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Abstract. Gamification is a method widely used in recent years in the
educational field to facilitate the teaching and learning process using
different game elements and mechanics. The objective of this study was
to analyze the use of non-digital game-based (NDGB) didactic resources
as a strategy to facilitate the learning of Haitian Creole and its culture by
native Chilean adult professionals. The study followed a qualitative
approach, the design of which was a case study corresponding to the
implementation of a Haitian Creole language-learning program. Sixty
Chilean adult professionals participated, of which thirty-one belonged to
the police department and twenty-nine to the local health department.
These professionals have to help Haitian migrants who arrive in the
country without the capacity to communicate in the target language,
Spanish. The instruments used in this case study were participant
classroom observation and a semi-structured interview, both
implemented by the researchers. The results show that NDGB didactic
resources facilitate language learning, favor situated work, and motivate
learners to learn. In addition, it enables the co-construction of
knowledge, based on collaborative work where all learners play a
participatory role in the game. Participants showed greater commitment
to language learning, those they have to attend to, and the needs of those
they have to serve in their professional life.

Keywords: Chilean adult professionals; game-based learning;
gamification; non-digital; strategy

1. Introduction
The theory of evolution proffered by Darwin in the 19th century is as true for the
human species as it is for languages. The field of education and language
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education, in particular, is constantly evolving to cope with the upheavals
brought by globalization at individual and professional levels. The chain of
current events, such as technological access, the COVID-19 pandemic, and
migration, demands responses to different challenges that each of these events
brings to society. Migration is experienced globally. It refers to the number of
individuals living in countries other than that of their birth or origin. According
to the United Nations Organization (UNO, 2019), this number stands at
272 million people in the world.

Chile also experiences the reality of migration (UNO, 2019). Out of a population
of 19 in 2016 million, 2.7% were migrants (CASEN, 2016). This number has
increased significantly in a few years, reaching 8.3% at present, corresponding to
1,492,522 individuals, according to the National Institute of Statistics and
Department of Foreigners and Migration (NIS & DFM, 2020). Most of the migrants
are from Venezuela (455,494), Peru (235,165), and Haiti (185,865). Even though
Haitians are the smallest of these three groups, they are the group that brings the
greatest challenges in the Chilean context in terms of the learning and teaching of
the second language.

The majority of Haitian migrants are adults (92.93%) (Table 1). They speak Haitian
Creole, which means that they do not possess the language skills to communicate
with the receiving community. Furthermore, Haitian Creole is spoken by a
minority who live in Chile in vulnerable conditions (Sumonte, 2020).

Table 1: Haitian migrants by age and gender

Age range Male Female Total
0-19 years 6,317 6,819 13,136
20-onwards 112,751 59,978 172,729
Total 119,068 66,797 185,865

Source: Adopted from NIS & DFM (2019)

Haiti was a French colony inhabited by slaves who attained freedom in 1804. As
such, the Haitian State became the first country on the continent to become
independent. Since its discovery in the 15th century and its subsequent
independence, Haiti has had to overcome different events of violence, political
and economic instability, as well as natural disasters. Regarding the violence and
political instability, it is notable that around 80 presidents have ruled the country
up to date and most of them have ended their mandate irregularly. Some were
assassinated, others fled the country (Jaramillo & Sancak, 2007), and some had to
endure natural disasters such as floods, droughts, tsunamis, and earthquakes.

Regarding the economic sphere, considering the Gini coefficient,! the standard
measure used to establish the differences in income between the poorest and the
richest, the numbers yield a 0.61 level of inequality (Ceara-Hatton, 2017). In 2012,
the official poverty rate in Haiti was 58.7% and the extreme poverty rate was

*The Gini coefficient is a statistical measure of the degree of variation represented in a set of values, used to
analyze income inequality, going from 1 to 0, with 0 being the perfect equality and 1 expressing maximal
inequality.
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23.9%. Subsequently, Haiti's history offers sufficient proof as to why Haitians are
migrating. The events that have occurred from the discovery of the island to the
present, namely political instability and social and economic problems owing to
an elite concerned with their own interests, have left citizens with no choice but
to migrate.

In order to favor Haitian inclusion in the Chilean context, an educational program
for teaching and learning Haitian Creole by Chilean police officers and health care
professionals was developed. These professionals are adults from two
governmental entities who have direct contact with the different migratory
groups. Nevertheless, these professionals have been unable to provide quality
care to the migrant group from Haiti because of communication challenges owing
to language barriers from both sides. Consequently, we designed a set of didactic
resources as a non-digital game-based (NDGB) strategy to be used with the
professionals in order to facilitate the teaching and learning of Haitian Creole.

As such, the objective of this study was to analyze the use of NDGB didactic
resources as a strategy to facilitate the learning of Haitian Creole and its culture
by adult native Chilean professionals. The study tries to fill the gap by advancing
the theoretical knowledge base and making academic developments within the
second language acquisition (SLA) domain by looking at learners” perception of
gamification and its effects on language learning in adult professionals. It also
provides empirical evidence on how adult foreign language learners perceive the
use of NDGB didactic resources.

Most of the literature on gamification and game-based learning (GBL) focuses on
digital games in the educational process. However, non-digital games as learning
tools have not received sufficient consideration owing to little intellectual corpus
being available on this topic (Alfallaj, 2020), and this is a gap considered in this
work. In some studies, some comparisons associated with these two types of
games have been made. Petri et al. (2018) reported that both digital and
non-digital games have contributed positively to students” learning; however,
non-digital games have been shown to yield better achievement of learning
objectives. Alfallaj (2020) recommended that for meeting efficient learning needs,
there should be a collaborative effort between language educators and learners
for designing non-digital games. Using this type of game is advantageous in that
it provides face-to-face communication incorporating different forms of learning,
such as reading, chatting, seminars, tasks, community activities, video clips, and
presentations (Alfallaj, 2020). However, there is a lacuna in the research in the area
of the usage of non-digital games as learning tools in the foreign language
classroom, which the present study wants to fill.

2. Literature Review

This section presents a brief discussion of the theoretical framework
encompassing the concepts of gamification, GBL, and its role in the educational
context.

http:/ /ijlter.org/index.php/ijlter



198

2.1. Gamification and Educational Context

The term “gamification” was coined at the beginning of the 21st century and its
tirst documented use dates back to 2008 (Deterding et al., 2011). Gamification is a
key concept that has attracted attention and holds significance in academia and
practice, especially in education (Manzano-Leén et al., 2021; Sailer & Homner,
2020), and has turned out to be a subject of interest for educational researchers
(Swacha, 2021). Earlier, this concept was used in business to refer to the
application of game elements in order to attract, encourage, and persuade users
to perform a certain action. The concept of gamification is quite complex and
related to applied fields of business, management, and education, among other
tields. Deterding et al.”s (2011) definition of this concept as “the use of game design
elements in non-game contexts” (p. 9) is perhaps a bit simple. The academic world
has been interested in this area, with education being among the top fields
conducting gamification research (Dichev & Dicheva, 2017; Sailer & Homner,
2020; Seaborn & Fels, 2015). Kapp (2012) provided a more comprehensive
definition of this concept, describing it as the use of “game-based mechanics,
aesthetics and game thinking to engage people, motivate action, promote learning, and
solve problems” (p. 10). Thus, gamification may be considered as the application of
game principles and elements in a learning environment to influence behavior,
increase motivation, and encourage student participation.

Gamification, as a concept, has positive outcomes that have been investigated
thoroughly in various fields both “conceptually and empirically” (Dehghanzadeh
et al., 2019). In the context of English as a second/foreign language, gamification
has been seen as one strategy to engage learners (Huang et al., 2019; Landers &
Landers, 2014; Tan & Hew, 2016), to motivate them (Ghasemi et al., 2017), to
influence the learning outcomes (Tan & Hew, 2016), and to help in facilitating
collaborative learning (Buckley & Doyle, 2014). In their quasi-experimental
research, Lukas et al. (2020) established the potential of educational games as a
strategy to enhance learners” memory retention and promote learning motivation.
They highlighted the use of games in creating more interesting, useful, and
meaningful teaching. In another study, Idris et al. (2020) underlined the
effectiveness of Kahoot, a GBL platform used to reinforce English grammar to
learners. The researchers concluded that gamification, through its captivating
features, facilitated reducing the learners” affective filter when learning grammar
and then enhancing their motivation. Nietal. (2020) stated that educational
games help in improving cooperation, collaboration, communication, creativity,
and critical thinking skills among students. This research also highlighted the
potential use of games in English as a second language (ESL) classrooms for better
memory retention of the vocabulary learned. Muntean (2011) pointed out that
gamification allows learner engagement through the use of extrinsic elements
such as levels, points, and badges and promotes intrinsic motivation by
generating appreciation of one’s mastery, autonomy, and connectedness.

The advantages of gamification have been researched and explained under the
theoretical framework of motivation, engagement, and psychology (Le, 2020). The
theory of self-determination (SDT) embodies a broad framework studying human
motivation and personality (Ryan & Deci, 2020). SDT articulates a meta-theory for
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explaining the intrinsic and extrinsic sources of motivation and their roles in
cognitive and social development in individual differences (Ryan & Deci, 2020).
The theory encompasses three important psychological elements of human
motivation: autonomy, competence, and relatedness. Autonomy refers to “a sense
of initiative and ownership in one’s actions” (Ryan & Deci, 2020, p. 1), which is
weakened by experiences of external control. Competence, in this context,
concerns the feeling of mastery that “afford[s] optimal challenges, positive feedback,
and opportunities for growth” (Ryan & Deci, 2020, p. 1). Finally, relatedness is seen
as a “sense of belonging and connection” (Ryan & Deci, 2020, p. 1). In a way, this may
also lead to the collaborative effort in learning. These elements are important to
comprehend “the what (content) and why (process) of goal pursuit and goal-directed
behaviour” (Deci & Ryan, 2000; Ryan & Deci. 2000).

2.2. Gamification vs Game-Based Learning

The real value of game-based mechanics is to create meaningful learning
experiences (Kapp, 2012). Wiggins (2016) offered two scenarios in trying to
distinguish between gamification and GBL. In the first, gamification is included
under the umbrella term of GBL, whereas in the second, these terms are used
distinctly. In the first case, Wiggins (2016) referred to gamification as a
“re-imagination of traditional educational strategies” (p. 19) employed to infuse both
extrinsic and intrinsic motivation within the learner. In the latter, GBL may be
defined as “the use of games (digital or non-digital) in educational contexts as a part of
a learning objective” (Wiggins, 2016). In many instances, these two terms have been
used interchangeably, referring to the same idea (Callaghan et al., 2013; Epper et
al., 2012).

2.3. Collaborative Learning

Chandra’s (2015) understanding of collaborative learning is that “collaboration is a
way of interaction and personal attitude where individuals are responsible for their own
actions, learning, their abilities and contributions of their peers as well” (p. 1). The same
author further stated that collaborative activities are based on the learner being at
the center of instruction and interaction and that groupwork is essential for
learning to occur.

Vygotsky (1997) established that through dialogical and collaborative work,
learners reformulate a problem and then search for and develop a possible
solution. What thus begins as a collective task can be transformed by the learner
into a task to be individually comprehended. Even more, Vygotsky (1997) stated
that from a sociocultural perspective, if the acquisition of new concepts arises
from a given context, they tend to be more meaningful for learners.

Subsequently, learning is socially constructed by the simple act of interacting and
carrying out activities with others collaboratively. It offers opportunities to
(re)construct one’s own models of reasoning and ways of thinking, and to develop
problem-solving strategies according to the conceptions gathered by those with
whom one interacts.

Mitchell and Myles (2004) noted that a learner learns a language to the extent that
it is meaningful to them, which is possible through the collaboration of others who
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belong to the culture that encompasses the second language being learned.
According to Sumonte et al. (2019), collaborative learning is understood as equal
interaction of participants when learning another language. As such, contributors
collectively build intercultural knowledge through the exchange of experiences in
a specific context. This context becomes the space where interaction takes place,
where those who participate in each educational encounter negotiate meanings,
and where whoever guides each encounter provides opportunities for the
conscious construction of knowledge. The relevance of the context is an element
that makes such knowledge concrete, practical, and applicable.

2.4. Interculturality

According to Dietz (2018), the concept of interculturality is used to refer to the
relationships that exist between people who are culturally diverse, as related to
their ethnicity, culture, language, and religion, among other constructs.
Interculturality is not only about accepting others but also about understanding
their way of seeing the world (Gonzélez-Alonso, 2019). In this sense, migratory
groups bring ethnocultural characteristics and diverse languages with them.
Therefore, for an inclusive society respectful of diversity, the goal is not only to
learn the linguistic elements of the second/foreign language but also to move
towards developing the establishment of human skills that facilitate the
construction of a horizontal dialogue avoiding monocultural educational and
social practices. This inclusion is configured as a dynamic process of reciprocal
rapprochement and empathy, which involves the recognition of the differences
and similarities of the other (Torres, 2002, cited in Barrios-Valenzuela & Palou-
Julian, 2014, p. 409). For their part, Rojas Pedemonte and Koechlin (2017) pointed
out that it is necessary to favor intercultural coexistence environments that benefit
the psychological well-being of all members of the community. For this to happen,
these members must recognize the cultural richness of the other. Likewise,
diversity constitutes a valuable component that enriches the community, but at
the same time poses multidimensional challenges, one of these being related to
mutual understanding using a common language and cultural recognition.

Research on language learning and the development of intercultural
competencies that facilitate the inclusion of non-digital GBL in a foreign language
learning (FLL) program is almost unexplored. Therefore, the implementation of
GBL as an FLL strategy in the classroom activities would motivate and stimulate
learners to develop competencies in the use of a foreign language as well as
collaborative work and intercultural exchange.

2.5. General Objective and Research Questions

The objective of the current study is to analyze the use of NDGB didactic resources
as a strategy to facilitate the learning of Haitian Creole and its culture in adult
native Spanish-speaking professionals.

The present study aims to respond to the following research questions:

o RQ1. What are Chilean adult professionals’ perception of using NDGB
didactic resources in their learning trajectory of Haitian Creole as a foreign
language?
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° RQ2. How do NDGB didactic resources facilitate collaborative work
among adult Haitian Creole learners?
o RQ3. How does a NDGB strategy facilitate the intercultural acquisition

process of Chilean adult professionals who are learning Haitian Creole as a
foreign language?

3. Methodology

This research was developed under a qualitative paradigm of the
non-experimental type. We examined Chilean adult professionals’ perceptions on
the use of NDGB didactic resources in their FLL process, as well as how these
resources facilitate the collaborative and intercultural learning of the participants.
Qualitative researchers investigate natural and inductive processes with the
purpose to describe multiple realities to deeply understand the object under
study. In this case, learners” discourses and their behavior while learning a foreign
language using non-digital games were analyzed. The games used were bingo,
scattergories, role-playing, mimicry, and card games.

3.1. Participants of the Study

The participants (N = 60) of the study comprised two groups of adult
professionals. One group comprised police officers (n = 31) and the other health
care professionals (n =29). The non-probabilistic sample of convenience was
composed of 51.6% women and 48.4% men, giving the sample a homogeneous
character. The participants” age varied from 28 to 60 years. In Chile, these two
groups of professionals are motivated to learn Haitian Creole to facilitate
communication with Haitian migrants who do not possess Spanish-speaking
skills. Haitian migrants visit the offices of police officers to legalize the documents
that allow them to stay in the country and, at the same time, to start being part of
the society. Nevertheless, when there is misunderstanding because of the
language barrier, migrants retain their illegal status. Haitian migrants also attend
Chilean health care institutions when they have health problems. Doctors and
nurses find it hard to comprehend the health problems of these migrants because
of language barriers and cultural differences. These two obstacles have had as
consequence the death of some of these migrants.

3.2. Instruments Used

The data collection tools used in this study are a semi-structured interview and
participant observation. Both instruments, developed by us, underwent a content
validity process, with a score of 0.8, and a methodological design proposed by
Galicia Alarcon et al. (2017). This validation includes three evaluation categories:
clarity, coherence, and relevance. Experts from different areas of expertise
validated both instruments. Two experts were from the second/foreign language
learning area, one was an English teacher from a teaching training program, and
one was an expert in research methodology. The kappa statistic (x) was used to
test interrater reliability, which was calculated to be 0.92.

For applying both instruments, a protocol was developed to consider ethical

aspects, with informed consent signed by the participants. Both data collection
tools focused on the participants’ perception of using game-based didactic
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resources in their Haitian Creole learning, as well as on how this strategy
facilitates collaboration, motivation, and comprehension of the target language.
Participant observation was employed once a week during the Haitian Creole
language-learning program. This program ran for three months, twice a week.
The duration of each session was one and a half hours. Interviews were carried
out 15 days after the completion of the program as per the participants’
availability. The interviews were transcribed and thereafter analyzed by each
researcher separately using the NVivo 10 program to validate the results obtained.
The information was codified to identify the number of the question asked; for
example, Q10 means question number 10. In the same way, the field notes during
participant observation were codified as FN and the week as W.

4. Results and Discussion of the Study

As has been said previously, research on gamification has demonstrated its
positive impact on learners. It engages learners in their learning tasks (Huang et
al., 2019; Landers & Landers, 2014; Tan & Hew, 2016), motivates them (Ghasemi
etal., 2017), favors their learning outcomes (Tan & Hew, 2016), helps in facilitating
collaboration (Buckley & Doyle, 2014), and enhances learners’ memory retention
(Lukas et al., 2020). The current work also verifies these positive impacts. By
analyzing participants’ discourses extracted from their responses to the
semi-structured interview and participant observation, we respond in this section
to the three research questions raised in this paper.

4.1 Professionals’ Perceptions of Using Non-Digital Game-Based Didactic
Resources

The first research question deals with the implementation of NDGB didactic
resources and the participants’ perception of their learning wusing this
methodology. One of the participants mentioned that:

“(...) I really liked the methodology implemented in this course (...), the

games were something different. I found it very entertaining; we moved

around the room; we were not always seated.” (Q2)

Gamification is not a new resource used in education and seeks to enrich students’
learning. Research in this area is far from being completed, as the strategy has
high potential strategy to be implemented (Surendeleg et al., 2014). The group of
participants noted they had participated in several training courses, although this
one was different from all the others. None of them had used a GBL approach
before. Rather, the class methodology comprised mainly theoretical work,
memorization, and no movement; they had to sit down during the whole course.
One of the participants stated:

“When different courses are given (...) everyone is seated; it is not in a

group, you do not move, only the teacher talks (...), but the method of this

course strengthens the connections between students. I did not know

some colleagues who are working in other clinics (...). The methodology

is entertaining.” (Q2)

All the participants agreed that the games used in class were entertaining and

dynamic, and they felt that they were motivated to think and be attentive to the
content developed in the class. We can say that this confirms the purpose of
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gamification; it is not for enjoyment, but rather favors motivation, engagement,
and user experience (Bencsik et al.,, 2021). The dynamics made it easier to
remember the content when they had to apply it outside the classroom, in their
workplace, where they were confronted with Haitian migrants without any
knowledge of Spanish. Surendeleg et al. (2014) mentioned some studies that have
discovered that knowledge can be deeply absorbed through gamification and also
include not only young people but also adults.

The different games allowed for various contents to be learned using several
dynamics. For example, cards were used to learn vocabulary. In this game,
participants were shown a printed word on a card, and if they knew its meaning,
had to run to take it and make a sentence using that word on a whiteboard. The
participant who constructed the sentence correctly received a score, which would
be part of their evaluations. Regarding this exercise, one participant responded:

“For example, when we worked with the cards, we had to run out and

make a sentence, so we all had to make a sentence.” (Q2)

Mimicry is mainly structured to facilitate the learning of actions (verbs).
Participants who guessed the action represented through mimicry had to stand
up from their seat, verbalize the action, and perform it themselves. The participant
then had to choose a classmate for the next representation. Regarding this game,
a participant stated:

“The verbs are always difficult, but mimicry helped me to understand

them because, later, in the evaluation or when I had to use them at work,

I tried to remember the game and it allowed me to make the relationship

between the mime and the verb.” (Q6)

Another game used for learning was bingo (Figure 1), whose objective is to
connect the number mentioned orally with its respective number on a cardboard
card. First, participants had to listen to a number read out by the teacher. Then,
they had to mark it on their cards and repeat the number. This game involved
three levels: first, the one who completed one line of five numbers on the
cardboard card, then two lines, and finally, the one who completed all the
numbers. For each level, the participant who achieved that level first was
rewarded with an object (Figure 1).

Figure 1: a) Playing bingo and b) receiving a reward after finishing the task (W2)
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4.2 Collaborative Work through the Non-Digital Game-Based Didactic
Resources

Collaborative work and the joint construction of intercultural knowledge are
favored among students based on their knowledge in the process of learning. This
involves the development of linguistic competencies of the foreign language by
employing games. In this context, each participant is responsible for their
learning, but at the same time is part of the learning of the other. According to
Hiltz and Turoff (1993), collaborative learning can be defined as a process that
favors group or cooperative efforts among teachers and students. They further
added that in this process of collaborative learning, knowledge is seen as a social
development, which facilitates the educational process in an environment, which
assists peer interaction, evaluation, and cooperation.

Interaction enriches the learning process because it allows learners to experience
different starting points (Bencsik et al., 2021). Therefore, learning occurs by
collaborating with each other and placing individuals” own understanding at the
service of others. In these tasks, all participants worked as a team to accomplish
the same objectives, contributing from their own expertise. Currently, considering
the diverse daily cultural reality, social contexts call for didactic strategies directed
to favor interactive situations (Barrera Vazquez & Cabrera Albert, 2021). In this
case, learners understand that each one has certain knowledge that can be shared
allowing them to achieve the objective. Regarding this, one of the participants
stated:

“We got together to study, and we were willing to do it, to review; each
one contributed what we knew to finish the task.” (Q5)

According to the Vygotskian view, “learners appropriate cultural practices and tools
through interaction with more experienced members” (Diaz, 2003, p. 3). This was
noticed in the following observation during a class.

“When groups of five to seven members must be formed to solve assigned

tasks, each participant contributes his or her knowledge to achieve the

objective. During this process, it is observed that everyone contributes

and complements each other until the work is completed.” (FN, W4)

An example of this is scattergories (Figure 2). In this game, groups are formed,
standing in front of a whiteboard. They choose someone to write a word using a
given letter. The rest of the group helps to find the word that has that letter. The
first one to write the word receives extra credits for the whole group. The
enhancement of this type of context promotes participation in the learning
activities because of the opportunities to collaborate, which means more chances
to achieve the assignment.
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Figure 2. Collaborative learning by using scattergories (W4)

Vygotsky (1997) pointed out that dialogic and collaborative work allows learners
to reformulate a problem and search for and develop a possible solution. In this
case, the game that begins as a collective task allows the internalization of the
language initiated from the knowledge common to all and then applied in the
professional environment individually. From this perspective, learners develop,
as a group, the construction of knowledge, which constitutes both collective and
individual knowledge (Wink & Putney, 2002).

4.3 Intercultural Acquisition through Non-Digital Games

At the beginning of the Haitian Creole language-learning program, games were
used for learning language in a concrete manner. After a while, these games were
used in a non-concrete manner to build cultural awareness and knowledge
exchange among participants.

For example, one of the contents was to learn the days of the week. For this
purpose, seven different cards, each with a day of the week, were displayed.
When reaching Sunday, the instructor in the classroom asked what was done in
Chile on a Sunday, because Sunday is a religious day for Haitians. In this case, the
concrete element (the card) allows sharing a cultural aspect that is not concrete.
We made the following observation regarding this:

“The days of the week are taught. Cards with each day are shown;

students work in groups of seven people, each reading one day. By the

time they get to Sunday, a Haitian person in the classroom asks what

they do in Chile on Sundays. At this point, the group stops and begins to

share what Chileans and Haitians do on Sundays in their respective

countries.” (FN, W2)

The cultural-knowledge exchange allows students to represent their worldview
through the learning of a language. It could also be explained from the affective
dimension of intercultural communication which implies establishing
relationships with interlocutors whose cultural referents differ from each other
(Chen & Starosta, 1998). In this context, it is important to consider including
cultural aspects when working on a foreign/second language-learning program.
Regarding this, a participant stated:

“All of this is also important (...) to know their country, their language;

we got to know them, what they do, their family, what they like; we
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comprehend better how they understand things, we get to know their
culture.” (Q5)

The instructors who led each session of the program were native speakers of
Haitian Creole. The teaching of native speakers may favor what Mitchell and
Myles (2004) pointed out, that a language is learned to the extent that it is
meaningful to the learner. In this case, the interaction between the participants
and the native speakers who were willing to answer all their questions regarding
the use of the language may possibly be a plus. These instructors also facilitate the
development of activities using role-play, where Chilean learners and instructors
use real situations of both countries to practice the language and understand how
to deal with these situations in both cultures. Blatner (2009) pointed out that role-
playing is a strategy that facilitates the development of skills such as taking
initiative, communication, problem solving, confidence, and teamwork. Likewise,
it offers the student the possibility of personifying or simulating real situations
about the cultural differences, values, and beliefs of the citizens of both countries.
The student uses Haitian Creole, on the one hand, and comprehends their ways
of understanding reality, on the other. One of the participants stated:

“The role-play is one of the activities that I liked the most, since we were

able to imitate, for example, how to face a Haitian couple when they go to

the doctor’s office, with the differences and similarities with our own

ways of acting.” (Q4)

Regarding couples, the Chilean participants highlighted the differences between
the way in which men and women relate to each other as a couple. The
conversation led to them concluding that Haiti has what they considered a
male-dominated culture. Accordingly, Lamour (2021) stated that Haitian society
is sexist. One participant pointed out that:

“I liked learning about their culture. I considered them a macho society.

A few days ago, a couple came to be seen, and I told her to sit down, but

he sat down - that bothered me. Now, I understand that it is part of them,

that it is their way of understanding each other and it is part of their

culture.” (Q11)

The participants” discourses demonstrate a favorable perception of the use of
non-digital games in that it facilitates the acquisition of the target language,
promotes collaborative work, and develops intercultural componence. The
favorable perception is achieved because the focus of learning is on how it is
learned (Manca et al., 2019). In this regard, second/foreign language learning
processes address not only external factors but also psychological ones (Ranjan &
Philominraj, 2020). Therefore, learning in this type of context with the use of GBL
provides opportunities to enhance learner commitment in language acquisition.
These types of student-centered teaching methodologies provide meaningful
learning (Philominraj et al., 2021) and ensure greater success in language learning.

5. Conclusion

This paper introduced and analyzed the use of NDGB didactic resources as a
strategy and learning approach for learning a foreign language spoken by a
minority group. In this sense, the study could successfully achieve its main
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objective and respond to the research questions raised. The research study
highlighted that NDGB didactic resources can serve as a useful strategy to learn a
language. It allows the student to be engaged in the activities, resulting in active
participation in their own learning and that of their peers. In the same line, both
types of motivation (intrinsic and extrinsic) could be identified in this research.
The participants were first extrinsically interested in communicating using
Haitian Creole because they needed to offer qualified assistance. Nevertheless,
learning the language and at the same time its culture through a gamified context
allowed them to develop intrinsic motivation by showing their interest in
continuing their learning beyond the end of the program. GBL strategy supports
educational processes. This strategy is at the learning service and not the other
way around. Hence, learning experiences should be designed considering the
elements of a game. The study was limited to two groups of professionals; we
therefore propose the inclusion of other groups and younger people for further
study. Based on the findings of the research, we recommend a systematic
teacher-training program and continuous development in using NDGB didactic
resources to enhance learners” engagement and motivation.
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