

  education-13-00389




education-13-00389







Educ. Sci. 2023, 13(4), 389; doi:10.3390/educsci13040389




Article



Gamification and the History of Art in Secondary Education: A Didactic Intervention



Mario Corrales Serrano[image: Orcid]





Departamento de Didáctica de las Ciencias Sociales, Lengua, y Literatura, Facultad de Formación del Profesorado, Universidad de Extremadura, 10003 Cáceres, Spain







Academic Editor: James Albright



Received: 20 March 2023 / Revised: 8 April 2023 / Accepted: 10 April 2023 / Published: 12 April 2023



Abstract

:

Within the curricula of social and civic competence that are taught in secondary education, Art History is a discipline that is usually relegated to a secondary position in terms of its role and the time dedicated to it. This report presents a didactic intervention for the systematic introduction of gamification strategies aimed at teaching Art History. Its objective is to analyze the performance of gamification strategies in the teaching of social sciences. The products generated in this intervention, applied longitudinally in three academic years, have been analyzed using qualitative methodology, with the WebQDA software. The results show a growth in motivation for the study of Art History and an uneven assessment of the different motivation strategies used in the process, although in general terms, a positive assessment of the gamification strategies used is presented.
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1. Introduction


Art is the language in which civilizations and cultures express themselves in each of the periods of development in the history of humanity. Through various styles and forms, the artists of each era reflect their feelings, emotions, historical processes, human processes and traits of the identity of each moment in history [1]. The purpose of this report is to analyze the way in which the teaching-learning processes of Art History content are developed in the Secondary Education stage. Previous studies analyzed show how these contents very often occupy a secondary role, mainly due to the accumulation of subjects and the prioritization of other content [2,3].



To deal with this situation, the work carried out below explores the possibilities offered by gamification methodologies as motivating and revitalizing instruments for learning.



The first step of this research consists of a survey of the theoretical parameters that affect the teaching-learning process of Art History in Secondary Education, as well as the knowledge of tools that can be used to address the problems observed in this process [4]. At first, an analysis is carried out on the role that art contents play within the general context of Geography and History (In the Spanish educational system, the subject in which content and skills related to the social sciences are developed (geography, history and history of art) receives the generic name of Geography and History. The theoretical study and the didactic intervention that are presented have been developed in the context of this subject. Hence, this generic name is used hereinafter.) subjects at this stage, both at the level of importance and at the level of performance. Subsequently, an analysis of the incidence of gamification strategies in social sciences, and more specifically, in Art History, has been developed in order to assess the possibility of using this methodology to boost the teaching of these contents [5].



1.1. Teaching Art History in Secondary Education


The teaching of Art History is the tool through which students acquire the ability to obtain an idea about space and time in each period of history [2]. Within the various contents associated with social and civic competence, Art History contents are of great value, to the extent that they contribute to the integral development of the person, both personally and for their professional future [6]. The competency model, which is intended to ensure that students finish their educational trajectory having acquired skills that allow them to develop their potential in life, discovers in the history of art a very important tool for the development of key elements of the person [7]. This importance is reflected in various studies on social and civic competence in the Compulsory Education Stage [3,8,9]. This is also expressed by Fernández, Fontal and Calaf in their work on this issue: “artistic language is essential for the development of sensitivity and a critical sense towards art and, in general, towards life” [10] (p. 5).



The fact of having knowledge about the different artistic manifestations that have occurred throughout history allows people to develop the ability to make an interpretation of social phenomena, to position themselves critically in front of them, to dialogue with the different cultures of the various periods of humanity and establish a connection with those factors that have determined the social processes of other times and with those of their own time [11]. Fernández and Muñoz highlight these contributions of artistic education:




“The contents on Art History can be presented as a valuable tool for the integral formation of the student, as a student, as a person and also as a citizen. Through these, the student has the possibility of accessing and learning a new language, developing their sensitivity and even forming a personal aesthetic judgment”.



[12] (p. 231)





In the Compulsory Secondary Education stage (hereinafter ESO, as it is called in Spain), the teaching of content and skills related to the history of art are included within the various subjects that are designated by the generic name of Geography and History [13]. These subjects, which are taught with an unequal number of hours in the four courses of the compulsory stage, mix skills including physical geography, universal history and the history of Spain from the Prehistoric period to the Contemporary Age, political and economic geography, among others. The contents of Art History are integrated as part of this set, without their own specific hours, but rather as one more content of this block [11,14]. This stage is precisely the period in which students are put in communication with a huge number of styles, artists and works. This learning contributes to people’s ability to mature, understand and contextualize the world in which they live [15].



For this reason, it is necessary as a starting point for this work to make a reflection about the history of art that is taught to secondary school students. In this line, Batet [16] carries out an analysis about the value of the image as a resource for teaching social sciences and highlights the importance of using heritage-type resources to improve the acquisition of social and civic skills. Trepat [17] points out the importance of the presence of art in formal education, exploring various methodological possibilities.



Some of the contributions that are identified as important in the history of art are symbolic competence, the ability to develop the imagination, the identification and expression of emotions and the relationship between aesthetics and culture [18].



If we refer to those bases that must be taken into account for the didactic development of Art History, some authors [3,4,19] point out the limitations of the social sciences curriculum for art teaching and the need to promote didactic strategies and practical and active approaches to teaching these skills.



These limitations are evident, in turn, in the incidence that artistic content has in textbooks. The huge amount of material means that, on many occasions, the teaching of Art History occupies a secondary role, and this becomes relegated to the criteria of the teacher who teaches the subject. The relatively poor presence of this content in Geography and History manuals [20] is an indicator of this secondary role. Both the proportionality of content and the use of images and artistic representations in these manuals is a matter that generates debate in the scientific literature [21,22,23]. In general, it is obvious to consider that the presence of this kind of content in these manuals is limited, scarce and with little depth.



Other papers [19,24] analyze the causes of the secondary role occupied by the history of art, highlighting the excessive amount of curricular content and the prioritization of other types of content. In his study, he also highlights the importance that the current educational system seems to give to the knowledge and conservation of artistic heritage, although this is not later reflected in the development of competencies.



Another of the signs of this abandonment of art teaching can be seen in the data reported by student enrollments, both in the modality of arts studies and in the subject of Art History, which is an optional course in the 2nd year of a baccalaureate. Thus, as can be seen in the enrollment statistics for university entrance exams, only three percent opt for the arts modality and ten percent usually enroll in the optional subject of Art History [25]. This, at the same time, leads to difficulties for the development of the teaching of Art History at the university level [26,27]. Among the factors that affect these choices, we find the vision that the student has about the usefulness of knowledge or its possibilities for practical application.



From the arguments presented, it is concluded that on the one hand, the teaching of art is a fundamental competence for the integral development of the person and enhances the preference for the aesthetic, the symbolic vision and the development of multiple languages to express and be able to interpret emotions and feelings. On the other hand, it is concluded that the way in which these curricular contents are taught in the Secondary Education stage has a series of limitations linked to the lack of time, the excess of content in the subject in which it is taught and the prioritization of other content. This being the case, is it possible to improve the place that Art History occupies in the Secondary Education stage in the current educational system? What resources can be used for this purpose? How can we influence these teaching-learning processes?




1.2. Gamification as a Useful Teaching Strategy for Social Sciences


Among the various methodological strategies of an active type that have been introduced in the teaching-learning processes in recent years, gamification strategies present a series of advantages that can be used to introduce improvements in the teaching-learning process of social science content [28,29]. Although there is no consensus about a definition of this concept of educational innovation [30], talking about gamification is not talking about the use of games in education, but about a structuring of the teaching-learning process, introducing the rules of the games, as such, to influence motivation and connection with the process itself [31]. Thus, in the business field, for example, gamification is defined as follows:




“Gamification is a technique, a method and a strategy at the same time. It starts from the knowledge of the elements that make games attractive and identifies, within a specific activity, task or message, in a Non-game environment, those aspects that can be converted into a game or ludic dynamics. All this to achieve a special involvement, on the part of the users, encourage a change in their behavior or transmit a message or content. That is to say, create a significant and motivating experience”.



[32] (p. 14)





This system, which was born in the business world and has been introduced in the educational field in the last decade, presents a high motivating power for students and also represents an interesting incentive to generate links between the student and the skills to be developed [33,34].



Among the most interesting qualities of this classroom strategy, the following can be highlighted [35]:




	-

	
Breaks with the traditional vision that students have about a typical class session, and introduces contexts close to the students themselves and their preferences.




	-

	
Transforms the role that teachers and students usually play in the classroom.




	-

	
Provides rules and regulations with which to articulate a student-learning connection process.




	-

	
Has a high motivational power [36].









Different previous experiences show the suitability of using this methodology for teaching social sciences. Rivero-Gracia presents a series of successful experiences of applying this methodology in the area of teaching [37]. Corrales analyzes the effects of using this methodology on the motivation of students in learning the subject of Geography and History [38]. Ordoñez Ocampo and his collaborators show that the use of this methodology in social sciences encourages creativity, reflection and critical argumentation, as well as the development of independence in the learning process [39]. Another interesting factor to support the use of this methodology in social sciences is the development of the emotional processes that it puts into operation and that are linked to learning, causing positive effects [40,41].



Taking into account its nature as an emerging active methodology, the motivational effects that it causes in students, the characteristics of its application to teaching-learning processes and existing experiences in the field of teaching social sciences, it is possible to consider gamification as a relevant methodology for the design of a strategy that improves the teaching of social sciences.




1.3. Possibilities of Application to the History of Art


The general context described in the application of gamification in the area of social sciences is reinforced in studies that present experiences on the incorporation of gamification for learning content linked to art and historical heritage. This is the case of the study by Jiménez-Palacios and López [41], which analyzes the possibility of using video games as a resource for learning about heritage in Huelva, with interesting results on an emotional level. In this same order of ideas, Corrales studies the effects of this methodology for knowledge about heritage and the museum in the city of Badajoz [42,43]. Fernández (2019) analyzes the effect on the roles of the teacher and the student with the application of this methodology in the teaching of art.



In the scientific literature, research of a very diverse nature is reviewed on this subject for specific contents, such as the teaching of Romanesque art [5], or for sections of the learning process, such as evaluation [44]. Likewise, some studies show the suitability of this methodology for learning STEAM disciplines, which include the teaching of art [45,46].



Everything said so far is useful as an endorsement for the design of a didactic intervention process that uses the gamification methodology as a strategy to improve the teaching of content and skills related to the history of art in the Secondary Education stage.





2. Materials and Methods


To carry out this research, a didactic intervention has been designed for the harmonious and systematic development of contents and skills related to the history of art in the Compulsory Secondary Education stage. Once the intervention was designed and applied, a qualitative analysis of the products generated by the intervention activities was carried out longitudinally over a period of 4 academic years. The results obtained in this analysis are reported in the corresponding section.



2.1. Objectives


The theoretical framework of this work has revealed some of the problematic pedagogical circumstances in which the teaching-learning processes of the competences linked to the history of art in Secondary Education are developed. Some of these circumstances, such as the curricular conditions or the distribution of the subject, are given to the teacher. However, there is a wide field of action from the field of active methodologies to be able to influence this process and introduce improvements. In this sense, we can appreciate how active learning methodologies, such as gamification, are shown to be effective solutions to demotivation or lack of interest that could be caused by the difficulties described. This can be observed in the aforementioned studies, not only at a general level, but also in the area of social sciences and in relation to learning about art.



From this context, the present study focuses on analyzing the results of the designed didactic intervention, which consists of the systematic application of gamification tools in the teaching of Art History. Its main objective is to assess the suitability of gamification methodologies to improve the teaching-learning processes of Art History skills in Secondary Education. It is based on the hypothesis that the application of gamification strategies has a positive impact on these teaching-learning processes, on student motivation and on learning results. If this hypothesis is verified, it can be affirmed that this didactic strategy contributes to improving the situation of learning Art History skills, despite the fact that some of the difficulties described do not depend on teacher performance nor can be easily modified in this performance.



In order to complement this main objective, a series of additional objectives are also taken into account that are related to learning about Art History skills, generating a positive vision of these contents in students and the different types of gamification methodology that have been applied throughout the entire intervention.



These secondary objectives are the following:




	
Analyze the academic and evaluation results of the contents and skills related to the history of art in relation to the rest of the subjects.



	
Analyze expressions and fragments that express a positive vision of art on the part of the students.



	
Assess the impact on student learning of the different gamification strategies, highlighting as far as possible their effect on the students in the sample.








The analysis procedures applied to the products generated in the various phases of the educational intervention have allowed the assessment of the degree of achievement for these objectives, as shown in the Section 3.




2.2. Participants


The sample on which the didactic intervention was applied was made up of a total of n = 47 students from the Secondary Education stage, divided into two groups/class (22 and 25 students upon reaching 4th ESO) who belonged to different study centers. Due to the longitudinal nature of the study, the intervention began to be applied in the 2017/2018 academic year, when the students were in the 1st year of ESO, and concluded in the 2020/2021 academic year, when the sample was in the 4th year of ESO. The very longitudinal nature of the study meant that, due to student failures or center transfers, it went from an initial sample of 52 students to the final figure of 47. Depending on the contents taught in the Geography and History subject, the 3rd year of Secondary Education did not have activities for the application of the intervention, since in its curricular contents there are no competences related to Art History. The selection of this sample was made at convenience, with a non-probabilistic nature, to be able to adapt to the requirements involved in carrying out a longitudinal study.



Regarding the characterization of the sample, it presented a gender distribution of 53% female and 47% male. In relation to the academic results, the overall average grade obtained in the subject of Geography and History in the courses in which the intervention was carried out was 6.13 (in the Section 3, these data are analyzed in more detail in comparison with the grades obtained in Art History content). The average age of the students in the sample was 12 years at the beginning of the intervention and 17 years at the end of it. In relation to their predisposition to work with gamification methodologies, none of these groups/classes had been subjected to systematic application interventions of this methodology, so they were not predisposed to it in any way. As additional information, in both groups there were students with special educational needs (2 in one group and 3 in the other).




2.3. Didactic Strategy


The didactic strategy that was used as the main structure for the intervention is a strategy with a combination of different gamification methods. These methods were interspersed in the various academic courses, depending on the characteristics of the students in each course, the number of hours available for the application of the intervention and each method’s suitability based on the skills and content to be developed in each subject of each course. The causes that justify the choice of this type of methodology are linked, on the one hand, to the high motivational power generated in the students by the application of strategies linked to games, as previously stated. On the other hand, it was taken into account the fact that this methodology energizes teaching and learning processes both individually and in groups.



Regarding the application of this methodology in the area of knowledge of social sciences, and specifically to the teaching and learning of artistic skills, there are different studies cited above that support its suitability. Despite this, a series of risks that were taken into account in the design of the intervention are described, such as the different way in which each student faces each gamification strategy, demotivation for not achieving objectives or excessive competitiveness.



The different methodological variants of gamification that have been applied in each of the courses are described below:




	
Learning by discovery: In this learning model, students are allowed to take a leading role and increase their motivation around an objective that is set for them to discover through research strategies [47].



	
Narrative gamification: This is a strategy that allows students to be introduced to an alternative context to that of the classroom context itself, introducing the learning process in a non-academic narrative [48]. In this way, there is an impact on the reversal of demotivation processes that are sometimes generated by the academic dynamics themselves.



	
Gamification by obtaining individual and group rewards: With this type of strategy, the achievement of short learning objectives is encouraged, and the student is challenged to achieve new objectives [49,50]. The inclusion of group rewards helps to reduce the risk of excessive competition.



	
Escape Room and Break Out: These types of strategies, applied at specific moments of the process, allow a high dose of motivation and also place students in front of new challenges for the application of learned skills [51,52,53].



	
Gamified evaluation tools: Through this type of resources, some of the negative effects of the evaluation processes are transformed through the application of strategies that are typical of games, which also allow the better performance of the students in the evaluation [54].









2.4. Description of the Didactic Intervention


The design of the didactic intervention responds to the objective set by the research: that is, to assess the suitability of the gamification methodology as a useful tool to develop content and skills related to the history of art in the Secondary Education stage. For this purpose, a series of programmed activities were developed with various gamification strategies in each of the academic years in which content linked to the history of art is taught.



The design of the intervention and its subsequent analysis are longitudinal in nature. This type of intervention has the advantage of allowing the evolution of results to be observed over a determined period of time [55]. The analysis of results of this type makes it possible to assess the incidence of the continued use of the methodology with the same sample of students and at different stages of their career [56,57].



These activities have continuity between the various academic years through the gamification narrative, which connects some experiences with others and contextualizes them appropriately in the historical period studied in each academic year. The academic years in which the didactic intervention was developed were the 1st, 2nd and 4th of ESO.



The reasons for choosing these specific academic years were the following:




	
These are the courses in which the contents of the different periods of the history of art are distributed.



	
They belong to the compulsory schooling period, and the subject of Geography and History is mandatory for all the students of the stage in these courses. This allows us to assess the incidence of the intervention, not only in the students who choose Art History subjects (as happens in the 2nd year of baccalaureate education in Spain), but in the general population of students of the stage.



	
The 3rd academic year of Secondary Education is excluded, since the curricular contents and skills of this course are focused on human and economic geography and do not address artistic content.








Table 1 shows the academic years in which this didactic intervention was developed and the specific contents of history of art that were worked on through it.



The designed didactic sequence followed the same pattern in all academic years despite the fact that various gamification strategies were used. In this didactic pattern, the following elements were presented:




	
A narrative framework from which students are encouraged to be curious about the knowledge of the history of art of the historical period studied in this course.



	
The implementation of a process based on challenges, according to which the student has to achieve a series of objectives related to the narrative story that has been raised.



	
The development of micro-projects in which the student acquires knowledge about periods, works of art and specific artists.



	
Obtaining a series of rewards, which allow the student to advance within the gamified narrative, acquire content about the skills and enjoy motivational elements for the execution of the designed didactic sequence.



	
The evaluation of the learning process through gamified mechanisms that allow verification of the knowledge acquired.



	
The entry in the daily learning program for each of the micro-projects that are carried out in each intervention phase.








Figure 1 represents the fundamental elements of the didactic pattern used.



Regarding the specific development of the didactic intervention in each of the academic years, the distribution is as follows:




	(a)

	
1st ESO: Explorers of the ancient art









In the first year of Secondary Education, the intervention is presented as a learning experience by discovery. The students of the sample are immersed, through the gamification narrative, in a team of explorers who have the mission of traveling back in time to document the great works of art that appear in the first era of human history. This documentation task makes it possible to reproduce these works of art in the future thanks to the information collected. The mission of the explorers of the art of the past is to describe these works as well as possible through a short presentation.



	
The starting point is an audiovisual material in which the gamified narrative is shown to the students: the students receive the proposal to become explorers of ancient art. They are given a passport that accredits them as such and allows them to travel through time.



	
The curricular contents addressed are those of the art corresponding to Prehistory and the Ancient Age. In this context, knowledge about prehistoric works of art, such as megalithic monuments, cave paintings, ziggurats, pyramids, sphinxes, Greek temples, Greek sculpture and Roman monuments, is addressed.



	
The gamification process consists of solving four micro-projects designed as exploration missions. In each of them, the students of the sample, divided into groups, must know about the work of art that is assigned to them, explain its characteristics, prepare a reproduction and make a presentation in the classroom using technological resources (QR, augmented reality, virtual reality…). As a reward, the students receive a stamp in their passport, so that if they receive all the stamps, they can access the final evaluation game of the activity.



	
As a final product of the entire experience, a series of materials are obtained to decorate the classroom, which also allows the approach to all these works of art by all of the students.



	
Finally, all the students participate in a final evaluation game, designed with Kahoot, for the evaluation of contents related to these works of art.



	
For the evaluation of the experience, each student opened a learning diary. After each of the missions, they must write an entry in their diary in which three elements appear: Periods of art that have been learned, characteristics of those periods and examples of works and the assessment of art.






	(b)

	
2nd ESO: Virtual museum







In the 2nd year of ESO, the intervention is presented as a learning experience based on challenges through which they obtain rewards and progress towards a final challenge.



	
The first step is a proposal that the students receive through a symbolic letter written to them by the great artists of the medieval and modern times. Given the experience acquired in the previous course, the students have been selected to build a virtual museum with works of art from the medieval and modern periods. In this way, it will be possible to maintain the memory of these artists in the current era.



	
The curricular contents studied are those corresponding to Romanesque art, Islamic art, Gothic art, Renaissance and the Baroque period.



	
Each group of students carries out a total of 5 micro-projects, analyzing a work of art in each of them. The work consists of making a digital document in which the image of the commented work of art is located alongside a short historical summary and an artistic commentary that includes the fundamental characteristics of said historical period.



	
Overcoming each micro-project gives the student groups a qualification, the symbolic reception of a thank you letter from the artists who are the authors of the works they have studied and the possibility of using a class session to play learning games. Obtaining all the thank you letters allows students to complete a puzzle with which they access the final challenge via QR code: an evaluation game.



	
As a final product, a virtual museum is obtained in which the students of the sample can visit all the works of art studied by each group and in each historical period. In total, 44 works of art from these periods were analyzed.



	
The final evaluation challenge consists of carrying out a digital Break Out game, in which the students must use the knowledge acquired to solve each enigma and reach the end. At the end of the challenge, the students receive a diploma with a QR code that they can only read in the next phase of the intervention.



	
For the assessment of the experience, each student makes an entry in the learning diary for each micro-project, detailing the elements that have already been described before.






	(c)

	
4th of ESO: Monuments Mission







In the 4th year of ESO, the intervention is presented as a learning experience based on challenges. The starting point is the diploma with the QR code from the previous phase. Through this code, students access the viewing of the film “The Monuments Men” (The synopsis of the film is as follows: In the context of World War II, Lieutenant Frank Stokes (George Clooney) commands a platoon of art experts with a mission: to recover from the clutches of a German army that is marching towards the debacle as many looted works of art as possible. The work of Stokes and his men will therefore be the only hope to recover this priceless heritage.). Supported by the narrative of this film, the students are placed on the scene of their participation as a squad of artistic special forces for the recovery of works of art from modern and contemporary times.



	
The first step is the viewing of the film, after which they are commissioned to symbolically become that squad to recover the memory of those works of art. The way to recover the memory of these works is to carry out research micro-projects on them.



	
The curricular contents addressed are those of art corresponding to the modern and contemporary periods.



	
The gamification process consists of preparing classroom presentations with content about the works of art of that time. Each group makes a total of three presentations throughout the academic year. The reward obtained for the presentation of each work is a piece of a puzzle. By reconstructing the puzzle, the students discover that this is the invitation to participate in the final Escape Room of the activity.



	
As a final product, the students make an audiovisual set with all the rescued works of art and their respective comments.



	
The evaluation procedure consists of carrying out an Escape Room session set in the Second World War, in which they need to use the art contents they have learned to be able to leave the classroom.



	
With each work on which they do an activity, the students make an entry in the learning diary, following the same parameters as the previous times. Figure 2 summarizes the didactic intervention and the gamification process.






Table 2 presents the distribution of gamification strategies in each application phase.




2.5. Qualitative Research Sources


The didactic intervention applied in the previously described conditions has generated a series of products that are useful as sources of analysis in order to obtain information concerning the objectives of this research. Figure 3 shows the structure that the students in the sample followed in their entries in their learning diaries.



Throughout the three research phases, a total of 536 textual sources with the structure described in the figure were obtained. Those sources that did not respond to the designed structure have been eliminated. This structure has allowed subsequent analysis based on the research objectives, showing interesting results that are presented in the corresponding section.




2.6. Instrument and Investigation Procedure


The analysis of these sources has been carried out from a qualitative approach, since they are textual sources. In relation to the different moments in which these sources were obtained throughout the entire process, this study was of a longitudinal nature since information related to the research objectives was obtained at different moments throughout four academic years. This longitudinal character is shown in Figure 4, which details the moments of obtaining the texts that serve as a source for the research.



To carry out this analysis, the qualitative analysis software WebQDA was used. This software allows for the categorization of non-numeric sources in order to obtain results linked to their content. This type of analysis shows valuable results in the field of social science studies [58]. Based on the objectives of the study, a categorization structure of the sources was designed in which three main aspects were analyzed: learning results, vision observed in students in the sample in relation to the contents and competencies about the history of art and assessment of the gamification strategies used in the development of the didactic intervention. In the analysis, a gradual categorization of these aspects has been taken into account, as well as the evolution of the vision that the students were presented with in the different stages of the study.





3. Results


The analysis procedure of the sources obtained in the didactic intervention allowed the obtaining of results in relation to the research objectives that were raised at the beginning of this work. These results related to such objectives are shown below, based on the parameters of the qualitative analysis that has been carried out.



3.1. Learning Results


In relation to the learning of skills related to the history of art, and to compare with the academic results generally obtained by students in the subject of Geography and History, two ways of measuring were used:



On the one hand, the average grades obtained in the general assessment tests of the subject in each academic year in which the intervention is applied are compared with the results shown by the gamified assessment tools on content about art. Figure 5 shows this comparison (The global grades of “Geography and History” correspond to the curricular contents of this subject in each course in the Spanish educational system. In the different courses, geography and history contents are mixed, separated by didactic units.).



These results show two interesting issues: the general grades obtained in the subject have remained stable, while those obtained with the gamified instruments in the Art History content have progressively increased. In addition, in all the courses better grades are obtained for the Art History content than the general average. Based on these data, it can be concluded that there is a positive effect on the learning of Art History skills in the students participating in the intervention.



On the other hand, when analyzing the textual sources in which the students narrate their learning, a progressive improvement in learning about the contents can be seen, as shown in Table 3.



These results allow us to positively assess the incidence of the intervention in the learning of contents and historical-artistic competences. Additionally, a longitudinal evolution is observed according to which, as the intervention phases progress, the knowledge that the students have in relation to the analyzed parameters improves.




3.2. Vision about the History of Art by the Students


In relation to the vision that the students show about the contents of Art History, the sources have been categorized in relation to the items shown in Table 4. It can be observed how the explicit or very explicit presence of expressions in which the subjects show a positive vision about the history of art predominates.



The following texts, extracted from the sources, show examples of classification of each of the categories collected to make an interpretation of the degree of assessment that the students reflect in relation to the contents of Art History (No examples of categorization with option (a), since the searched references are not detected in these fragments):



Fragments categorized with option (b):




“Thanks to this mission I have known Romanesque art. It has caught my attention, because it is very different from other types of art that I knew, and it has been curious to see how some Romanesque buildings are still in the middle of the countryside”.






“I had never really understood the painting of 20th century painters. It seemed to me that it didn’t make any sense. Getting to know these works through the activity we have carried out has helped me to relate it to everything that is happening in history, and now I see more sense in it”.





Fragments categorized with option (c):




“It has been very interesting for me to know the types of Greek sculpture and see how it has evolved in a short time. Before this activity I thought that sculpture was more or less the same at all times”.






“I knew some of the paintings by Renaissance artists that I have been studying, but I did not know what they were called or who they belonged to. Thanks to this activity I have known their authors, their characteristics, and I have been able to look for more paintings by Leonardo, which I really liked”.





Fragments categorized with option (d):




“Learning contents of works of art is what I a like the most about the subject in that course. I have really enjoyed the challenge of getting to know works of art from the Renaissance, which are my favorites”.






“After all the activities that we have carried out in this course and in the previous ones, I think that art is one of the things that I liked the most about the subject, and I hope to continue learning things about art in Baccalaureate2”.





These results reveal a positive vision that was generated progressively in the students of the sample as progress was made in the various phases of implementation of the longitudinal intervention, which allowed us to consider the second research objective as achieved.




3.3. Assessment of the Different Gamification Strategies


In relation to the gamification strategies, as perceived by the students, the sources analyzed show favorable and unfavorable references, so that effects that positively and negatively affected the objective pursued with this study can be observed.



Table 5 shows these results.



In the following fragments of the sources are presented some examples of the texts categorized according to each element analyzed.



Favorable assessment of the gamified narrative: “One of the fun parts of this activity is that you get into a story, and you hardly even realize that you are doing class work. You get into the role and try to achieve what you have been asked to achieve. That’s more fun than, memorizing names and dates”.



Unfavorable evaluation of evaluation games: “The games that we have done at the end, like Kahoot etc… are very stressful. I have become very nervous and I have failed some questions that I knew”.



Favorable evaluation of evaluation games: “I have had a lot of fun with the evaluation games, although it gave me a little overwhelmed when I saw that my teammates went up on the scoreboard and I did not. It’s a fun way to see what you know”.



Favorable evaluation of rewards: “That of having rewards with each mission that you beat is very good, because it makes you want the next one to arrive soon, and you are curious to know what the next reward will be”.



Unfavorable evaluation of Escape Room: “During the Escape Room I got very nervous. At first I wanted to do it, but just looking at how time progressed and I couldn’t pass the test I got a bit blocked”.



Favorable evaluation of Escape Room: “To finish all the tasks it has been great to carry out an activity as fun as an Escape Room. When my group has managed to reach the end before the set time, it has been very gratifying”.



Having seen this analysis, it can be stated that in general, all the methodologies are highly valued. However, this statement can be qualified with the fact that some activities, such as the Break Out or Escape Room, can generate feelings of being overwhelmed, stressed or shutdown in a part of the students in the sample. This detail must be taken into account for the development of the intervention in subsequent applications.





4. Discussions and Conclusions


The results obtained through the qualitative analysis that has been developed allow us to contrast the conclusions with the information reported in the scientific literature about the application of gamification strategies in the learning of Art History skills.



Regarding the acquisition of skills in the area in which the intervention and gamification strategies have been applied, this study presents results of a positive impact of gamification on student learning. Some studies report benefits in learning. Zepeda and collaborators [49] review how the application of this type of methodology reports a positive attitude and results in the learning processes. Montoya Lemus [59] analyzes the incidence of these didactic strategies in the teaching-learning process on the social sciences. The results show significant improvements attributable to the application of gamification. Bakhanova [60] highlights the impact on a more participatory performance of students in the learning process thanks to gamification. Fernández-Arias and her collaborators [61] specifically analyze the suitability of gamification to acquire skills in the social sciences, studying specific processes and comparing these with specific skills in the social sciences. Their conclusion is solid:




“In this way, based on the results shown in this article, the result of a process structured in several stages to establish links between the different elements of gamification and social skills, the potential of gamification as a tool for any subject to acquire and develop necessary and demanded social competencies in today’s society”.



(p. 404)





Asiri [62] goes one step further in this direction, concluding how the teacher can influence the attitude, perception and results of the students through the use of this methodology. All these studies are consistent with the conclusions obtained in this article, highlighting the positive effect of gamification on learning.



Regarding the positive incidence of gamification on the students’ vision of art and heritage, Autor [43] concludes in his study on the gamification of a museum visit that this technique improves the perception that students have about art and heritage. Escalera-Fernández [18] highlights the role played by the history of art in the introduction of gamification for the teaching of social competencies and concludes in his study that gamification favors a positive vision of art by students. Casado [5] exposes the same conclusion after a didactic experience of teaching Romanesque art.



Finally, in relation to the effects of the various gamification strategies, Segura and Parra [63,64] present positive results for the teaching of physical education through the Escape Room, although they also review the risks of generating contradictory emotions, such as reviewed in our work. In this same line, Sánchez-Martín [65] presents concerns that are expressed about the evaluation games. Positive evaluations are generally reported, as happens in the present investigation [32,44,66]. Reward dynamics are probably the most studied process in gamification. Research indicates satisfactory results of this methodology and a good impact on motivation, as can also be seen in our study [67]. Finally, it is also worth noting the effectiveness of the gamified narrative, revealed in studies such as that of [48].



The development of the research that has been carried out allows us to highlight two issues as a final reflection: on the one hand, this study verifies the suitability of the various gamification methodologies as a useful tool for revitalizing the teaching process and for learning content related to the history of art. Both the results obtained in all the phases of the intervention, as well as the fact that as the longitudinal application of these strategies progressed, improvements were detected in the academic performance and in the learning of the students, allow us to obtain this conclusion. On the other hand, it highlights the fact that learning methodologies have the capacity to improve structural problems in curricular design and in the development of the contents of the subject and to give a further point of interest to this.



Among the limitations of this work, it is worth highlighting the fact that this didactic intervention has only been applied in this study, so that these results cannot be compared with those obtained in other applications of the same. The inability to reorganize the content distribution of the Social Sciences subject is also detected as a limitation. The difficulty is structural, and to a large extent it does not depend on the intervention of the teacher, so it will therefore be necessary to replicate this application to consolidate the results obtained through this first application.
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Figure 1. Fundamental elements of the didactic pattern of the intervention. Self-made. 
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Figure 2. Structure of the gamification process by courses. Self-made. 
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Figure 3. Structure of entries in the learning diary proposed to students. Self-made. 
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Figure 4. Number of sources depending on each phase of intervention. Self-made. 
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Figure 5. Comparison of average grades of the academic years with the grades obtained through the gamified assessment tools for the Art History content. Self-made. 
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Table 1. Academic years in which the didactic intervention and curricular contents were developed. Self-made.
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	Academic Year
	Art Period
	Content





	1st ESO
	Prehistory
	Appearance of the rites, material and artistic remains, painting and sculpture (p. 135).



	
	Ancient Age (Egypt and Mesopotamia)
	Describe some architectural examples from Egypt and

Mesopotamia (p. 135).



	
	Ancient Age (Classical period)
	Identify and describe the characteristic features of Greek and Roman works of art, differentiating between those that are specific (p. 136).



	2nd ESO
	Middle Age
	Describe characteristics of Romanesque, Gothic and Islamic art (p. 136).



	2nd ESO
	Modern Age
	Identify features of the Renaissance and Humanism in European history starting from

different types of historical sources

Learn about the works and legacy of artists, humanists and scientists of the time (137).

Identify significant works of Baroque art (p. 137).



	4th ESO
	Contemporary Age
	Identify the main works and styles of the 19th century.







Source: Law Decree 98/2016.
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Table 2. Distribution of gamification strategies in each phase of the intervention. Self-made.






Table 2. Distribution of gamification strategies in each phase of the intervention. Self-made.





	Academic Year
	1st ESO
	2nd ESO
	4thESO





	Discovery learning
	Yes
	No
	No



	Challenge-based learning
	No
	Yes
	Yes



	Narrative gamification
	Yes
	Yes
	Yes



	Use of rewards
	Yes
	Yes
	Yes



	Escape room
	No
	No
	Yes



	Break Out
	No
	Yes
	No



	Evaluation games
	Yes
	Yes
	Yes
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Table 3. Learning outcomes narrated in the sources. Self-made.
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	Memorize

Artistic Styles
	Memorize Authors
	Memorize Works of Art





	1st ESO
	52%
	36%
	72%



	2nd ESO
	62%
	86%
	82%



	4th ESO
	67%
	52%
	79%
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Table 4. Results of the assessment of the history of art by the students as narrated in the sources. Self-made.
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	Intervention Phase
	(a) No References Detected
	(b) Indirect References Are Detected
	(c) Explicit References Are Detected
	(d) Very Explicit and Abundant Presence





	1st ESO
	26
	36
	70
	26



	2nd ESO
	19
	27
	79
	55



	4thESO
	15
	25
	93
	58



	Total

Percentage
	60

11.5%
	88

16.5%
	242

44.7%
	139

27.3%
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Table 5. Assessment of students on gamified strategies. Self-made.
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Academic Year

	
1st ESO

	
2nd ESO

	
4th ESO




	

	
Fav

	
Unfav

	
Fav

	
Unfav

	
Fav

	
Unfav






	
Discovery learning

	
68%

	
32%

	
-

	
-

	
-

	
-




	
Narrative Gamification

	
71%

	
29%

	
65%

	
35%

	
81%

	
19%




	
Use of Rewards

	
91%

	
9%

	
88%

	
12%

	
72%

	
28%




	
Escape room

	
-

	
-

	
-

	
-

	
66%

	
34%




	
Break Out

	
-

	
-

	
92%

	
8%

	
-

	
-




	
Assessment

games

	
77%

	
23%

	
-

	
-

	
-

	
-
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