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The EduSpace Lernwerkstatt at the Free University of Bozen-Bolzano is an open learning environment for
initial teacher education and further education of kindergarten and school teachers. It provides didactical
materials including games for content learning and 21 century skill development. In this article we report
from one part of a threefold study on the board game The Next Generation of Change Makers in which we
capture pupils’ participatory experiences whilst gaming during the annual project days at school. For the
evaluative research, conducted on 85 Grade 12 pupils at an upper secondary school in South Tyrol, we ran
a post-game online questionnaire and combined descriptive data analysis with a thematic analysis of re-
sponses. The results can be discussed towards the opportunities for pupils to engage and improve in par-
ticipatory action with the board game and allows us to draw conclusions towards the curricular concept of
open learning environments in teacher education.

EduSpace Lernwerkstatt alla Libera Universita di Bozen-Bolzano & un ambiente di apprendimento aperto per
la formazione iniziale degli insegnanti e la formazione continua di docenti e maestri di scuola dell'infanzia.
Fornisce loro materiali didattici, inclusi giochi per apprendere contenuti e sviluppo delle abilita del Ventu-
nesimo secolo. In questo articolo riportiamo una parte di uno studio in tre parti sul gioco da tavolo The Next
Generation of Change Makers, in cui cogliamo le esperienze partecipative degli studenti durante la pratica
ludica in occasione delle giornate scolastiche dedicate al progetto annuale. Ai fini della ricerca valutativa,
condotta su 85 studenti del quarto anno di scuola secondaria superiore dell’Alto Adige-Sudtirol, abbiamo
somministrato un questionario on-line post-gioco e integrato I'analisi descrittiva dei dati con I'analisi tematica
delle risposte ricevute. | risultati contribuiscono alla discussione sulle opportunita per i discenti di farsi coin-
volgere e migliorare l'azione partecipativa attraverso il gioco da tavolo e ci consente di trarre conclusioni
sul concetto curricolare di ambienti di apprendimento aperti [open learning environments] nella formazione
degli insegnanti.
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1. Introduction

The EduSpace Lernwerkstatt at the Faculty of Educa-
tion in Brixen-Bressanone at the Free University of
Bozen-Bolzano is essentially a media library for learn-
ing environments from kindergarten to secondary
school. The wide range of materials on offer is in-
tended to enable students in initial teacher education
to familiarise themselves with potential didactical re-
sources and to apply them on their teaching plans or
use them in their teaching experiments (Stadler-Alt-
mann & Schumacher, 2020). Being a university learn-
ing laboratory bridging theory with practice, the
EduSpace Lernwerkstatt is also open to experienced
teachers for further training purposes and borrowing
options.

Student teachers, since they are novices in teach-
ing, are usually supported in their use of the provided
materials within seminar-based and internship
courses in the EduSpace Lernwerkstatt:

“The Master's programme not only aims to
strengthen the subject areas but also pro-
vides more related pedagogical and didactic
courses where students can test the transfer
of the theoretical knowledge acquired in lec-
tures in a practical setting. The internship
starting in the first year of study serves the
same purpose” (Curriculum LM-85 bis, 2017).

Another important goal is to enable student teach-
ers to independently search for suitable teaching ma-
terials for lesson planning or preparing assignments
for pupils during their practical training in kinder-
gartens and schools (Schumacher et al., 2020).

New materials are regularly added to the EduSpace
Lernwerkstatt, and the decision what to purchase, is
due to various reasons: to provide a collection of
good inclusive practice examples, include material
recommended or requested from colleagues, which
they use in their seminar teaching, and occasionally
also material that serves as negative examples to be
critically reflected on. Typically, these materials are
demonstrated and discussed by lecturers in class or
included in guided assignments. Yet, this level of re-
flective engagement is not ensured when student
teachers approach the materials in their own during
self-directed study time. Against this background, we
forward the thesis that the EduSpace Lernwerkstatt
should not only offer catalogued materials in the man-
ner of a traditional media library but provide a form
of scaffolding as professionalising guidance during
the self-study time. To this end, we take intermediate
steps by exploring how pupils use material that is at
offer and determine in what respect the learning ex-
pectations are met by them. On that basis, we deduce
what didactical supplement is needed. Thereof, we
draw first conclusions about the possible assistance
student teachers would benefit from when planning
lessons self-organized in the learning environment.
Our intension is to stimulate the progress of their
pedagogical and didactical skills.

The study, we present, was part of a three-strand
exploration of a board game with a simulation for ado-
lescents, called The Next Generation of Game
Changer, which is supposed to foster entrepreneur-
ship (Morselli et al., 2025).As such it likewise addresses

21+t century skills, which involve analysing information
and arguments to make informed decisions, manag-
ing and resolving disputes in a constructive manner,
valuing and respecting different perspectives, devel-
oping the ability to lead and inspire others, and mak-
ing ethical decisions based on principles of justice
and fairness (Cotton, 1990; Patrick, 2003). Since these
skills are also incorporated in the framework of edu-
cation for democratic citizenship (Brieger et al. 2024),
we expected compelling participatory practices and
benefits for the pupils playing the game.

In this paper, firstly, we describe the game, classify
it according to the concept of pupils’ participation in
school, and highlight its potential for participatory
learning. Secondly, we present the research design
and the results of the exploration. Thirdly, we analyse
the result relating them to the specific context in
which the game took place and, finally, we discuss
what should be pedagogically and didactically antici-
pated if the game is to be played in a school context
to increase its positive effects. By laying this out we
nourish the idea to supplement self-driven activities
in the EduSpace Lernwerkstatt and provide facilitation
for novices or even experienced teachers how to pre-
pare the game’s application and anticipate functional
and non-functional actions that pupils might perform
(Mian & Kansteiner, 2025).

2. Outline of the objectives and structure of the
board game

The board game The Next Generation of Change
Maker (NGoCM) was designed by educators and busi-
ness professionals associated with the Initiative for
Teaching Entrepreneurship (IFTE) for secondary
schools to inspire young people to the role of future
changemakers to begin their entrepreneurial ven-
tures. Additionally, it encompasses basic personal and
social topics such as responsibility and autonomy,
with the stated objective of fostering solidarity in so-
ciety (Lindner, 2020).

In contrast to teacher-centred methods, the game,
which simulates the phases of an entrepreneurial pro-
cess, includes several opportunities of participation
and initiates self-driven but collaborative decision
making. The first step playing the game is called Inspi-
ration. In this initial phase, pupils are split into small
groups of three to six members. To foster collabora-
tion and simulate common functions within en-
trepreneurial teams each player is assigned a specific
role like Chief Executive Officer (CEO), Chief Time Of-
ficer (CTO), Chief Process Officer (CPO), Chief Docu-
mentation Officer (CDO) or Chief Happiness Officer
(CHO). These roles ought to help pupils to experience
and understand organisational dynamics. Once they
have been formed, each team selects its en-
trepreneurial mission (term in the instructions) by
drawing a card that prompts collective brainstorming.
This process prepares each group member for the
second phase of Idea Generation, in which they
jointly develop their mission. This can be accom-
plished by considering different perspectives and in-
cluding the environmental and social impact of the
intended project. In the third phase of Entrepreneurial
Design, the teams begin to elaborate the business
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Figure 1. Learning approach for entrepreneurship education (Lindner, 2015, p. 45).

models developed in previous phases. The groups
employ a streamlined iteration of the Business Model
Canvas (Osterwalder & Pigneur, 2010), a tool designed
to facilitate the delineation of the key elements of an
entrepreneurial proposal. This approach enables the
groups to evaluate their concepts from various per-
spectives including potential customers, value propo-
sitions, suppliers, available resources, costs, and the
enterprise's financial viability and sustainability. In the
last phase of Final Check and Pitch, the teams prepare
the concluding presentations. This is, according to the
game manual, the culmination of activities because
each business proposal is presented to the entire
class, followed by a question-and-answer session. This
session is modelled to encourage reflection on the
strengths and weaknesses of each business idea.

Playing the game and following these steps, pupils
are expected to come across experiences that can be
classified within the complex field of participatory
practices associated with entrepreneurship educa-
tion, such as development with a social responsibility
perspective, critical (self-)reflection, dialogue and de-
bate, as compiled by Lindner (2015) who build on var-
ious learning approaches (see Figure 1).

2.1 Classification of the board game

The distinction between playing and gaming is an on-
tological issue because it concerns structure and for-
malisms (Kampmann, 2019). Play can be characterised
as an activity that involves the creation of imaginative
scenarios and the construction of a temporary au-
thentic world. Participants generally strive to maintain
immersion in their fictional environment while play-
ing. In contrast, games, appear as structured activities
that involve interpreting and optimising objectives,

rules and tactics within defined time and space limits.
In the game-mode, the aim is usually to climb to the
next level and follow closely the structure. Although,
games and play are not the same thing, games incor-
porate elements of play, such as spontaneous, imagi-
native and self-determined action within the game's
specifications. Hence, degrees of autonomy, enjoy-
ment, creativity and role-playing are given (Staccioli,
2021).

Thanks to the play qualities in conjunction with
the multifaceted rules and specifications of a game,
the NGoCM format enables pupils to act indepen-
dently and participate in decision-making processes
in a quite comprehensive manner. In other words, the
methodological structure fundamentally embodies
the idea of participation (see below).

The popularity of gamification and serious games
as tools for media education has grown in recent
years, as they have proven effective in engaging and
motivating pupils to learn (Salen, 2008; Ciziceno,
2023). To stimulate engagement with content, games
must be appealing and offer an enjoyable experience
(Baar, 2020). Studies consistently report that digital as
well as board game-based formats not only foster
knowledge acquisition but promote active participa-
tion. In addition, research by Zalewski et al. (2019) has
shown that playing board games contributes to the
advancement of critical skills such as problem-solving,
creativity, pattern recognition, and strategic thinking,
as players engage in overcoming complex challenges.
These findings have recently been confirmed by a sys-
tematic review by Sousa et al. (2023), in which the au-
thors focused on the operationalisation of various
specific objectives to assess the potential of these
games for learning. Their data on learning outcomes
revealed considerable variability about how board
games promote a diverse array of educational experi-
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ences like increasing soft skills as communication and
collaboration besides the content related compe-
tences.

2.2 Ratio of participatory practices

Against the backdrop of Dewey’s educational theory
(cf. Dewey, 1916), a variety of schooling arrangements
and teaching methods have been discussed and eval-
uated that build on the idea of ‘learning by doing’and
involve pupils in democratically arranged processes
and thus strengthen their skills of participation (Him-
melmann, 2010; Beutel, 2021). Among the teaching
methods providing such processes are projects (Gun-
zenreiner et al., 2024; Jormfeldt, 2023) but also real-life
simulation games like prominently School as a state
(https://www.schule-als-staat.eu/).

In contrast to the general idea of intentional edu-
cation, in which the learning processes is determined,
controllable, and reliable (see also for its critical dis-
cussion Breidenstein, 2020), these educational meth-
ods advocate an exploratory approach to learning
objects that encompass the playful development of
skills— and naturally unpredictable alternative courses
of action.

From a theoretical point, the composite of teach-
ing and participatory learning environment can be
characterised as inherently ambivalent (Beutel, 2021).
From a broader theoretical perspective, such contra-
dictions in educational teaching have been funda-
mentally reflected, and six sets of contradictory
demands on action in professional educational prac-
tice have been analysed (Helsper, 2004). Our example
corresponds with one of them, the organisation-inter-
action antinomy: While academic school research has
identified conditions for success and good-practice-
examples of participatory learning, this is manifested
against an institutional framework that includes re-
pression, exclusion, asymmetrical and uncontrolled
power, or non-transparent performance assessment
(Helsper, 2004).

Participatory actions, naturally, manifest across
varying levels of consequence (Mayrberger, 2012, pp.
6 —7). Our study was mainly guided by this approach
(each level summarised and translated by the au-
thors):

No participation: The learning objectives, content,
working methods, and results are all predeter-
mined. Learners behave according to instructions.
Decoration: Learners only participate when asked
to do so.

Alibi participation: Verbal contributions from
learners have no influence on the situation. Learn-
ers show voluntary, affective reactions.

Interests and expectations: Learners are asked

about their interests and expectations.

Prepared learning environment: Learners are
placed in a prepared learning situation and receive
comprehensive information. They understand the
project and its intended outcomes.
Conceptualisation: Contributions from learners
are recorded and conceptualised later. Learners ar-
ticulate their own ideas about a learning situation.

88

* Participation in decision-making: The idea for a

learning program comes from the teachers. Learn-
ers are involved in decision-making about e.g.
methods, procedures, or assessment criteria.
Proactive self-determination: Teachers act as sup-
portive partners. Learners proactively and inde-
pendently initiate the learning process. They are
responsible for selecting content, goals, and meth-
ods.

Complete freedom: Teachers are informed when
necessary. Learners have complete freedom of
choice and are responsible for regulating the so-
cial, motivational, and metacognitive aspects of
their learning process.

The game, NGoCM, cannot be classified to a single
category but bears the option of experiences ranging
from interests and expectations up to participation in
decision-making within the game’s specifications. The
game aims to encourage pupils to develop an appro-
priate level of volatility and to engage in democratic
and economic social development within the game
and beyond. Once they have understood the process
of entrepreneurship, a further participatory perspec-
tive emerges — that of a self-aware and responsible
adult.

3. Methodology

Whereas Morselli et al. (2025) emphasise the subject-
specific pupils’ outcomes with NGoCM, we were in-
terested in the extent to which the argued strength of
the simulation game meets participatory quality. With
our research we intended to identify the participatory
practices that pupils perform in the steps of the game.
We ran a questionnaire with four items, each for one
of the four phases of the game and with an ordinal-
scaled Likert scale (Doring, 2023) that depicts experi-
enced involvement in the sense of the extent of
participation experience in the four game phases. To
develop the scale, we drew back on Mayrberger (2012)
and condensed it to a five-step gradation as shown in
Table 1.

RQ 1: How much did you participate on the 1, 2", 3
and 4™ stage of the game?

scale Definition
description
1 o comprises interaction level ‘no participation’:

Content, methods, and results of the project

participation are completely externally defined.

comprises interaction levels ‘decoration” and
‘alibi participation’:

Learners take part in an event (e.g. panel dis-
cussion) without knowing in detail what it is
about.

2. by presence

comprises interaction levels ‘interests and ex-
pectations” and ‘prepared learning environ-
ment’: Learners articulate their own ideas
about a learning situation but are not in-
volved in the actual implementation (e.g.,
feedback rounds, evaluation).

3. occasionally
possible
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comprises interaction levels ‘conceptualisa-
tion” and ‘Participation in decision-making’:
The learning process is not initiated with but
by learners and supported by teachers (in
partnership) (e.g., content, objectives, meth-
ods, etc.).

4. mostly
possible

comprises interaction level ‘proactive self-de-
termination:

Complete freedom of decision and responsi-
bility for the design of learning processes for
the learners (as individuals or groups) and
teachers are informed if necessary.

5. self-deter-
mined

Table 1. Pentatonic Likert scale, derived from Mayrberger (2012)
with condensed interaction levels.

To obtain a more profound comprehension of the
underlying factors that precipitated the expressed
grade of participatory involvement, in addition we col-
lected data by two open-ended questions: RQ 2:
“What did you do to fulfil your role” and RQ 3 “How
could you fulfil the role better next time?” We pre-
sumed that the experience of opportunity for partici-
pation was connected to the extent one engages in
the game. To analyse this data the method of qualita-
tive content analysis as outlined by Kuckartz and
Radiker (2022), which combines deductive and induc-
tive category development, was employed.

After we had familiarised ourselves with the data,
we marked meaningful text segments related to the
research questions, and defined categories and
coded. Main categories were the following:

* Role-Related Actions: Specific tasks or behaviours
performed to fulfil duties of the role (“I tried to
motivate the others”).

e Collaborative Contributions: Interaction, commu-
nication, teamwork (“Contributed my opinion &
corrected my colleagues”).

e Self-Reflection & Improvement: Ideas or reflec-
tions on how to improve role performance (“Dis-
cuss more with the group”).

* Challenges or Barriers: Difficulties or obstacles en-
countered in fulfilment of the role (“My role did
not constitute a real task”).

* Metacognitive Awareness: Awareness about learn-
ing or group process (“I was hardly able to fulfill
this role effectively”).

* Autonomous vs Supported Actions: Distinguishes
between self-initiated vs externally supported ac-
tions, (“The teacher helped me to better under-
stand the game rules”).

e [Emotional/Affective Dimension: Expressions of
motivation, satisfaction, or frustration, (“I felt com-
fortable/uncomfortable in my role”).

We got access to an appropriate field, the sec-
ondary school of Economics (WFO) in Bruneck, South
Tyrol. At the WFO they prepare graduates for qualified
professions in all branches of the economy (trade,
commerce, industry, etc.) and in administration, as
well as for professions in the digital sector that require
good economic and technological skills. In October
2018 the WFO got certified as an ‘Entrepreneurship
School” and achieved the second level in 2021.
Through these innovative steps and the biannual re-

certifications, the WFO specifically promotes a cul-
ture of maturity, personal responsibility and solidarity
as part of the ‘entrepreneurial spirit” in all areas of
teaching.

We are grateful to have had the opportunity to ex-
plore the game there with 87 pupils about 17 years
old, in five fourth-year classes. Playing the game was
embedded into so called project days in which pupils
usually get to choose what they work on (in opposite
to teacher-centred lessons). In our case the pupils
were kindly asked to participate in our study and thus
gaming was not self-chosen. During the game, the
teachers were present in the classroom and per-
formed classroom management tasks (as recom-
mended by Manuzzi, 2002); predominantly
monitoring, disciplining, and arranging resources. The
introduction was presented by a researcher.

The sampling can be regarded as a convenience
sampling (Doring, 2024). The teams were randomly as-
sembled. Despite the limitation that there was no op-
tion to run a pre-test, this setting was still satisfactory
considering our interest to explore participatory ex-
perience playing the game within the educational
context.

4. Results

Regarding our research interest it is worth reporting
the overall result of the descriptive data analysis first.
According to this, the pupils’ participatory experience
differs slightly comparing the stages but with a posi-
tive tendency that participation was mostly possible
and even the impression of self-determination was
perceived. In the first and second phase of the game
(Inspiration and Idea Generation), the pupils predom-
inantly felt that they had the opportunity to partici-
pate (N = 87, 43.7%; 46.0%), followed by the fourth
phase (Final check & Pitch), which involved presenting
the idea to the whole group (39.1%). The En-
trepreneurial Design phase, in which the idea was to
be developed using the Entrepreneurial Canvas,
achieved a 33.3% approval rating. Figure 2 provides an
overview.

Various interaction dynamics developed in each of
the teams, which can be differentiated in group-re-
lated and individual participation experiences. To ex-
amine this phenomenon, the survey results were
filtered by group and role. The following graphs show
the pupils’ rating according to the role they had taken
in the game and the specific stage as much as for the
single team in each class. In Figure 3 to Figure 7 we
added examples of meaningful expressions from the
written answers.

As you can see in Figure 3 group (4) in class 4A is
characterised by the strongest self-determined partic-
ipation experience shared by all group members
across all stages. The 4A(4)-CTO states that, beyond
his role-specific function of time management, he/she
shared his ideas with the group during the game
phases, as the 4A(4)-CEO also notes in the minutes.
Conversely, the experience of participation in Group
3 (graph below left) is rated less favourably overall and
also quite unequally. The 4A(3)-CEO assigned a low
score to the opportunities for participation as he/she
was mainly monitoring but likewise responded to
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Figure 3. Role-specific participation experience in the four groups of Class 4A.
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RQ 3 which inquired after the scope of action with
“Nothing”.

In class 4B, group (3) also stands out for its high
level of participation across all phases calculated by
mean. While the 4B(3)-CPO felt responsible for prod-
uct development as well as information distribution,
the 4B(1)-CPO indicated that his assigned role did not
constitute a real task. This is reflected in the assess-
ment of participation, which was rated as “by pres-
ence” in all four phases of the game as displayed in
Figure 4. In response to the question regarding poten-
tial improvements for the subsequent iteration, the
4B(1)-CPO suggested a more comprehensive involve-
ment in the project.

Class 4C was also divided into four groups of four,
with two members of group (4) who have not com-
pleted the questionnaire, meaning that a group-based
evaluation could not be carried out. The results of the
ranking of subjectively experienced participation in
groups (1) and (3) you can realise in Figure 5 will be
considered here: While the ratings in group (3) show
little variation in the participation experience across
all roles, the 4C(1)-CTeO consistently experiences his
role as participatory “by presence” as depicted in Fig-
ure 5. Interestingly, the field for answering questions
about how 4C(1)-CTeO could improve his/her role
next time was left blank.

As shown in Figure 6 of class 4D, group 1 is to dis-
tinguish by the fact that the CEO, CTO, and CPO all
engaged in self-directed interaction throughout every
phase of the game, except the 4D(1)-CEO, who only
occasionally felt participation in the four phases. RQ
2 is responded to with “I tried to motivate the others”
fully appropriate to the role requirements. For RQ3
4D(1)-CHO states “Contribute better inputs”. On av-
erage, group 4D(4) rated the participation experience
the lowest. However, the 4D(4)-CEO and CDO slightly
deviated upwards from the other experience values.
In RQ2, the 4D(4)-CEO states that he/she made a note
of all considerations during the process, and in RQ3
he admits that he could “discuss more with the
group” next time. The 4D(4)-CDO, whose task was to
record the interactions, said (answering the open-
ended question) he/she was hardly able to fulfil this
role effectively, but contributed by providing ideas
(see Figure 6, bottom right).

The participation experience among the three
working groups in Class 4E, which specialises in com-
puter science and encompasses only 14 pupils, varies
little as illustrates in Figure 7. The 4E(1)-CTeO rated
his/her participation as ‘by attendance’ and his/her ac-
tivity with the comment ‘points during interactions
count’, while the 4E(2)-CTeO rated his/her opportuni-
ties for ‘participation by counting points’ as ‘occasion-
ally possible’. 4E(2)-CTeO would like to create “nicer
tables for listing the points” to better complete the
role, while 4E(1)-CTeO cannot imagine how to do any-
thing better. The participation experiences of 4E(3)-
CTeO, on the other hand, are rated higher in phases 2
and 3 by “Contributed my opinion & corrected my col-
leagues”. In future, 4E(2)-CTeO can imagine “Con-
tributing more opinions”.

Across the single roles and the single teams, we
gain the following insights:

e Overall, we identify quite high approval towards
the experience of participation during gaming,
often rated between 3 to 5, which expresses that
in average the pupils felt that participation was
often possible.

* Due to the comparison of means of each specific
role across all groups and classes we do not iden-
tify any role in which the experience of participa-
tion was clearly higher than in others (means:
CDO - 3.8; CEO and CTO -3.7; CPO - 3.5; CTeO
and CHO -3.4).

* In each class we find a team in which one role dif-
fers from the others in the perceived experience
of participation. Yet, the data doesn’t allow us to
relate any differences within teams to a single
class.

e Finally, we noticed that the pupils, asked by open-
ended questions, often didn’t give explanatory an-
swers, and only some came up with ideas for
further elaborating the role. Considering that
quite some pupils explored participatory actions,
fewer of them might have felt stimulated to engage
in critical self-reflection. This would have been
possible by viewing the quality of contributions or
motivation to participate or by thinking of new
strategies (e.g., active listening, asking detailed
questions) and tools (e.g. set a timer, use a spread-
sheet).

e In the synthesis of the responses to the open-
ended questions, the concept of participation is
predominantly reconceptualized as the opportu-
nity to contribute to group discourse. Seldomly,
the pupils refer to the option to handle the rules
flexibly or engage in meta-level reflection on the
procedural dynamics.

5. Conclusions

We differentiate the findings according to three dis-
tinct analytical perspectives, each of which informs
the identified need for professional support for stu-
dent teachers when operating autonomously within
open learning environments that incorporate didactic
games such as the one presented.

5.1 Different ways to participatory action potentials

A board game such as NGoCM offers significantly
more scope for play and genuine action in a partici-
patory sense than teacher driven lessons but probably
far less than the prototyping simulating game School
as a State more aspects are predetermined in terms of
time and activities. In our study the pupils spend half
of a school day in the classroom playing the game
which could be compared to a very comprehensive
group work (Johnson, Johnson & Holubek, 2005). As
such it is still in differs to traditional lessons.

Despite the benefits of entrepreneurship for fos-
tering pupils’ self-determination skills that Morselli et
al. (2025) found, the contribution to the intended
learning outcomes we recognize too little value for
everyone (!) in the amount of time consumed. We as-
sume that different levels of competencies among the
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teams and different personal interest and engage-
ment lead to different experiences. Given that the use
of the game is inherently conditional, it becomes im-
perative for teachers to explicitly define the pedagog-
ical aims they intend to pursue through its
application. They must also proactively anticipate
which specific competencies can be effectively fos-
tered through the game-based approach, and strate-
gically plan the forms of facilitation required to
support diverse learner profiles and team configura-
tions in achieving meaningful progress.

5.2 Guidance is not over when the game is over

The finding that the pupils show rather superficial re-
flections on their behaviour in their roles and hardly
name any possibilities to elaborate them could be ex-
plained by the fact that they might have felt comfort-
able with their role engagement and did not see the
need for elaboration. Or they might have been ex-
hausted after four hours of gaming. Anyway, this ob-
servation necessitates a critical examination of two
aspects:

e The game setting supports to learn about en-
trepreneurship activities and to be aware of the
roles within. But when it comes to the meta-reflec-
tion about the role and oneself acting in it includ-
ing to find ideas to expand one’s own capacity,
pupils did not engage as expected. Accordingly,
some kind of instruction might be needed. This in-
dication to guide them is supported by studies that
imply that serious games (like NGoCM) are more
effective when integrated into other activities
(Wouters et al., 2013). Furthermore, the importance
of moderation and debriefing is emphasised to en-
sure that the game's objectives are achieved
(Crookall, 2010). The effects of game-based pro-
cesses depend on a multitude of variables and on
the learners' own logic. Hence, even when a game-
based learning material is fully developed ready to
be applied in the classroom the instructional con-
text must be carefully designed and pedagogically
facilitated to ensure alignment with educational
objectives. Especially in open learning environ-
ments in which pupils organise their working pro-
cesses independently, teachers must make sure
that some kind of guidance is at hand (Kansteiner
& Traub, 2016).

e Compared to the imaginary responsibility that
most pupils took on quite well during the game
the real responsibility of being involved (and
needed) in an exploring research situation was not
reliably fulfilled by all. We wonder whether the
pupils realise the connection between their en-
gagement in the game and their behaviour in real
life and we question how much they built up a par-
ticipatory self-concept for real life. We assume that
it would offer an essential learning opportunity for
their personality development when they were led
to reflect on the dissonance of their doings and of
their reflection of the doings after having played
(and evaluated). That, we assume, would decisively
add to building up 21t century skills.

5.3 Playing in a school context is never purposeless

When project days are carried out at school, pupils
usually expect to be able to choose some interesting
activity and to have a greater say in the planning and
implementation of it (at least if quality characteristics
are being met; Frey & Schifer, 2007). Presenting the
NGoCM game on a project day might have led the
pupils to other expectations than if it had been incor-
porated into traditional teacher-run lessons. Further-
more, given its form as a board game with highly
academic appael, the game retains a rather teaching-
like character.

Unfortunately, we couldn’tinquire after the pupils’
view on how their engagement and experience of par-
ticipation might have changed if they had played by
their own choice or in a joyful setting out off school.

Having presented the results about participatory
experiences playing a game at school we came along
some promising feedback by the pupils butalso iden-
tified that this was not true for all of them for several
reasons. When presenting games like NGoCM in a
media library like the EduSpace Lernwerkstatt it is im-
portant to address related challenges and to offer
concomitant information and planning reflections,
particularly for novice users. Inspired by these initial
findings, we are planning further empirical studies fo-
cusing on the outcomes of selected materials imple-
mented in school and kindergarten settings. The aim
is to generate evidence that will inform the develop-
ment of a facilitation concept for self-organised activ-
ities in the EduSpace Lernwerkstatt.
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