a well-rounded curriculum should keep form-focused instruction (FFI) to no greater 

than 25% of class time. The original plans were far above the recommended amount of FFI. 

Specifically, LP1 had 44.4%, LP2 had 66.7% and both LP5 and LP6 had less than 10%. Often 

times, the large percentage of FFI would come at the expense of meaning-focused output (MFO) 

and fluency development (FD) since neither MFO nor FD could fit into an undefined portion 

of the plan. Additionally, while the original gamification tools such as Kahoot and Blooket were 

supposed to provide a fun way to learn; however, most of the time they provided nothing more 

than digital drills. The competitive, fast-paced aspect of those tools also forced students into 

shallow thinking and a "speed vs accuracy trade off", which caused students to be concerned 

about completing tasks quickly instead of being able to understand the true meaning of words. 

Finally, there were some concerns related to equality, fairness and accessibility due to the fact 

that students needed to have access to the hardware needed for the programs and because many 

students processed information differently, which violated Ur's (1991) belief in equal 

opportunity.  

Changes to Modified Units and Relationship to Theory 

Accordingly, each of the modified lesson plans (MLPs) were developed with the intent of 

making them compliant with Nation (2001 & 2017) and Ur (1991 & 2012). One of the main 

focuses of the MLPs was moving from "noticing" to "elaboration" and then "retrieval." For 

example, in MLP1, I made changes from using word searches, which emphasized spelling but 

minimized meaning, to having students create semantic maps and label them so as to make sure 

that the first phase of encoding was cognitively rich. Also, in MLP2, I changed the mode for 

Kahoot from "Speed" to "Accuracy," thus eliminating speed-based negative consequences for 

students who process slowly. Overall, this reduced cognitive interference and aligned 

motivating factors with the cognitive demands for learning. Additionally, my use of 

gamification evolved significantly in the revised lessons. In addition to developing "experience 
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points" for the complexity of communicative output (i.e., elaboration) instead of just translating 

correctly, I tied student motivation directly to higher-order cognition in MLP3. Similarly, in 

MLP6 I developed a "Memory Chain" as a low tech means of utilizing gamification and 

supporting fluency development via repeated retrieval (8-12) within a contextually relevant 

setting. Both of these developments guaranteed that gamification served as a vehicle for 

maintaining long term retention instead of diverting attention away from lexical meaning 

Answers to the Research Question  

How well balanced are the existing gamified lessons in covering Nation's (2001) Four-Stranded 

Vocabulary Menu?  

1. The original plans were unbalanced; most original plans (LP1, LP2, LP4, LP5) were heavily 

weighted towards Form Focused Instruction, many times double or triple the recommended 

25% of the lesson time. Therefore the remaining portion of the lesson time had to be used to 

cover the other three strands, and therefore there were no Meaning Focused Output or Fluency 

Development activities. 

2. To what degree did the gamified activities within the lesson plans enhance the deep 

processing of vocabulary and Ur's (1991) Principles of Effective Vocabulary Instruction?  

The gamified activities (Kahoot, Blooket races) were designed to encourage surface level 

recall/recognitions in their original design. These types of activities rarely facilitated Deep 

Processing (Principle 2), as the focus is on speed and external reward rather than developing 

connections among the words. Also, they lacked an opportunity for Constructive Feedback 

(Principle 3) that would have been greater than simply pass/fail type feedback. 

3. To what degree are the gamified lesson plans flexible and equitable in providing opportunities 

for the needs and potential access barriers of Czech Primary School Learners?  

The original digital gamification tool(s) provided numerous inequities/access barriers. The need 

for students to utilize personal devices (smart phone/tablet) along with speed-based 

expectations prevented some students from participating fully and reduced the level of student 

accountability. The revised plans addressed these issues by converting the Kahoot game into 

"Accuracy Mode", or using non-digital, accessible games such as Memory Chain and Fashion 

Police Debates to provide equal opportunities for participation for all students. 

Aligning Gamification with Pedagogical Criteria 

The research demonstrates that for gamification to be instructionally valid, it must move beyond 

"digitalized drilling". In this study, alignment was achieved by: 
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 Redirecting Motivation: Shifting rewards (experience points) from speed-based tasks to 

cognitively intensive tasks like Elaboration. 

 Managing Cognitive Load: Eliminating "time-sensitive tasks" in the initial learning 

phases to prevent cognitive interference. 

 Enhancing Qualitative Depth: Using games to explore semantic complexity, 

morphology, and collocations rather than simple 1:1 translation. 

 Ensuring Social Interaction: Incorporating peer evaluation and group debates (e.g., 

MLP6) to ensure that the "fun" of gamification supports authentic communicative 

practice. 
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10. Conclusion 

This Bachelor's Thesis examined the potential use of Gamification as a method of enhancing 

the Teaching of English Vocabulary at Primary School Level, assessing it's influence on Student 

Motivation & Lexical Retention. Although the results show that Gamification could lead to the 

increase in Classroom Participation in many ways, the success of Gamification relies heavily 

on a Pedagogy Design that goes well beyond simply making drills into games. The Results of 

this Study illustrated that the key to achieving both Meaningful Communication/Fluency 

Development and Form Focused Activities lies within finding a Balance between Different 

Instructional Strands. Additionally, this Study examined the "Dark Side" of Gamification. These 

included Risks associated with Cognitive Overload, Performance Anxiety, and Novelty Wane. 

Through the modification of Original Lesson Plans to emphasize Deep Processing over Speed-

Based Competition, this Study demonstrated how the Motivational Elements of Gamification 

may be more appropriately Aligned with the Cognitively Based Requirements of Language 

Acquisition. Ultimately, Gamification should be seen as an Inclusive Strategy, which, when 

properly Applied (i.e., with Critical Thought), will Support a Robust and Usable Lexicon for 

Young Learners. 
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Resumé 

Tato bakalářská práce se zabývá tématem gamifikace ve výuce anglické slovní zásoby na 

prvním stupni základní školy a jejím cílem je zhodnotit pedagogickou vhodnost 

gamifikovaných přístupů při rozvoji lexikálních znalostí žáků 4. Třídy, ve věku 9–10 let. 

Vychází z předpokladu, že slovní zásoba je základní složkou komunikační kompetence a tedy i 

jedním z hlavních cílů výuky cizích jazyků na primární úrovni. Zároveň však reflektuje 

současné trendy v českém vzdělávání, které zahrnují nejen rozvoj jazykových dovedností, ale 

také digitální gramotnosti a aktivního zapojení žáků prostřednictvím ICT technologií. 

Gamifikace, jakožto moderní pedagogická strategie, je ve studii pojímána jako nástroj, jenž 

může podpořit motivaci žáků, zvýšit míru jejich participace a přispívat k efektivnímu opakování 

a procvičování slovní zásoby prostřednictvím herních prvků, jako jsou body, zpětná vazba či 

soutěživé prostředí. 

První, teoretická část práce se soustředí na vymezení samotného konceptu gamifikace. Jsou zde 

prezentovány různé definice, například Deterdinga a kol., podle nichž je gamifikace „využití 

herních designových prvků v nehrovém kontextu“. V textu jsou uvedeny příklady 

gamifikačních prvků používaných v pedagogické praxi – body, odznaky, žebříčky či úrovně – 

ale také varování, že pouhá aplikace herních mechanismů není zárukou zlepšení vzdělávacích 

výsledků. Nutné je promyšlené didaktické zakotvení gamifikace a respektování potřeb 

různorodých žáků ve třídě. Uváděny jsou rovněž přínosy i rizika některých nedigitálních forem 

gamifikace, jako jsou XP-based systémy či deskové a karetní hry. Celkově tato část nahlíží na 

gamifikaci jako na strategii, která může být přínosná, ovšem pouze za předpokladu vhodné 

implementace a pedagogického vedení učitele. 

Následuje část věnovaná problematice ICT ve vzdělávání. ICT je zde popsáno jako široké 

spektrum digitálních i mediálních nástrojů umožňujících zpracování, uchovávání a sdílení 

informací. Práce vysvětluje, proč je integrace ICT do výuky nejen žádoucí, ale také v českém 

prostředí systémově podporovaná prostřednictvím kurikulárních dokumentů. ICT je rovněž 

přímo spojováno s gamifikací, protože většina současných vzdělávacích her a platforem funguje 

v digitálním prostředí a nabízí řadu funkcí, které by tradiční výuka nebyla schopna obstarat – 

například okamžitou zpětnou vazbu, multimodální prezentaci jazyka, možnost diferenciace 

tempa učení či opakování obsahu bez ztráty motivace. Tato část rovněž představuje tři konkrétní 

nástroje využité později v praktické části – Kahoot, Quizizz a Blooket – a porovnává jejich 

využití, výhody i limity ve výuce anglické slovní zásoby. 
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Zvláštní pozornost je věnována také negativům gamifikace a jejich možnému dopadu na výuku 

i psychiku žáků. Mezi nejčastější problémy patří přetěžování žáků soutěživostí, dlouhodobé 

klesání efektu motivace v důsledku ztráty novosti, slučování úspěchu ve hře s reálným učením 

či eticky problematické chování žáků, jako je podvádění nebo úmyslné sabotování spolužáků, 

které vyplývá z přílišného soustředění na výsledek. Práce zdůrazňuje, že gamifikace musí být 

orientována na poznání a smysluplné učení – nikoliv pouze na sbírání bodů. Učitel by měl také 

citlivě zvažovat roli kompetitivních prvků vzhledem k věku žáků a jejich socio-emočnímu 

vývoji. 

Další teoretická kapitola se věnuje výuce slovní zásoby a jejímu klíčovému významu v procesu 

osvojování cizího jazyka. Jsou zde popsány vybrané teorie (Ur, Nation, Harmer), které 

upozorňují na komplexnost lexikální znalosti – od rozpoznání formy slova, jeho významu a 

výslovnosti až po praktické využití ve větách a automatizaci užití. Práce pracuje také s 

národními dokumenty, zejména RVP ZV, kde je definováno očekávané výstupní jazykové 

úrovně žáků (A1 na 1. stupni), včetně komunikativních schopností spojených se slovní zásobou. 

Kvalitní výuka slovní zásoby má být opakovaná, multimodální, komunikativně založená a 

rozvíjející jak receptivní, tak i produktivní složku lexikální kompetence. 

Praktická část práce je založena na kvalitativním výzkumu provedeném v běžné třídě 4. ročníku 

české základní školy při výuce angličtiny. Součástí výzkumného šetření byla analýza šesti 

vlastních příprav na hodiny, v nichž autor aplikoval různé prvky gamifikace. Analyzován byl 

zejména didaktický přínos aktivit z hlediska dvou odborných kritérií – Four-Strand Framework 

P. Nationa a čtyř principů efektivní výuky slovní zásoby podle P. Ur. Hodnoceny byly rovněž 

aspekty motivace, rovného zapojení žáků a pedagogické validity použitých herních 

mechanismů. V poslední řadě byl hodnocen taky process osvojování slovní zásoby skrz 

gamifikované aktivity a potenciální přínos gamifikace do budoucna učení. Data byla sbírána 

prostřednictvím zhotovených plánů hodin, ze kterých byly vyjmuty activity bez gamifikačních 

prvků, vzhledem k nerelevantnosti k této práci. 

Výsledky analýzy ukázaly, že gamifikace výrazně podporovala aktivní zapojení žáků i jejich 

motivaci k opakování slovní zásoby. Objevily se však také limity ve vyváženosti výuky – 

některé lekce byly příliš zaměřené na mechanické procvičování (Form-Focused Instruction) a 

opomíjely produktivní jazykové dovednosti, například tvorbu vět či komunikaci v autentickém 

kontextu (Meaning-Focused Output). Také přílišná orientace na získávání zkušenostních bodů 

někdy vedla k tomu, že se žáci soustředili více na výkon ve hře než na skutečné porozumění 

významu slov. Studie proto zdůrazňuje, že gamifikované aktivity je nutné doplňovat dalšími 
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úlohami, které podporují hlubší zpracování slovní zásoby a reflektují i individuální potřeby 

žáků. 

Výzkum rovněž poukázal na význam vhodné kombinace digitálních a nedigitálních prvků. 

Zatímco Blooket či Kahoot přinášejí vysokou míru angažovanosti, tradiční materiály jako 

kartičky a skupinová kooperace usnadňují rozvoj sociálně-komunikačních dovedností i 

eliminují technologické bariéry spojené s nutností vlastnit digitální zařízení. Vyhodnocení plánů 

vedlo také k jejich následné úpravě – posílení prostorů pro žákovskou produkci, zvýšení 

variability aktivit a lepší rozložení výukových strategií podle Nationova modelu. 

V diskuzi výsledků práce autor konstatuje, že gamifikace je účinnou a atraktivní strategií, která 

je v souladu se současnými pedagogickými požadavky a vzdělávacími trendy. Aby však měla 

skutečný dopad na rozvoj slovní zásoby, musí být pevně propojena s didaktickými cíli, 

umožňovat smysluplné použití slov v komunikaci a zajišťovat rovné zapojení všech žáků bez 

ohledu na jejich studijní předpoklady či motivaci. Gamifikace nesmí být pouhou vizuální či 

zábavnou vsuvkou, ale plnohodnotným metodickým prostředkem podporujícím dlouhodobé 

osvojování lexikálních znalostí. 

Závěr celé práce shrnuje, že gamifikace představuje perspektivní a současně komplexní přístup 

k výuce anglické slovní zásoby na primární úrovni. Správně navržené gamifikované aktivity 

dokážou vytvořit prostředí, v němž se žáci učí přirozeně, s radostí a s vysokou mírou 

soustředění. Práce zároveň přináší praktická doporučení pro učitele, kteří chtějí gamifikaci 

začlenit do své pedagogické praxe – například dbát na vyvážené zastoupení výukových 

strategií, pečlivě volit herní mechanismy, které nebudou demotivační pro slabší žáky, a 

pravidelně reflektovat skutečný vliv her na výsledky učení. Výstupem je také upravený soubor 

plánů vyučovacích hodin, kde hraje významnou roli právě gamifikace a její prvky a je v souladu 

s kritérii stanovenými v praktické části práce, který může sloužit jako inspirace pro další 

pedagogy ve výuce angličtiny. 
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Appendix 

LP1 

Activity 
Material 

and aids 

Time 

needed 

Interaction 

patterns 
Objectives 

Link(s) to 

SEP 

Introduction to 

new 

vocabulary 

Flashcards 

with new 

vocabulary + 

pictures 

Workbook 

exercise 

Textbook, 

teacher´s 

voice 

Cards and 

pictures 

 

Workbook, 

teacher´s 

voice, 

whiteboard 

 

15 

minutes 

20 

minutes 

10 

minutes 

T-S 

Independent 

work, 

pairwork 

 

Independent 

work 

To practice 

writing new 

vocabulary 

To match cards 

with vocabulary 

with correct 

pictures 

 

To find newly 

learned 

vocabulary 

hidden in word 

search puzzle 

CJ-5-1-02 

rozumí 

slovům a 

jednoduchým 

větám, pokud 

jsou 

pronášeny 

pomalu a 

zřetelně, a 

týkají se 

osvojovaných 

témat, 

zejména 

pokud má k 

dispozici 

vizuální oporu 
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LP2 

Activity 
Material 

and aids 

Time 

needed 

Interaction 

patterns 
Objectives 

Link(s) to 

SEP 

Flashcards 

with new 

vocabulary + 

pictures 

Kahoot 

Cards and 

pictures 

 

Teacher´s 

voice, phone 

or tablet, 

whiteboard 

 

10 

minutes 

20 

minutes 

Independent 

work 

Independent 

work 

To revise 

previously 

learned 

vocabulary 

 

To correctly 

answer questions 

from the Kahoot 

quiz 

CJ-5-1-02 

rozumí 

slovům a 

jednoduchým 

větám, pokud 

jsou 

pronášeny 

pomalu a 

zřetelně, a 

týkají se 

osvojovaných 

témat, 

zejména 

pokud má k 

dispozici 

vizuální oporu 
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LP3 

Activity 
Material 

and aids 

Time 

needed 

Interaction 

patterns 
Objectives 

Link(s) to 

SEP 

Usage of 

vocabulary 

cards with 

words and 

pictures 

20 

minutes 

T-S, group 

work 

To correctly 

pronounce words 

regarding food 

and use them in a 

simple sentence in 

order to gain 

experience points 

CJ-5-2-02 

sdělí 

jednoduchým 

způsobem 

základní 

informace 

týkající se 

jeho 

samotného, 

rodiny, školy, 

volného času 

a dalších 

osvojovaných 

témat 
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LP4 

Activity 
Material 

and aids 

Time 

needed 

Interaction 

patterns 
Objectives 

Link(s) to 

SEP 

Flash cards 

+ pictures 

Blooket 

activity 

cards with 

words and 

pictures 

phone or 

tablet, 

whiteboard 

20 

minutes 

15 

minutes 

Independent 

work, 

pairwork 

S-S 

To correctly match 

words regarding 

clothing with 

corresponding 

pictures 

To finish the race 

game by matching 

words regarding 

clothing with its 

Czech translation 

CJ-5-1-02 

rozumí 

slovům a 

jednoduchým 

větám, pokud 

jsou 

pronášeny 

pomalu a 

zřetelně, a 

týkají se 

osvojovaných 

témat, 

zejména 

pokud má k 

dispozici 

vizuální oporu 
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LP5 

Activity 
Material 

and aids 

Time 

needed 

Interaction 

patterns 
Objectives 

Link(s) to 

SEP 

Group 

activity – 

create list of 

Czech words 

for another 

group 

 

Workbook 

dictionary 

 

20 

minutes 

 

Group work 

S-S 

 

To correctly write 

English words 

regarding clothing 

based on a Czech 

translation 

CJ-5-1-02 

rozumí 

slovům a 

jednoduchým 

větám, pokud 

jsou 

pronášeny 

pomalu a 

zřetelně, a 

týkají se 

osvojovaných 

témat, 

zejména 

pokud má k 

dispozici 

vizuální oporu 
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LP6 

Activity 
Material 

and aids 

Time 

needed 

Interaction 

patterns 
Objectives 

Link(s) to 

SEP 

Group activity – 

saying what are 

others wearing 

and 

remembering as 

many sentences 

said by previous 

students as 

possible (I wear 

a green shirt, He 

wears brown 

shoes etc.) 

 

Teacher´s 

voice, list 

of words 

 

15 

minutes 

 

T-S S-S 

 

To remember as 

many information 

given by others 

and repeat them 

in order 

CJ-5-2-02 

sdělí 

jednoduchým 

způsobem 

základní 

informace 

týkající se 

jeho 

samotného, 

rodiny, školy, 

volného času 

a dalších 

osvojovaných 

témat 
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MLP1 

Activity 
Material 

and aids 

Time 

needed 

Interaction 

patterns 
Objectives 

The 

"Ingredient" 

Reveal 

  

 

Visual 

Semantic 

Mapping 

  

 

Collaborative 

Labeling 

Textbook, 

teacher's 

voice, 

whiteboard  

 

Food 

pictures, 

markers,  

 

 

whiteboard 

Handouts, 

word cards, 

glue  

15 

minutes 

 

 

 

20 

minutes 

 

 

 

 

10 

minutes 

T-S 

 

 

 

 

 

pairwork 

 

 

 

 

Independent/pair 

work 

To notice the form/sound of food items 

and identify compound structures. 

 

 

 

To categorize vocabulary by "flavor 

profiles" to build semantic 

complexity. 

 

 

 

To associate orthographic 

representations with concepts for initial 

retrieval. 
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MLP2 

Activity 
Material 

and aids 

Time 

needed 

Interaction 

patterns 
Objectives 

 "What’s in the 

Fridge?"  

 

 Strategic 

Kahoot 

(Accuracy)  

 

 

 

Feedback Loop 

Teacher's 

voice, 

whiteboard  

 

Tablet/Phone, 

whiteboard 

 

 

 

Teacher's 

voice, 

whiteboard 

10 

minutes 

 

 

 

20 

minutes 

 

 

 

15 

minutes 

T-S 

 

 

 

 

Independent 

 

 

 

 

T-S/group 

To actively retrieve previously 

learned vocabulary to combat Zipf's 

Law. 

 

 

To correctly identify collocations 

(e.g., slice of pizza) without speed 

pressure. 

 

 

To provide constructive feedback on 

contextual usage and resolve semantic 

nuances. 

 

MLP3 

Activity 
Material 

and aids 

Time 

needed 

Interaction 

patterns 
Objectives 

 1. "Restaurant 

Tycoon" 

 

 2. Evaluation 

Gallery 

 

 

Word/picture 

cards, 

"menus" 

Student 

menus, 

tokens 

 

 

30m 

 

 

15m 

 

 

Group work, S-S 

 

 

 

Group work, S-S 

 

To use compounds and collocations in 

original sentences for elaboration. 

 

To provide feedback on effective 

communication and register 

appropriateness. 
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MLP4 

Activity 
Material 

and aids 

Time 

needed 

Interaction 

patterns 
Objectives 

The 

"Layering" 

Method 

 

Category Sort 

 

Flashcards, 

pictures  

 

 

Word cards, 

posters 

 

 

20m 

 

 

 

25m 

 

 

T-S / Pairwork 

 

 

 

Group work, S-S 

 

To notice clothing items and 

derivational affixes (e.g., tie vs. un-

tie). 

 

To analyze contextual constraints by 

sorting items into appropriate registers. 

 

MLP5 

Activity 
Material 

and aids 

Time 

needed 

Interaction 

patterns 
Objectives 

"The Missing 

Suitcase" 

 

Blooket 

Strategy Battle  

Workbook, 

dictionary 

 

Phone/Tablet, 

whiteboard 

 

15m 

 

 

 

30m 

 

 

Independent     

S-S 

 

 

Group work, S-S 

 

To practice situational retrieval of 

clothing vocabulary in a travel context. 

 

To engage in strategy play for 

deliberate retrieval without speed 

interference. 
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MLP6 

Activity 
Material 

and aids 

Time 

needed 

Interaction 

patterns 
Objectives 

Fashion 

Memory Chain 

 

 

Fashion Police 

Debates 

Teacher's 

voice, word 

list 

 

Teacher's 

voice, 

whiteboard  

20m 

 

 

 

25m 

 

 

T-S / S-S 

 

 

 

Group work, S-S 

 

To repeat/remember sentences with 

collocations to build automaticity. 

 

 

To navigate connotations and register 

through debate for elaboration. 
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