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Abstract: Contemporary education increasingly recognizes the importance of student engagement in effective learning,
particularly in subjects like Araling Panlipunan where traditional teaching methods often fail to sustain interest. This study was
conducted at Bukidnon State University Secondary Laboratory School during the 3rd quarter of the school year, involving 45 Grade
10 students who exhibited concerning levels of disengagement-with only 40% actively participating and 58% reporting boredom in
pre-test assessments. Despite growing research on teaching strategies, significant gaps remain regarding the effectiveness of
gamification in Philippine classrooms, particularly its impact on both engagement and disaffection dimensions. The study aimed to
optimize engagement through Tuklas-Talino gamification by specifically measuring changes in four dimensions: behavioral
engagement, emotional engagement, behavioral disaffection, and emotional disaffection. Using a one-group pretest-posttest design,
the intervention employed a Jeopardy-style quiz game with competitive and collaborative elements, with data collected through
Likert-scale questionnaires and analyzed via paired t-tests. Results showed significant improvements across all dimensions
(p<0.001), particularly in emotional engagement where "Class is fun" ratings increased from 2.36 to 3.13. Future research should
explore longitudinal effects and adaptations for diverse learning contexts, while addressing potential drawbacks of gamification's
competitive aspects. These findings demonstrate how well-designed gamification can transform engagement in social studies

education.
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1. INTRODUCTION

Education is continuously evolving, necessitating
teaching strategies that actively engaged students. This
evolution was particularly relevant in subjects like Araling
Panlipunan, where traditional methods often failed to sustain
student interest or encourage meaningful participation. By
acknowledging the limitations of conventional instructional
approaches and integrating innovative strategies such as
gamification, educators created a more dynamic learning
environment that fostered both academic achievement and a
lasting passion for learning.

The research problem highlights concerning levels of
student disengagement across behavioral and emotional
dimensions. Specifically, only 40% of students affirmed
putting forth effort in their schoolwork. This is contrasted by
a notable degree of behavioral disaffection, where about 51%
of students indicated their minds frequently wander or they
engage in superficial work without full engagement.
Furthermore, emotional disaffection appears significant, with
58% of students reporting feelings of boredom during
classroom activities, underscoring a lack of positive
emotional connection with their learning experiences.

Despite existing literature on teaching strategies in
Araling Panlipunan, there was a significant gap regarding the
effectiveness of gamified instructional methods in enhancing
student engagement. Most studies focused on traditional
teaching approaches without exploring interactive strategies
that aligned with contemporary educational needs,
particularly in the Philippine context.

This study examined the relationship between
gamification and student engagement in Araling Panlipunan

10. It posited that incorporating gamified activities, such as
“Tuklas-Talino” modeled after Jeopardy, significantly
increased student engagement levels compared to traditional
instructional methods. By allowing students to actively
participate in competitive, knowledge-based activities, this
strategy aimed to create a more immersive learning
experience. This approach aligns with Domain 2, Strand 2.5
of the Philippine Professional Standards for Teachers, which
emphasizes the meaningful integration of ICT in teaching and
learning to enhance student outcomes (Department of
Education, 2017). Utilizing digital gamification tools
supports a dynamic learning environment that motivates
learners through interactive and technology-enhanced
experiences.

Several studies highlighted effective methods for
increasing student engagement in Araling Panlipunan.
Zirawaga et al. (2017) found that game-based activities
significantly improved student interest and participation.
Research by Ozerk (2020) emphasized the importance of
creative  teaching  methods, including multimedia
presentations and interactive activities, in maintaining
engagement. Additionally, Abdulrahman et al. (2020)
demonstrated that active learning approaches, such as
multimedia-based instruction, enhanced student interest and
led to better educational outcomes.

Research in Philippine classrooms showed that students
exposed to game-based learning (GBL) outperformed their
peers in traditional settings. Bayrante (2021) found that
students in the GBL group exhibited significantly greater
motivation. Similarly, studies by Almazan et al. (2022) and
De Leon et al. (2022) confirmed that game-based learning
positively impacted academic achievement in various
subjects, including Araling Panlipunan.
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The primary objective of this research was to optimize
students’ engagement in Araling Panlipunan 10 through
Tuklas-Talino gamification. Specifically, it sought to assess
changes from pre-intervention to post-intervention in the
following; behavioral engagement, such as participation in
class discussions and activities; emotional engagement,
including students' enthusiasm and interest in learning;
behavioral disaffection, reflected in disengagement and off-
task behaviors, and; emotional disaffection, characterized by
feelings of boredom and frustration with learning tasks.
Ultimately, the research intends to measure the effectiveness
of Tuklas-Talino gamification in four dimensions in
enhancing student engagement and minimizing disaffection
within the educational setting.

2. MATERIALS AND METHODS

This study utilized a quantitative descriptive research
design to examine the impact of gamified instructional
strategies on student engagement in Araling Panlipunan 10.
The action research was conducted during the 3rd quarter of
the school year at Bukidnon State University Secondary
Laboratory School, located at Casisang, Malaybalay City,
Bukidnon, Philippines, providing a conducive environment for
assessing the effectiveness of innovative teaching strategies
within a real classroom context.

The primary participants were 45 Grade 10 students
students enrolled in Araling Panlipunan 10, who were the
primary beneficiaries of the study; Araling Panlipunan pre-
service teachers responsible for implementing the gamification
strategy in their classrooms, whose perspectives were crucial
for understanding the practicality and challenges of these
instructional methods; and a supervising instructor who
oversaw the research process, offering guidance, feedback,
and evaluation to ensure adherence to academic standards and
an objective assessment of the methodology and outcomes.

Data were collected using a structured questionnaire
adapted from Skinner et al. (2008) designed to measure student
engagement levels before and after the implementation of the
gamified instructional strategy. The questionnaire included
four-point Likert scale with five questions per dimension:
behavioral engagement (e.g., participation in class discussions
and activities); emotional engagement (e.g., enthusiasm and
interest in learning); behavioral disaffection (e.g.,
disengagement and off-task behaviors), and; emotional
disaffection (e.g., boredom and frustration with learning
tasks).

The data-gathering process began with a pre-
implementation survey to assess baseline engagement levels
among students. Following this, the “Tuklas-Talino”
gamification activity was conducted as a competitive, game-
based strategy modeled after Jeopardy. The game features a
leaderboard with two categories—Multiple Choice (Category
1) and Non-Multiple Choice (Category 2)—each containing
10 questions. Teams take turns selecting questions, with
different members answering each time. In Category 1, correct

answers earn +3 points (10-second limit) and a lucky box with
random bonuses/penalties (+1 to +5 or -1 to -5), which the
team can keep or pass to opponents. Category 2 offers +5
points per correct answer (20-second limit), and teams pick
from five lucky boxes containing higher-stakes points (+1 to
+10 or -1 to -10) or fun challenges (riddles, tasks, or bonus
questions) for extra rewards. A scorekeeper tracks all points,
and the team with the highest score wins special recognition.
After completing the intervention, a post-implementation
survey using the same questionnaire was administered to
evaluate changes in student engagement levels.

To evaluate the effectiveness of the intervention, this study
utilized a one-group pretest-posttest design. Descriptive
statistics, including means and standard deviations, were
computed to summarize student engagement levels before
(pretest) and after (posttest) the intervention. A paired sample
t-test was then conducted to determine whether there was a
statistically significant difference between the pretest and
posttest engagement scores, thereby assessing the impact of
the intervention.

3. RESULTS AND DISCUSSION

Table 1. Numerical and descriptive equivalence of
behavioral and emotional engagement.

Scal Avera Descripti Interpretat
e ge ve ion

Score Equivalen
Range t
4 3.51 - Very True Very High
4. 00 Enaaaenent
3 2. 51 - Somehow High
3.50 True Enaaaement
2 1. 51 - Somehow Low
2,50  nottrue  Enaaagement
1 1. 00 - Not at all Very Low
1. 50 true Enaaaement

Table 2. Numerical and descriptive equivalence of
behavioral and emotional disaffection.

Scal Avera Descripti Qualitative
€ ge ve Interpretat
Score Equi val en ion
Range t
4 3. 51 - Very True Very High
4. 00 Disaffectio
n
3 2. 51 - Somehow High
3. 50 True Disaffectio
n
2 1.51 - Somehow Low
2.50 not true Disaffectio
n
1 1. 00 - Not at all Very Low
1. 50 true Disaffectio
n

Table 3. The 1 evel s of enoti onal engagenment,
behavioral engagenent, enotional
disaffection, and behavi oral
disaffection of students before the
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impl ementation of the “Tuklas-Talino”
intervention.
Di mensi ons Mean Q.l

Behavioral Engagement

[ try hardto dowell in 3. 04 HE
school .

[ work as hard as I can. 3.00 HE
[ participateinclass 2. 67 HE
di scussi ons.

[ pay attentionin 2.87 HE
class.

[listenverycarefully 2.91 HE
inclass.

Average 2. 90 HE
Emoti onal Engagenment

I feel goodinclass. 2.56 HE
[ feel interested 2.56 HE
during activities.

Class is fun. 2. 36 LE
I enjoylearni ng new 2.78 HE
thinegs.

[ get involvedin 2.71 HE
activities.

Average 2. 59 HE

Behavi oral
Disaffection

[ just act like I’m 2. 60 HD
wor ki ne.

I don’t try very hard at 2. 40 LD
school.

[ dojust enoughto get 2.56 HD
bv.

I thi nk about other 2. 49 LD
thi nes.

My mi nd wanders. 2.58 HD
Average 2. 53 HD

Emoti onal
Disaffection

I feel boredinclass 2.71 HD
activities.

I feel nervous or 2.62 HD
worriedinclass.

I feel discouraged. 2.58 HD
Class is not fun. 2. 64 HD
[ feel 2. 64 HD
mad/frustrated/badin

class

Average 2.64 HD

Table 3 presents the levels of emotional engagement,
behavioral engagement, emotional disaffection, and
behavioral disaffection among students prior to the
implementation of the Tuklas-Talino intervention. The
results are based on mean scores and their corresponding
qualitative interpretations (QI).

Among the four dimensions, Behavioral Engagement
recorded the highest mean score (2.90), indicating that

students were generally putting effort into their tasks and
staying attentive in class. Emotional Engagement followed
with a mean of 2.59, reflecting moderate but positive
emotional involvement in learning. On the disaffection
side, Emotional Disaffection showed the highest mean
(2.64), suggesting students frequently experienced
negative emotions such as boredom or frustration.
Behavioral Disaffection had a slightly lower mean of 2.53,
still interpreted as High Disaffection, which points to some
students displaying passive or disengaged behaviors.

These findings suggest that while students demonstrate
strong behavioral and emotional engagement, there are
underlying indicators of emotional and behavioral
disaffection. The high scores for effort and attention
reflect a generally positive academic orientation.
However, limited class participation and low enjoyment
ratings suggest that engagement may be more
compliance-driven than intrinsically motivated. The
presence of emotional disaffection, such as boredom and
frustration, points to a disconnect between behavioral
compliance and emotional investment in learning.

This discrepancy aligns with Fredricks et al. (2004), who
argue that behavioral engagement (such as following
instructions) does not always reflect genuine emotional
investment in learning. At the same time, signs of
disaffection were evident, with students reporting passive
participation, boredom, and frustration—a pattern
consistent with Skinner et al. (2008)’s observation that
disengagement often manifests as superficial compliance
rather than outright rebellion. In the Philippine context,
Bernardo and Cordel (2021) suggest that such behaviors
may stem from traditional, teacher-centered classroom
dynamics, where students prioritize pleasing authority
figures over personal interest in lessons. Additionally,
Dela Rosa and Cleofas (2019) note that emotional
disaffection—such as boredom and discouragement—
often arises when students perceive learning as irrelevant
or monotonous. These insights suggest that while
students may appear engaged on the surface, the
intervention must address deeper motivational and
emotional barriers to foster authentic, lasting engagement
in learning.

Table 4. The levels of enmotional
engagenent, behavi oral engagenment,
enotional disaffection, and behavioral
disaffection of students after the
impl ementation of the “Tuklas-Talino”

intervention

Di mensi ons Me QI
an

Behavioral Engagenent

[ try hardto dowell in 3. HE
school . 44
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I work as hard as I can. 3. HE
38

[ participateinclass 3. HE

di scussions. 27

[ payattentioninclass. 3. HE
33

[ listenverycarefullyin 3. HE

class. 36

Average 3. HE
36

Emoti onal Engagement

I feel goodinclass. 3. HE
13

I feel interested during 3. HE

activities. 24

Class is fun. 3. HE
13

[ enjoylearning new 3. HE

thines. 36

[ get involvedin 3. HE

activities. 33

Average 3. HE
24

Behavioral Disaffection

I just act 1i ke I 'mworking. 2. LD
02

I don’t try very hard at 1. LD

school . 80

[ dojust enoughto get by. 2. LD
07

I thi nk about other 2. LD

thi nes. 07

My mi nd wanders. 2. LD
02

Average 2. LD
00

I feel boredinclass 2. LD

activities. 00

[ feel nervous or worried 2. LD

inclass. 07

I feel discouraged. 1. LD
89

Class is not fun. 1. LD
98

[ feel md/frustrated/bad 2. LD

inclass. 04

Average 2. 00 LD

Based on table 4, the post-test results demonstrated
significant improvements in student engagement and
reductions in disaffection following the "Tuklas-Talino"
intervention. Behavioral Engagement increased from a
pre-test mean of 2.90 (HE) to 3.36 (HE), while Emotional
Engagementrose from 2.59 (HE) to 3.24 (HE). Conversely,
Behavioral Disaffection decreased from 2.53 (HD) to 2.00
(LD), and Emotional Disaffection dropped from 2.64 (HD)
to 2.00 (LD). Notable improvements were seen in specific
items: "I try hard to do well in school" increased from 3.04
to 3.44, "Class is fun" rose from 2.36 (LE) to 3.13 (HE), "I
just act like I'm working" declined from 2.60 (HD) to 2.02

(LD), and "I feel bored in class activities" decreased from
2.71 (HD) to 2.00 (LD).

The post-test results suggest that the "Tuklas-Talino"
intervention effectively enhanced student engagement
and reduced disaffection. The shift from HD to LD in
disaffection dimensions indicates reduced negative
behaviors and emotions. The improvement in emotional
engagement (e.g, "Class is fun") highlights the
intervention’s success in making learning more enjoyable.

The results of the study indicate that the implementation
of the “Tuklas-Talino” gamification activity led to
improvements in both behavioral and emotional
engagement, as well as a significant reduction in
behavioral and emotional disaffection among students.
These findings are consistent with existing literature on
the positive impact of gamification in educational settings.
Hamari, Koivisto, and Sarsa (2014) found that
gamification  generally increases user activity,
engagement, and enjoyment, particularly in learning
environments, which supports the observed rise in
students' active participation and emotional involvement.
Similarly, Dominguez et al. (2013) observed that students
in gamified learning environments demonstrated greater
engagement and reduced signs of disengagement and
dropout intention.

However, contrasting literature offers a critical
perspective. Deci, Koestner, and Ryan (2001) warned that
extrinsic rewards, such as points and badges commonly
used in gamified systems, could potentially undermine
intrinsic motivation if students feel controlled or
manipulated by these incentives. Furthermore, Hanus and
Fox (2015) argued that gamification might actually lower
motivation and academic performance in some learners,
particularly when game elements are perceived as
superficial or distracting from meaningful learning. These
conflicting viewpoints emphasize the need for careful
implementation of gamification strategies, ensuring they
support rather than detract from authentic engagement
and deeper learning outcomes.

Table 5. Result of the paired t-test for
Behavi oral Engagenent.

Dimen Pr Po Me t- p- Interpr
sions e- st an va va etation

Me - Di lu 1lu

an Me ff e e

an (D
)|

Behav 2. 3. +0 11 < Signifi
ioral 90 36 .4 9 0. cant 7
Engag 6 00
ement 1

Table 5 shows the results of the paired t-test for
Behavioral Engagement before and after the
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implementation of the “Tuklas-Talino” intervention. The
pre-intervention mean was 2.90, and the post-
intervention mean increased to 3.36, resulting in a mean
difference (D) of +0.46. The t-value was 11.9 and the p-
value was < 0.001, indicating a statistically significant
improvement in behavioral engagement.

The computed mean difference of +0.46 suggests a
moderate positive change in students’ behavioral
engagement after the intervention. The t-value of 11.9 and
a p-value of less than 0.001 confirm that this change is
statistically significant, meaning it is highly unlikely to
have occurred by chance. The increase in scores implies
that students showed more consistent behaviors such as
paying attention, participating in discussions, and
exerting effort in classroom tasks after engaging in the
gamified learning activity.

The significant improvement in behavioral engagement
indicates that the “Tuklas-Talino” intervention effectively
enhanced students' active participation and effort in
academic tasks. These behaviors reflect stronger
attention, persistence, and willingness to engage—key
indicators of high behavioral engagement. The
intervention likely created a more stimulating and
interactive learning environment, motivating students to
become more involved and responsive during lessons.

This outcome is supported by Reeve (2016), who
emphasized that autonomy-supportive teaching—which
includes offering meaningful choices and fostering
student input—leads to higher effort and classroom
participation. Similarly, Bieg, Backes, and Mittag (2021)
found that structured yet flexible teaching approaches
promote sustained student engagement. Moreover, Sun
and Hsu (2019) demonstrated that gamification enhances
motivation and attention, aligning with the observed
increase in behaviors such as “I pay attention in class” and
“I try hard to do well in school.” The results affirm the
effectiveness of gamified strategies in fostering greater
behavioral engagement in a classroom setting.

Table 6. Summary of the paired t-test for
Enmotional Engagenment

Dimen Pr Po Me t- p- Interpr
sions e- st an va va etation

Me - Di lu 1lu

an Me ff e e

an (D
]

Emoti 2.5 3. +0 17. < Signifi
onal 9 24 .6 4 0. cant 1
Engag 4 00
ement 1

Table 6 summarizes the results of the paired t-test for
Emotional Engagement before and after the
implementation of the “Tuklas-Talino” intervention. The

pre-intervention mean was 2.59, while the post-
intervention mean rose to 3.24, resulting in a mean
difference of +0.64. A t-value of 17.4 and a p-value of <
0.001 confirm that this increase is statistically significant.

The substantial mean difference of +0.64 and the high t-
value (17.4) indicate a strong and statistically significant
improvement in students’ emotional engagement
following the intervention. Emotional engagement refers
to students’ affective reactions to learning, including
feelings of interest, enthusiasm, enjoyment, and a sense of
connection. The data reveal a marked shift toward more
positive emotional experiences in the classroom after the
gamified learning activity was introduced.

This significant increase in emotional engagement
suggests that students became more emotionally
connected and invested in their learning after the
implementation of the “Tuklas-Talino” intervention. This
could be attributed to improvements in classroom
climate, increased teacher support, or the relevance and
enjoyment of the gamified content. A more emotionally
engaging environment helps students feel motivated,
included, and enthusiastic about participating in learning
activities.

This finding aligns with research by Wang and Eccles
(2016), who argue that students' emotional engagement
improves when they feel competent, valued, and
supported within the classroom. Similarly, Reeve and
Tseng (2011) noted that fostering belonging, fun, and
meaningful involvement enhances emotional connection
to learning. In relation to gamification, Dichev and
Dicheva (2017) highlighted that well-designed gamified
systems can promote enjoyment, curiosity, and intrinsic
motivation—factors that drive emotional engagement.
The observed increase in post-intervention emotional
engagement reflects these principles in action, affirming
the value of using interactive, student-centered strategies
to boost affective involvement in learning.

Table 7. Summary of the paired t-test for Behavioral
Disaffection

Dimens Pr Po Me t- p- Interpr
ions e- st an va va etation
Me - Di lu 1lu
an Me ff e e
an (D
)|
Behavi 2. 2. - - < Signifi
oral 53 00 o. 16. 0. cant |
Di saff 53 0 00
ection 1

Table 7 presents the results of the paired t-test for
Behavioral Disaffection before and after the
implementation of the “Tuklas-Talino” intervention. The
mean score decreased from 2.53 (pre-intervention) to
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2.00 (post-intervention), resulting in a mean difference of
-0.53. The t-value of -16.0 and a p-value of < 0.001 indicate
a statistically significant decline in behavioral disaffection.

The negative mean difference of -0.53 and the strong
negative t-value (-16.0) signify a significant reduction in
behaviors associated with disengagement, such as
inattention, withdrawal, or minimal effort. This data
suggests that after the intervention, students were less
likely to “act like they’re working,” “let their minds
wander,” or “do just enough to get by.”

This significant decrease in behavioral disaffection
indicates that the “Tuklas-Talino” intervention was
effective in minimizing passive or resistant classroom
behaviors. Students became more behaviorally present
and engaged, likely due to the increased structure,
motivation, and interactivity provided by the gamified
learning approach. The intervention appears to have met
student needs more effectively, encouraging active
participation and reducing tendencies to withdraw or
disengage from tasks.

This result supports findings from Skinner, Kindermann,
and Furrer (2009), who noted that behavioral disaffection
increases when students feel disconnected or
unmotivated. Similarly, Bieg et al. (2021) observed that
student-centered, structured instruction lowers the
frequency of passive behaviors in class. In the context of
gamification, Sun and Hsu (2019) emphasized that
features like real-time feedback and rewards can keep
students attentive and discourage withdrawal. These
findings align with the observed decrease in behavioral
disaffection in your study, particularly in items like “I just
act like I'm working” and “My mind wanders,” validating
the positive behavioral impact of the intervention.

Table 8. Summary of the paired t-test for Emotional
Disaffection

Dimens Pr Po Me t- p- Interpr
ions e- st an va va etation
Me - Di lu 1Tu
an Me ff e e
an (D
]
Emptio 2. 2. - - < Signifi
nal 64 00 0. 21. 0. cant |
Disaff 64 7 00
ection 1

Table 8 presents the results of the paired t-test for
Emotional Disaffection before and after the “Tuklas-
Talino” intervention. The pre-intervention mean was 2.64,
while the post-intervention mean declined to 2.00,
reflecting a mean difference of -0.64. A t-value of -21.7 and
a p-value of < 0.001 indicate a statistically significant
reduction in emotional disaffection.

The data show a marked decrease of 0.64 points in
emotional disaffection scores, suggesting that students
reported fewer negative emotional experiences—such as
boredom, frustration, or discouragement—after the
intervention. The highly significant t-value (-21.7) further
confirms the reliability of this change. This dimension
assesses students’ affective disengagement and emotional
discomfort in learning environments, which appeared to
lessen post-intervention.

This significant reduction in emotional disaffection
suggests that the “Tuklas-Talino” intervention
contributed to a more emotionally positive learning
environment. Students likely felt more supported,
emotionally safe, and satisfied with their classroom
experiences, resulting in fewer feelings of alienation or
frustration. The gamified structure may have enhanced
emotional regulation by making activities more enjoyable
and reducing stressors commonly associated with
disengagement.

These findings are supported by Wang and Holcombe
(2015), who found that emotional disaffection declines
when students feel emotionally supported by teachers
and peers. Likewise, Loderer, Pekrun, and Lester (2020)
emphasized that engaging, emotionally resonant learning
tools—such as gamified content—can reduce negative
emotional responses in academic settings. The decrease in
emotional disaffection items like “I feel bored in class
activities” and “I feel mad/frustrated/bad in class” reflects
this shift toward more emotionally fulfilling learning.

However, it is important to consider research cautioning
against the overuse or misapplication of gamification.
Hanus and Fox (2015) observed that although
gamification can initially boost engagement, it may reduce
intrinsic motivation and satisfaction in the long term. de-
Marcos et al. (2014) similarly reported a decline in
engagement once the novelty of gamified tools wore off.
Toda, Valle, and Isotani (2019) warned that gamification
might heighten stress and anxiety, particularly for lower-
performing students, while Nicholson (2015) criticized
reward-based gamification for undermining sustained,
intrinsic engagement. These perspectives highlight the
importance of careful, student-sensitive gamification
design to maintain long-term emotional and motivational
benefits.

4. CONCLUSIONS

The study achieved its objective of evaluating
Tuklas-Talino’s effectiveness across the four target
dimensions. Behavioral engagement improved, with
students demonstrating heightened participation and
attentiveness. Emotional engagement surged, particularly
in students’ interest. Indicating a shift from compliance-
driven to intrinsically motivated learning. Conversely,
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behavioral disaffection and emotional disaffection
significantly declined, reflecting reduced passive
withdrawal and frustration. The intervention successfully
bridged the gap between behavioral compliance and
genuine emotional investment in Araling Panlipunan.

5. RECOMMENDATIONS

To optimize engagement, the Tuklas-Talino
approach should be expanded to other topics in Araling
Panlipunan, carefully pairing competitive game
mechanics like leaderboards with collaborative tasks to
maintain intrinsic motivation. For reducing disaffection,
educators should systematically collect and incorporate
student feedback to customize gamified activities, directly
addressing sources of emotional disaffection through
personalized learning challenges. Teacher training
programs need to be implemented, focusing on effective
gamification design principles that balance motivational
competition with necessary emotional support, including
structured post-game reflection sessions. Future research
should specifically investigate the longitudinal effects of
gamification, with particular attention to its impact on
low-performing students who may experience increased
anxiety in competitive learning environments. While
Tuklas-Talino has demonstrated effectiveness in
achieving its goals, ongoing refinement of its design will
be crucial to sustain student engagement beyond the
initial implementation period.
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