
  

 

Learning by Playing 

 
A Case Study of Second Language 

Acquisition in the Online Roleplaying Game 
World of Warcraft 

 
Tonje Andersen 

 

 

 

 

 
 

 
 
 
 
 
 
 
 

 
 
 
 
 

LING4190 – MA Thesis in Linguistics 
  

Department of Linguistics and Scandinavian Studies 
UNIVERSITY OF OSLO 

 
Spring 2019 

 

 



II 

 

 

 

 

 

 
  



III 

 

 
 

Learning by Playing 

 
A Case Study of Second Language 

Acquisition in the Online Roleplaying Game 
World of Warcraft 

 
Tonje Andersen 

 

 

 

 

 
 

 
 
 
 
 
 
 
 

 
 
 
 
 

LING4190 – MA Thesis in Linguistics 
  

Department of Linguistics and Scandinavian Studies 
UNIVERSITY OF OSLO 

 
Spring 2019 



IV 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

© Tonje Andersen 

2019 

Learning by Playing: A Case Study of Second Language Acquisition in the Online 

Roleplaying Game World of Warcraft 

Tonje Andersen 

http://www.duo.uio.no/ 

Print: Reprosentralen, University of Oslo 

http://www.duo.uio.no/


V 

 

Abstract 

This study is a mixed methods case study which examines adult second language acquisition 

of Spanish in the Massively Multiplayer Online Roleplaying Game (MMORPG) World of 

Warcraft. I follow two participants who play the game in Spanish over a period of 3-4 

months, and use vocabulary- and grammar-based proficiency tests, personal interviews, and 

transcriptions of in-game communication to measure developments in their Spanish language 

proficiency. I engage with cognitive and sociocultural SLA theory to explain and evaluate 

their learning developments. I also evaluate the validity of applying cognitive and 

sociocultural SLA theory to the MMORPG-based learning context. The results indicate that 

language acquisition through MMORPGs is possible, and that it is dependent on certain 

learner- and game-specific factors. The study of these factors is an important area for future 

research. Finally, the study finds that the application of cognitive and sociocultural SLA 

theories lends itself well to the MMORPG-context. 

All the data for this project was collected, treated and reproduced in accordance with the 

Norwegian Centre for Research Data (NSD) guidelines. The project reference number is 

405376. 
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“Learning is at its best when it is deadly serious 

and very playful at the same time.” 

Sarah L. Lightfoot 

(qtd. in Kafai 1994, 314)  
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1 Introduction 

Language is one of the most playful parts of human cognition. It is vital for almost everything 

we do in our daily lives, it is key to our evolution as a species, and it is our main source for 

acquiring and sharing knowledge, but above all this, language is also at its best utterly and 

completely enjoyable, captivating, and engaging. Books, speeches, conversations, puns, 

songs; anyone who has ever experienced a really good example of any of these knows just 

how much excitement and emotion playful use of language can bring about. Language not 

only allows us to seek out play, fun and emotion, it is all of these things, and it is therefore 

one of the largest conundrums of our language-dependent history that the learning of 

languages should be perceived as so disappointingly boring. Learning a second language in 

adulthood holds many attractions and opens many doors, but sadly the effort required to learn 

one is too often seen as tedious, time-consuming, frustrating, and difficult, and that is if it is 

not dismissed as downright impossible to begin with. (Williams et al. 2004; Wesely 2009) 

Researchers of second language acquisition (SLA) are very adept at exploring the potential 

for adults to learn second languages successfully, and teachers invest immense effort in 

motivating their students, but a lack of appreciation for language learning remains apparent. 

While this perception of language-learning as a boring and arduous process continues to 

dominate, there is still much that can be done to increase the appeal of language learning in 

the general opinion. (Turgut and İrgin 2009) One way is for researchers of second language 

acquisition to incorporate and explore the potential benefits of enjoyment in their work, thus 

both contributing to a broadening of the field and providing new knowledge to inform and 

improve current second language teaching and learning practices. So much of language is 

play, so why not make language-learning more playful? Advancements in modern technology 

are slowly revolutionizing our education systems, and technology holds immense potential for 

play and enjoyment of all kinds. (de Castell and Jenson 2003; C. Chapelle 2007; Kafai 1994) 

Few phenomena better represent the combination of learning, technology, and play than video 

games. (Rieber 1996; Cornillie, Clarebout, and Desmet 2012; Zheng, Bischoff, and Gilliland 

2015) The potential to use videogames for second language learning is the focus of this work. 

This thesis combines two of my favourite pastimes, language learning and video games, and 

is thus an academically motivated way of bringing the two together in practice. The “quest” to 

learn new languages and discover better methods of learning new languages as an adult 

merges with the “quests” of virtual game worlds. (Jørgensen 2013; Waters 2007; Nardi 2010) 
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Using one of the most popular video games of our time, the social online computer game 

World of Warcraft, I will examine the potential for utilizing video games for language 

learning. (Corneliussen et al. 2008) The ultimate aim is to explore a method for adult 

language learning which should be not only effective but also fun and in itself stimulating and 

motivating, by making use of play as one of the most enjoyable aspects of language to 

improve our experience of the learning process. I am by no means the first to attempt this; the 

approach of game based SLA has been used by several other scholars and is a rapidly growing 

subfield of SLA. (Childress and Braswell 2006; de Castell and Jenson 2003; M. J. W. Lee et 

al. 2005; J. J. Lee and Hoadley 2006; Yip and Kwan 2006) However, it is still a field in its 

infancy, which has lead much of the research conducted so far to be of an exploratory nature, 

for example in that there is not yet an established consensus on the use of field-specific 

terminology, and that several studies have not taken established SLA theories and concepts 

into account sufficiently. (Peterson 2013) In this study, I build on and combine their collective 

work with established theoretical concepts from traditional SLA, in the attempt to create a 

research approach which is theoretically and methodologically solid. Additionally, while 

many previous studies focus on learners of English, this study looks at the under-studied 

population of Norwegian learners of Spanish. 

There exist many accounts that show that video games and games in general can have strong 

effects on their players and be extremely engaging. (McGonigal 2012; Gee 2003; J. J. Lee and 

Hoadley 2006; Nardi 2010; Yee n.d.) A leading scholar on video games, Jane McGonigal, 

writes that games have an incredible power to engage and motivate their players. A good 

game causes people to willingly and voluntarily work hard and spend time, effort and energy 

at tasks that they are not obliged to do and which they otherwise would not be doing. 

Moreover, they enjoy and feel stimulated by this activity, because they get the chance to 

tackle challenges that feel meaningful and satisfying, and which make them work at the very 

edge of their ability. (McGonigal 2012, 19–34) This is closely reminiscent of the process of 

learning a new language, in the sense that it is an activity that requires hard work, dedication 

and time. The difference is that in the case of games people generally play them not just for 

the final outcome, but because they want to. They play because it stimulates and challenges 

them in enjoyable and immensely satisfying ways, causing the players to give it their all not 

because they have to, but because the very act of doing so is in itself deeply rewarding. Many 

scholars are realizing the incredible potential that games, and particularly video games, have 

to motivate and engage their players, and have begun to utilize this potential for learning 
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purposes. (Peterson 2013; Thorne and Watters 2013; Reinders and Wattana 2014; Childress 

and Braswell 2006) Research on game-based learning so far shows that this type of learning 

can be used for instance in the training of perceptual attention and executive function, and has 

been employed successfully in the teaching of natural science theory. (Mayer 2014) Within 

SLA, video games have been used in the acquisition of many aspects of language, such as 

vocabulary, willingness to communicate, motivation, and literacy. (Thorne 2008; Reinders 

and Wattana 2011, 2014, 2015; Stubbs 2003; Miller and Hegelheimer 2006; Bryant 2006; 

Zheng, Bischoff, and Gilliland 2015) One of the most promising types of games for language 

learning is massively multiplayer online roleplaying games (MMORPGs), which combine the 

learning promoting features of traditional video games with a strong focus on socialization 

and cooperative task-solving, lending it extremely well to being an arena for learning 

languages. (García-Carbonell et al. 2001; Rama et al. 2012; Y. Rankin, Morrison, and Shute 

2009; Sundqvist and Sylvén 2012) 

This research has identified great areas of potential for language learning through video 

games, and many of the studies bear strong evidence of being part of a field which is either in 

its infancy or the cutting edge, depending on the researcher, and this means that there are still 

many exciting and promising areas open for study. (Childress and Braswell 2006) Not only is 

there still active debate over the essential question of whether video games can be used to 

effectively promote language learning, but because the field is still young a majority of the 

literature on game-based SLA is exploratory and scattered, and the work to collect and 

organize existing research into larger frameworks is only just starting. Additionally, there is 

only a small part of the current literature which has begun to incorporate and build on 

previous studies, and so far, many researchers have not yet recognized nor made use of the 

great assets to their work that exist in the traditional SLA literature. (Peterson 2013; Reinders 

and Stockwell 2017) Further, where game-based SLA studies do incorporate established SLA 

theory, they are naturally but regrettably affected by the gaps and disagreements characteristic 

of this literature, and so far, it seems, especially by the contention between cognitive and 

sociocultural theories. (Peterson 2013; Larsen-Freeman 2007) These initial bumps in the road 

must be addressed if we are to make video games into powerful tools for language learning, 

and my desire to achieve this is what has inspired my choice of specific research questions for 

this thesis. First I want to explore the fundamental question of game-based language learning, 

inspired by the most effective methods of previous research and incorporating solid SLA 

theory. Second, I want to explore how established SLA theory can be used to inform and 
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improve game-based language learning, and how the cognitive and sociocultural paradigms 

compare in this regard. Based on this I will aim through this project to answer the following 

questions: 

1) Does playing a MMORPG lead to improved language proficiency in adult second 

language learners? 

  1.1) Which areas of their language proficiency improve? 

  1.2) Are the learning effects long-term or only short-term? 

2) To what extent can established, popular concepts from the cognitive and sociocultural 

paradigms of SLA theory be applied to a MMORPG-learning context? 

To answer these questions I, the researcher, designed and conducted an in-depth, semi-

longitudinal, mixed methods case study. The study followed two Norwegian learners of 

Spanish as they played World of Warcraft regularly in Spanish for three months. The 

researcher joined the learners regularly as a participating observer and recorded their 

communicative gameplay to use as data. In addition to participating in gameplay, the learners 

participated in a pre- and post-interview, and took two Spanish proficiency tests. One of these 

was an online official test to determine their general proficiency level according to the 

Common European Framework of Reference (CEFR), and one was a vocabulary and 

grammar test made by the researcher which was tailored to the participants’ specific CEFR-

levels. The learners answered both tests three times, once before, once immediately after, and 

once a month after the end of their participation, to test for short-term and long-term effects. 

These combined data were then analyzed to test for developments in proficiency, in relation 

to specific chosen, established concepts from the sociocultural and cognitive paradigms of 

traditional SLA literature. 

The next chapter will present the literature and previous research of special relevance to this 

study. I will first delineate the cognitive and sociocultural camps of traditional SLA theory 

and further elucidate selected concepts from each paradigm. Then I will define the concept of 

video games and its relevance to SLA, and present the current research on MMORPG-based 

language learning. In this chapter I will also detail further my choice of specific research 

questions in relation to existing theory and research. In chapter three I will describe and 

explain the methodology and the data in greater detail, and comment on the strengths and 

limitations of the research design. In chapter four I will analyze the data, which will be done 
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in two stages. The first stage will examine the data from the interviews, proficiency tests and 

gameplay recordings, and analyze objectively measurable developments in the participants’ 

language abilities across the course of the project. Using the findings from this analysis as a 

basis, the second stage will apply the theoretical concepts outlined in chapter two to both 

explore and evaluate a theoretical explanation of these findings. Chapter five will directly 

address and answer the research questions and discuss other relevant aspects of the results 

from the analysis. This chapter will also discuss the implications of this study for the rest of 

the field, and suggest beneficial directions for future research. Finally, chapter six will give a 

brief summary and conclude the study. 
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2 Theory and Previous Research 

In this chapter I will explain the theoretical foundation and motivation behind my thesis, 

drawing on established theory and previous research. The chapter consists of three parts: 2.1) 

Second Language Acquisition Theory, 2.2) Computer Assisted Language Learning and video 

games, and 2.3) the theoretical motivation behind the study. The first part will present an 

overview of the field of Second Language Acquisition, and will introduce the theoretical 

concepts and models, based on decades of traditional and formative SLA research, that 

underlie this work. The second part will go deeper into the much more recent subfield of 

Computer Assisted Language Learning (CALL), introduce previous and current research on 

the topic of video game-based SLA, and connect this to the SLA concepts introduced in 2.1. 

Finally, the third part will explain the theoretical motivation behind the specific research 

questions and the thesis at large. 

2.1 What is Second Language Acquisition? 

Second language acquisition refers to the process by which human beings learn to speak, read, 

communicate, and otherwise operate in a language which is not their first language. This 

process can take many different forms as different individuals have different resources, use 

different learning methods, learn in different contexts, and eventually come to master the new 

language to varying degrees. A renowned scholar in the field, Lourdes Ortega, defines second 

language acquisition as: “the human capacity to learn languages other than the first, during 

late childhood, adolescence or adulthood, and once the first language or languages have been 

acquired.” (2013, 1–2) Although this definition might at first glance seem relatively straight 

forward, researchers have been struggling for decades to understand the exact nature and 

mechanisms underlying this capacity, and a plethora of theories and models have been created 

which all try to tackle the phenomenon from different angles and perspectives. Starting with 

the perspectives of behaviourism in the first half of the 20th century, research moved on to 

focus on the cognitive basis of L2-acquisition in the 1960s, and after the 1980s and 1990s also 

acquired a strong social and cultural aspect. (Thomas 2013) In this thesis I will look at the two 

latter paradigms, and employ both cognitive and sociocultural theories alongside one another. 

During the last two to three decades it has proven notoriously difficult to unite cognitive and 

sociocultural perspectives into a single theoretical paradigm, and I will not attempt to do so 
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here. Instead, and rather than subscribing to any one cognitive or sociocultural theory, I will 

incorporate specific theoretic concepts and explanations from both paradigms that have been 

prominent in both traditional SLA and game-based SLA, and analyse the data in relation to 

each concept, drawing connections between theories where it appears natural to do so. To 

make clear the distinction between theory and practice I will follow a common practice 

among many SLA scholars, and use ‘SLA’ to refer to the field of study of second language 

acquisition, and ‘L2 acquisition’ to refer to the specific process of learning. Moreover, by 

‘second’ language I mean also third, fourth, fifth languages etc., following Ortega’s definition 

above that second language means any language beyond the first language(s) acquired in early 

childhood. Finally, as mentioned in the introduction I will focus on adult L2 acquisition. All 

the research referenced to or conducted in this study deals with learners who are in their late 

teens or older, and this will be the definition of an adult learner used in this thesis. 

A common point of discussion relevant to this thesis is the contentious distinction between so-

called formal or explicit and informal or implicit language learning. One of the first to 

highlight this distinction was Stephen Krashen, who marked it as the distinction between 

learning and acquisition: 

“Acquisition is a subconscious process that is identical to the process used 

in first language acquisition in all important ways. While acquisition is 

taking place, the acquirer is not always aware of it, and he or she is not 

usually aware of its results... Learning is conscious knowledge, or 

“knowing about” language. In everyday language, when we talk about 

“grammar” or “rules,” we are referring to learning, not acquisition.” (Italics 

in the original.) (Krashen 1989, 8) 

 

In Krashen’s view, learning could only serve to help language users monitor their language, 

but it could never lead to the kind of fluent, easy use of language associated with native 

speakers or L2 speakers of high proficiency. For this, he claimed, acquisition was the only 

possible source. (Krashen 1989) This strict view has been criticized over the years, and many 

scholars emphasize the importance of explicit instruction, particularly for certain abstract 

grammatical structures. (DeKeyser 2009, 128–30) While the question of explicit versus 

implicit language learning is still being heavily debated, DeKeyser writes that “...a consensus 

is gradually developing that a synergy may be at play.” (2009, 129) He also states that current 

research seems to suggest that explicit and implicit learning are effective in different areas of 
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the learning process, but more research is needed to determine where and to which extent. 

(2009, 128–30) While the present study is conducted outside of an instructional environment 

and so has to rely mainly on implicit learning, it does not aim to examine or promote implicit 

learning in favour of explicit learning. The goal is to examine the MMORPG environment 

and its potential as a language learning arena where both types of learning might occur, and 

based on the collected data it will also comment on the potential use of MMORPGs as part of, 

or in combination with, explicit language instruction. 

2.1.1 Cognitive Perspectives on SLA 

The study of L2 acquisition began its development into an autonomous field of study in the 

1960s. Before then the study of all human language acquisition, both first and second, was 

conducted from the perspective of behaviourist psychology, which was the dominant view on 

learning at the time. From this point of view all learning, including language learning, was a 

mental phenomenon of responding to external stimuli, but this view was abandoned at the 

start of the 1960s with the so-termed cognitive revolution. (Matthews 2014, 39; Thomas 

2013) As a result of the cognitive revolution, there were dramatic changes not only in the 

study of language acquisition, but in the entire field of linguistics as well as psychology. The 

perspective shifted away from the view of language as a set of stimuli-response behaviours, 

and onto language as a deeply complex mental phenomenon. Cognitive perspectives on SLA 

focus on the learner as an individual and view language learning as a mental process that 

occurs inside the mind of each learner. (Towell 2013, 114) Emphasis is placed on examining 

the mental processes involved, such as how the mind processes input and generates output, 

how it represents and accesses stored knowledge, and how functions such as memory and 

attention affect the learning process. (Ortega 2013, 83) The goal of SLA research, from the 

cognitive point of view, is to understand the different linguistic and cognitive variables that 

interact during acquisition, as well as their effect on the learning process and the final 

outcome. (Peterson 2013, 54) 

Within the cognitive paradigm there exist many different theories that aim to explain the 

nature and course of L2 acquisition, and different researchers point to different areas and lines 

of research as the most crucial and influential in the field. Rather than choosing to defend or 

criticise any one of these, I will incorporate concepts from those theories which have been the 

most influential in studying video game-based L2 acquisition so far: the Comprehensible 
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Input Hypothesis, the Interaction Hypothesis, the Noticing Hypothesis, and the Output 

Hypothesis. I have chosen these concepts based on the main theoretical influences as revealed 

in several research studies and reviews. In section 2.2 about CALL I will expand on the 

importance of these theories in video gamed-based SLA, but for now I will focus on 

explaining the different theories and how they have been employed in traditional SLA 

research. 

The Comprehensible Input Hypothesis 

A central and crucial concept in language acquisition is that of input, “linguistic information, 

or data, needed for a learner’s second language system to develop over time.” (Barcroft and 

Wong 2013, 627) A great part of L2 acquisition consists of learning to make sense of and 

assimilate such L2 input, with the goal of adding to or improving one’s own vocabulary or 

grammatical knowledge. In the late 1970s Stephen Krashen proposed a theory he called the 

Comprehensible Input Hypothesis, in which he placed great emphasis on the importance of 

input in L2 acquisition. “According to Krashen, the single most important source of L2 

learning is comprehensible input, or language which learners process for meaning and which 

contains something to be learned, that is, linguistic data slightly above their current level.” 

(Original emphasis) (Ortega 2013, 52) He termed this i+1, and he viewed it as essential in 

order for learning to occur. Krashen believed that learners would naturally acquire grammar 

by processing such L2 input from various sources, such as oral messages directed to them, 

and reading books, provided that they viewed the meaning of these messages as relevant and 

that they could reasonably understand the input. (Barcroft and Wong 2013, 628–29) He based 

this on the idea that L2 acquisition functions similarly to L1-acquisition, where mere exposure 

and meaning-making appears sufficient for learning. (Krashen 1989, 8) The notion that 

comprehensible input is in itself sufficient for L2-learning has been strongly questioned by 

later research. Several studies have found that exposure to input is often not enough to 

promote learning, and researchers emphasize the importance of instruction, as mentioned 

previously in the section on implicit and explicit learning. (DeKeyser 2009, 128–30) 

However, the idea that input must be of such a nature that the learner can comprehend it to a 

significant extent in order to make use of it for learning has been and continues to be 

extremely influential, and this part of Krashen’s theory is of significant contribution and 

importance to both SLA research and practice. (Ortega 2013, 60) It is this modified version of 
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the Comprehensible Input Hypothesis which will be used in the analysis and discussion 

sections below. 

The Interaction Hypothesis 

Michael Long’s Interaction Hypothesis began as an extension of the Comprehensible Input 

Hypothesis. It was proposed in the 1980s and was inspired by Long’s agreement with 

Krashen that comprehension was essential for acquisition. (Barcroft and Wong 2013, 629; 

Mayo and Soler 2013, 209; Long 1990) He departed from Krashen in focusing less on the 

input itself and rather on how good input could be obtained. He proposed that “the best kind 

of comprehensible input learners can hope to obtain is input that has been interactionally 

modified, in other words, adjusted after receiving some signal that the interlocutor needs 

some help in order to fully understand the message.” (Ortega 2013, 60–61) He called this type 

of interaction negotiation of meaning, “a special type of conversational interaction that takes 

place between learners and their interlocutors when one of them indicates that the other’s 

message has not been successfully conveyed.” (Mayo and Soler 2013, 209) Negotiation of 

meaning happens through, for example, requests for clarification, confirmation checks if the 

speaker is uncertain that they have understood their interlocutor correctly, or comprehension 

checks if the speaker wants to confirm that the interlocutor has understood the message. 

(Mayo and Soler 2013, 212) Long hypothesised that such negotiation for meaning would 

provide the kind of i+1-input that Krashen believed was ideal for learning, and he therefore 

proposed that interaction through negotiation for meaning was more efficient than other kinds 

of input. (Ortega 2013, 61) Negotiation of meaning as a phenomenon has since received much 

attention and is widely believed to be beneficial for L2 learning. 

The Noticing Hypothesis 

A further concept which is closely connected to input is attention. In part based on a famous 

study about the long-term L2 learner Wes, who, despite plenty of diverse input and chances 

for practice, continuously failed to improve the grammar of his English, Richard W. Schmidt 

proposed the Noticing Hypothesis in the 1990s. The Noticing Hypothesis states that in order 

for a learner to acquire any aspect of an L2 they need to notice and be aware of the relevant 

material in the input they receive. (Schmidt 1990; Mayo and Soler 2013, 218) “Noticing 

refers to the brain registering the new material, with some fleeting awareness at the point of 
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the encounter that there is something new, even if there is no understanding of how the new 

element works, and possibly even if there is no reportable memory of the encounter at a later 

time.” (Ortega 2013, 63) Noticing can be both internally and externally motivated. An 

example of the former is when a learner is having difficulty understanding or expressing a 

construction or concept, and through the process of working through the problem discovers 

and learns something new; and an example of the latter is when a teacher directs the learner’s 

attention to new information in a classroom setting. Schmidt tentatively concluded that how 

much an L2 learner learns is directly tied to how much they notice from the input. Further, he 

claimed that implicit, subconscious learning plays only a very small role in L2-acquisition. 

(Schmidt 1990) Closely linked to the explicit-implicit distinction, the question of whether 

attentive noticing is necessary, or whether subconscious detection of new material is 

sufficient, has been debated strongly since the hypothesis was proposed. The hypothesis itself, 

however, nonetheless continues to be highly influential in cognitive SLA research. (Loewen 

2012, 33) 

The Output Hypothesis 

In line with Schmidt’s Noticing Hypothesis, other SLA researchers also realised that quality 

input, interaction and motivated learners were not in themselves enough to promote efficient 

L2 learning. In 1985 Merrill Swain proposed the Output Hypothesis, which hypothesises that 

it is not only the input which plays a role, but that also output is important for L2 learning. 

(Skehan 2006, 53; Swain 1985, 1993) With output is meant the production of L2 content in 

whatever form and context, spoken or written, formal or informal. In the Output Hypothesis, 

Swain states that input is not sufficient because “[c]omprehension does not usually demand 

the full processing of forms … it is possible to get the gist of messages by relying on key 

content words aided by knowledge of the world, contextual clues, and guessing.” (Ortega 

2013, 62) During output, however, learners might notice gaps or problems in their own 

production which cause them to process the language differently. She writes that “producing 

the target language may be the trigger that forces the learner to pay attention to the means of 

expression needed in order to successfully convey his or her own intended meaning”. (Swain 

1985, 249) Swain’s Output Hypothesis opened up the field for the possibility of considering 

production a part of the acquisition process itself rather than just a product of it, and has as 

such played an important role influencing current knowledge and methods. (Ortega 2013, 63) 
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2.1.2 Sociocultural Perspectives on SLA 

From the late 1980s and early 1990s there was a growing dissatisfaction across the human and 

social sciences with the dominance of the cognitive perspective on current research. 

(Véronique 2013, 252) Many researchers wished, and indeed felt it necessary, that the role of 

social factors in explaining human cognition be given more attention. (Ohta 2013, 648) 

Critics of the purely cognitive paradigm suggested “that the nature of reality was social and 

fundamentally unknowable and that a pursuit of the particular, and not the general, would be a 

better disciplinary strategy to illuminate complex human problems, such as additional 

language learning.” (Ortega 2013, 216) This movement spoke also to growing dissatisfaction 

within the SLA field about the lack of research on the social and contextual factors in L2 

acquisition, and this inspired the emergence of a socially-based paradigm of SLA research, 

which has since been termed “the social turn in SLA”. (Block 2003; Thomas 2013, 40) The 

sociocultural perspective states that not only is L2 acquisition shaped by the social context, it 

is completely dependent on it. (Thomas 2013, 41) This is also the reason why researchers 

speak of the social perspective as a paradigm of its own, fundamentally different from the 

cognitive. Social theories of SLA do not simply seek to study the effect of social and 

contextual factors on L2 acquisition, they seek to redefine the very nature of learning as a 

fundamentally social phenomenon, arising from and dependent on the social context. In 

Ortega’s words: “nothing can be known if it is not known in a given social context – and out 

of the social, nothing can be known.” (2013, 218) As with the cognitive perspective, there 

exist many socially-based theories of L2 acquisition. I will again extract concepts from those 

theories that have proven the most influential in both traditional and game-based SLA 

research: regulation and mediation, the zone of proximal development, community of 

practice, and motivation.  

Regulation and Mediation 

One of the earliest and most influential theories within the social paradigm of SLA is the 

sociocultural theory of mind, founded by the Russian psychologist L. S. Vygotsky. (Ohta 

2013, 648–49; Lantolf, Thorne, and Poehner 2015, 207; L. S. Vygotsky 1986) Although the 

theory originated as a general theory of human mental development it has been fruitfully 

applied to the study of L2 acquisition, beginning with the work of Lantolf and Frawley in the 
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1980s. (Lantolf 2012a, 57) One of the key tenets of the sociocultural theory is mediation. 

(Ohta 2013, 649) 

“SCT argues that while human neurobiology is a necessary condition for higher 

mental processes, the most important forms of human cognitive activity develop 

through interaction within social and material environments… the distinctive 

dimension of human consciousness [is] its capacity for voluntary control over biology 

through the use of higher level symbolic artifacts (i.e., language, literacy, numeracy, 

categorization, rationality, logic, etc.) … [which] act to mediate the relationship 

between the individual and the social-material world.” (Lantolf, Thorne, and Poehner 

2015, 207–8) 

Sociocultural theory thus sees human cognition as a fundamentally social and mediated 

process where language is the primary means of mediation. (Ohta 2013, 649–50; Ortega 2013, 

218) In language development one of the most important forms of mediation is regulation, the 

ability to use linguistic knowledge to regulate one’s own behaviour through language. 

Acquiring this ability in a new language consists of three stages: object-regulation, where the 

learner may use for example a dictionary or grammar-book to look up new words and 

constructions; other-regulation, where the learner receives implicit or explicit feedback and 

assistance from other speakers; and eventually self-regulation, at which stage the learner is 

able to rely on their own linguistic knowledge in communication, with little to no external 

support. (Lantolf, Thorne, and Poehner 2015, 207–8; Ohta 2013, 650) Although the goal for 

many L2 learners will be to internalise enough knowledge that they may eventually become 

mostly self-regulated, learners (and native speakers) constantly move between the three stages 

of regulation, depending on the immediate context or the linguistic concept at hand. For many 

SLA researchers it has been useful to study how learners operate in and between the different 

stages of regulation, and so the concepts of mediation and regulation are frequently used as 

tools to examine the L2 learning process. (Ortega 2013, 220–21) 

The Zone of Proximal Development 

Another important concept adopted into SLA from Vygotskian theory, and which is perhaps 

even more widely applied than mediation, is the zone of proximal development (ZPD). (Ohta 

2013, 648) The zone of proximal development builds on the concepts of mediation and 

regulation, and is especially connected with other-regulation. Vygotsky’s famous theory of 
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development and learning, which includes the theory of the zone of proximal development, 

states that “[s]ocial relations or relations among people genetically underlie all higher 

functions and their relationships.” (L. S. Vygotsky 1978, 57) This theory states that all 

development appears in two stages: first on the social plane as a result of and at the same time 

dependent on social interaction and relations, and only then can it be internalized into the 

learner’s psychology to become part of their own knowledge and ability. (L. Vygotsky 2012) 

Borrowing from Vygotsky’s (1978) definition, Lantolf describes the ZPD as “the difference 

between what individuals can do independently and what they can do with appropriate 

mediation from someone else.” (Lantolf 2012b, 57) For SLA researchers, one of the two main 

appealing notions of the ZPD has been that it emphasises the importance of assistance from 

other speakers, thus placing strong value on socialization as a key part of learning. This form 

of assistance is hypothesised to be especially helpful if it comes from an expert (in the case of 

L2 acquisition, someone who is native or otherwise highly proficient in the L2), but can also 

arise through interaction with another peer. (Ohta 2013, 652) The other important attribute of 

the ZPD is that it looks at not only the learner’s current level of development, but also at their 

potential level of development.  It predicts that “what one can do today with assistance is 

indicative of what one will be able to do independently in the future,” and as such provides 

researchers with a way of assessing learners’ development potential. (Lantolf, Thorne, and 

Poehner 2015, 212) The Zone of Proximal Development is therefore useful in SLA because it 

states that the social context is crucial for language acquisition to occur effectively, that 

assistance from more proficient speakers is highly useful, and that by measuring what a 

learner can do in interaction with others one can determine what they are in the process of 

acquiring into their own language ability. 

Community of Practice 

The term ‘community of practice’ was coined in the early 1990s by Jean Lave and Etienne 

Wenger as the foundation for a social theory of learning. (Eckert 2006, 683) “A community of 

practice is a group of people who share an interest in a domain of human endeavour and 

engage in a process of collective learning that creates bonds between them: a tribe, a garage 

band, a group of engineers working on similar problems.” (Wenger 2004, 2339) Wenger 

defines three characteristics that must be in place to distinguish a community of practice from 

the normal understanding of a community: first, the members of a community of practice 

share a common interest or domain, and possess a minimum level of knowledge about that 
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interest/domain which distinguishes them from non-members; second, the members 

participate in joint activities, share information and form relationships, thus forming a 

community of practice in which they interact and learn together; third, “[m]embers of a 

community of practice develop a shared repertoire of resources: experiences, stories, tools, 

ways of addressing recurring problems – in short a shared practice” which establishes and 

reinforces over time, gradually establishing a shared set of behaviours, attitudes, ways of 

speaking, et cetera. (Wenger 2004, 2339–40) From Wenger’s theory of learning the concept 

was brought into sociolinguistics as an addition or alternative to the already existing notion of 

speech community. The community of practice concept, by its virtue of identifying social 

groups based on actual practice instead of relying on broad and often abstract descriptive 

categories, offer a more concrete and direct way of connecting linguistic behaviour with 

social behaviour. (Eckert 2006, 683) While in sociolinguistics the construct has been used 

most productively as “an explanatory context for linguistic heterogeneity,” (Eckert 2006, 

683), being originally intended as part of a social theory of learning it has naturally also been 

of considerable value to the sociocultural part of SLA. (Véronique 2013, 254) Wenger 

himself gives a good explanation of the appeal of the communities of practice concept to 

SLA: “... if you want to understand... learning in terms of the processes by which people 

create systems of meanings, then it is useful to consider a unit of analysis where these 

processes involve a direct experience of engagement for participants.” (Wenger 2004, 2340) 

For the sociocultural paradigm of SLA, which considers that language learning is a process 

which occurs in and through interactions and relationships with others, a community of 

practice is an important tool for analysing how social practices influence and drive the 

learning process. (Schlager, Fusco, and Schank 2004) Further, being part of an L2 based 

community of practice also gives the learner frequent opportunities to practice and socialize in 

their L2. This allows them to participate in the shared creation of meaning, and creates further 

motivation in the desire to create meaningful relationships around and engage in activities 

pertaining to the shared interest underlying the community of practice. 

Motivation 

The role of motivation in L2-learning has been researched extensively within SLA, and has a 

long history of study within general psychology. (Lantolf 2012b, 396; Mates and Joaquin 

2013) Motivation is what drives us to do what we do, what makes us pursue the goals, 

activities, objects or other rewards we believe will lead to an increase in our happiness, and in 
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an L2-context it is what makes us desire and put effort into acquiring an additional language. 

(Ortega 2013, 168; McGonigal 2012; Dörnyei and Ushioda 2011, 3; Dewaele 2013, 161) In 

positive psychology motivation is divided into two types: extrinsic and intrinsic. Extrinsic 

motivation is fuelled by factors outside ourselves and drives us to seek external rewards such 

as money, status, or praise. Intrinsic motivation is internally fuelled and causes us to engage 

in activities that in some form or other are their own reward, for instance by being enjoyable, 

giving us pride or improving our sense of self, or strengthening our social connections. 

(McGonigal 2012, 45; Dewaele 2013, 163) Interest in studying the role of motivation in SLA 

began when Canadian social psychologists Gardner and Lambert published a report in 1972 

after conducting a series of studies on attitudes and motivation among L2 learners. They 

claimed that motivation was a strong factor in explaining varying success among individual 

L2 learners independent of ability or aptitude, and this sparked great interest in the research 

community. (Lantolf 2012b, 396; Gardner and Lambert 1972) One of the current most 

influential theories of motivation in L2 acquisition, self-determination theory, is based in 

general psychology and operates with a similar distinction between extrinsic and intrinsic 

motivation. According to this theory, L2 learners who see the act of learning a language as a 

goal in itself and who find the sheer act of learning to be motivating and enjoyable are 

intrinsically motivated, while learners who view L2 learning as a means to an end and who 

are motivated mostly by external factors connected to achieving a successful learning 

outcome are extrinsically motivated. (Ortega 2013, 176) Of the two types, intrinsic motivation 

has been connected with higher achievement and is considered more optimal than extrinsic 

motivation. In research on intrinsic motivation, the defining factor has been found to be 

enjoyment, meaning that people who enjoy the process and activity of learning a language 

will also tend to be more successful at it than people who do not. (Ortega 2013, 176; Dewaele 

2013, 163) Put together, the above research has three important implications for SLA: 1) that 

it is important to focus on motivation in L2 learning, as being motivated is what actually leads 

us to make an effort in our learning process, 2) that quality of motivation is equally important 

to quantity of motivation, meaning that how we motivate ourselves is just as important as that 

we motivate ourselves (or others), and 3) that finding joy in the learning process itself is one 

of the most powerful motivators for successful learning. 

2.1.3 SLA Across Paradigms 
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The above concepts are all used extensively in SLA research and are an established part of the 

literature, but they are by no means representative of the full range of SLA theory. Manifold 

more theories exist and are being used, and as SLA scholars continue their work and expand 

the collective knowledge, ever more theories, frameworks, methods and concepts are being 

expanded on and added to the current literature. As technology continues to develop and plays 

an increasingly large part in how we communicate and how we learn, there can be little doubt 

that technology must also become an increasingly larger part of SLA research. (Childress and 

Braswell 2006; de Castell and Jenson 2003; C. A. Chapelle 2001) Whether it is through new 

methods for collecting or analyzing data, new methods for communication, or new methods 

for learning languages, it is clear that technology will only become more present and more 

vital in expanding SLA as a field. (Kelm 1992; Chun 2016) One, extremely useful example of 

this is Computer Assisted Language Learning, which will be the topic of the next section. (C. 

Chapelle 2007; Thorne and Smith 2011; Reinders and Stockwell 2017; Plonsky and Ziegler 

2016) 

2.2 What is CALL? 

The study of second language acquisition through video games falls under the larger area of 

Computer Assisted Language Learning, or CALL for short. CALL had its early beginnings in 

the 1960s, but didn’t emerge as a field proper until the 1980s, as a branch of the more general 

field of Computer Assisted Instruction. (Thorne and Smith 2011, 268; Peterson 2013, 1) The 

great potential of digital technologies as tools in L2 acquisition began to attract attention 

through three main technologies: the emergence of mainframe computers, multimedia CD-

ROMs, and videoconferencing. Together these three technologies made possible the creation 

and spreading of targeted, highly-customisable, interactive and potentially social language 

learning programmes on a large scale, spurring great interest among researchers and leading 

to the emergence of CALL as a field. (Peterson 2013, 1–6) With the development of digital 

technology progressing as rapidly as it ever did, and being likely to continue doing so, 

computer assisted language learning in its many different forms is likely to become an 

increasingly important part of the field of SLA in the future. (C. Chapelle 2007; Chun 2016) 

A prominent researcher on video games in SLA, Mark Peterson has commented that there has 

been a strong tendency in the field thus far for researchers to conduct exploratory research 

without placing it within a larger SLA framework. Further, there has not yet developed a 
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consistent practice for the use and definition of field specific terminology, nor has the 

potential of established SLA theory to inform and advance CALL research been fully utilized. 

This has lead to a current body of literature which is fragmented and unsystematic, making it 

difficult to generalise findings and draw general conclusions. (Peterson 2013, 46–47) Peterson 

also mentions what he calls the “false dawn-phenomenon”, the tendency that technological 

innovations are seen as beneficial and as potential breakthroughs simply for being innovative, 

before their actual effects have been studied. (Peterson 2013, 6) As Peterson puts it: 

This situation has acted to restrain the development of a balanced and 

critical approach to the assimilation of new technologies that is necessary 

for systematic and effective development in CALL. There is a need to move 

beyond the wow factor (Murray and Barnes 1998) if innovations with 

potential, such as computer games, are to be implemented and researched 

effectively in the future. (2013, 7) 

There are countless new areas and directions to be explored within CALL as a field. 

However, taking the time to organize existing research and create a solid foundation in 

established theory from which researchers can benefit is another important step in making 

sure the field can grow into its full potential. Promisingly, this process has already begun, as 

researchers are starting to appreciate the value of incorporating established theory and 

previous research findings into their own research. (Reinders and Stockwell 2017) 

In the rest of this section I will focus on games and video games, first on the games 

themselves and then games as a tool for learning. I will define Massively Multiplayer Online 

Roleplaying Games (MMORPGs) and present theory and current research that suggest that 

this type of game is particularly promising for L2-acquisition. Finally I will draw on some of 

the main points from the complete chapter to conclude by stating the theoretical motivation 

for the thesis. 

2.2.1 About (Video) Games 

Before delving into the multi-faceted concept of games, I want to first say a little about the 

notion of play. While not sufficient on its own, play is a crucial construct in understanding the 

nature and appeal of video games, both on their own and in a learning context. (Rieber 1996) 

According to Prensky, a scholar on play and learning, play is a natural human activity which 

has a “... deep biological, evolutionary important, function, which has to do specifically with 

learning.” (2001, 112) He defines play as a voluntary, engaging activity which provides fun 
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and enjoyment, (Peterson 2013, 16) and herein lie its learning benefits: “So fun – in the sense 

of enjoyment and pleasure – puts us in a relaxed receptive state of mind for learning. Play, in 

addition to providing pleasure, increases our involvement, which also helps us learn.” 

(Prensky 2001, 117) With this, Prensky is saying not only that fun and enjoyment are 

important for learning because they increase the learner’s willingness and ability to engage 

actively in the learning process, but also that play, in addition to inherently providing this 

sense of enjoyment, actively heightens our sense of involvement with the present activity, 

thus increasing our engagement and learning potential even further. In Prensky’s view games 

are a subset of play, and consequently inherit these learning-beneficial qualities, in addition to 

possessing further positive traits of their own, which will be discussed in more detail in the 

following section. While the concept of play in itself is not the main focus nor the main 

theoretical basis for this study, and while I will not elucidate it beyond this brief presentation, 

it is important and beneficial to acknowledge its role in making games the powerful, 

enjoyable tools for learning that research indicates they have the potential to be. 

Beyond being a type of play, what exactly is a game? “Playing a game is the voluntary 

attempt to overcome unnecessary obstacles.” This definition, given by late philosopher 

Bernard Suits and quoted in leading games scholar Jane McGonigal’s influential book Reality 

is Broken (McGonigal 2012, 22), describes the essence of what makes a game. It is an activity 

that we perform willingly and which requires us to tackle a challenge that there is no outside 

need or reason for us to tackle. This definition, fitting as it may be, is also extremely broad, 

and attempts to describe the essence of what makes a game across all possible incarnations of 

the concept. Games come in all shapes and fashions, across all manner of physical and digital 

platforms, for personal, social, or societal use. They have existed throughout all known 

human history and have been studied nearly as long, and with such endless variety it can be 

difficult to narrow down exactly what makes a game a game. In her book McGonigal suggests 

the following four traits to help narrow down what a game is: “When you strip away the genre 

differences and the technological complexities, all games share four defining traits: a goal, 

rules, a feedback system, and voluntary participation.” (Italics in the original.) (McGonigal 

2012, 21) The goal is the outcome that the players attempt to achieve, while the rules place 

limitations on how they can do so. The feedback system tells the players about their 

progression towards the goal, and voluntary participation establishes common ground among 

the players by requiring that they all know and accept the other three conditions. (McGonigal 

2012, 21) 
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A digital game, meaning a computer or video game, on top of having these four traits, also 

has additional specific characteristics of its own that makes it distinct from other types of 

games. First, a digital game has graphics: a visual display that a player sees. Second, it 

contains specific hardware and on-screen elements through which the player interacts in and 

with the game, this is called the interface. Third, a digital game both elicits and requires 

physical and mental activity from the player. And finally, a digital game is run by an 

algorithm, that is “the software program that controls the graphics, sound, and play activity.” 

(Peterson 2013, 20) Based on these characteristics, the definition of a video game that will be 

used in this thesis is a voluntary challenging activity with a goal, rules, and feedback, which is 

played using a graphical display with a visual interface, and runs on digital software specific 

to that game. Because the only distinction between a computer game and a video game has to 

do with the type of hardware it runs on (for instance a PC versus a gaming console) I will use 

the two terms interchangeably throughout the rest of the thesis. From this it also follows 

naturally that any theory or research finding that has been applied to one of the two can be 

equally applied to the other. 

At this point it is necessary to briefly clarify two relevant distinctions: that between 

gamification and game-based learning, and that of recreational versus so-termed ‘serious’ 

games. The concepts of gamification and game-based learning are both gaining popularity 

and being increasingly implemented in fields such as education and corporate training, and for 

the sake of avoiding confusion it is necessary to make clear which concept will be used here. 

A short, descriptive definition is this: “Gamification is turning the learning process as a 

whole into a game, while Games-Based Learning (GBL) is using a game as part of the 

learning process.” (Italics in original) (Ingwersen 2017) According to this definition, the main 

difference between the two concepts is that gamification takes a planned learning process and 

turns it into a game by incorporating any number of different game features, while game-

based learning uses a pre-existing game as a basis for acquiring skills and/or knowledge that 

the game itself can provide. This thesis uses an existing popular game, World of Warcraft, to 

examine what language skills can be gained from playing it, and therefore focuses on game-

based learning. Further, World of Warcraft is a so-called recreational game, which brings up 

the difference between recreational and serious games. A recreational game is what most 

people think of when they think of games, that they are made mainly for fun and pleasure, and 

that their main purpose is to engage and entertain. A serious game, on the other hand, is 

created with some other purpose than just entertainment. “The goal of serious games is to 
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create game play experiences that develop knowledge and skills that have value in the virtual 

world and transfer to real world applications.” (Y. A. Rankin et al. 2008, 47) Research on the 

use of serious games in SLA, while growing, is still limited, and much more work remains to 

be done before these games can be utilized effectively. (Y. A. Rankin et al. 2008; de Castell 

and Jenson 2003) 

Finally, in the literature it is common to refer to the act of playing a game simply as “playing 

a game”, where “game” can mean any type of game from digital to board games to sports. In 

popular game culture, however, digital games have become such a phenomenon that players 

have coined their own term for playing them: “gaming”. Gaming refers strictly to the playing 

of digital games, and does not cover for instance the playing of board games or sports. The 

type of hardware used is not restricted, and one can game as easily on a computer as on a 

mobile phone. “Gaming” is widely used in conversations, internet fora, articles, in short all 

across different aspects of gamer culture. (For instance, Gamespot, Polygon and Game 

Informer, three of the largest websites for news and information on digital games, all use the 

term ‘gaming’ frequently in their articles and other media. (“Gamespot” n.d.; “Polygon” n.d.; 

“Game Informer” n.d.)) The coining and widespread popularity of a term reserved specifically 

for the playing of digital games points to the fact that this type of game has become a 

phenomenon of its own, deserving of its own sub-field of digital game specific research. As 

such, I offer that it would be very helpful to make use of this term in the research, both to 

emphasize its autonomy as a field, and also to help easily distinguish it from research on other 

types of games. Researchers in academia have already adopted the term “gaming” to refer to 

the playing of digital games, and I will follow the same practice here. (Sylvén and Sundqvist 

2012; García-Carbonell et al. 2001; Steinkuehler 2007; M. J. W. Lee et al. 2005) 

2.2.2 General Learning and SLA in Video Games 

Much of the early (and indeed a fair amount of the current) media coverage on video games 

has been done from the viewpoint that video games have negative effects on children's and 

teenagers' development, and much early research on video games focused on the risks 

associated with gaming. (Pasfield-Neofitou 2014, 1; Steinkuehler 2007) This view, however, 

is rapidly changing as many scholars are now, and have indeed been for a while, writing about 

the potential learning benefits of video games. (Pasfield-Neofitou 2014, 1; de Castell and 

Jenson 2003; Kafai 1994; Rieber 1996) Several even describe the act of playing a video game 
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as a learning experience in and of itself. (Juul 2005, 6; Gee 2003; McGonigal 2012, 68) 

McGonigal writes that playing a game is equivalent to learning how to play the game, and 

that the motivation to play comes from becoming better and better, learning more and more, 

until ultimately one has learned all one can by achieving mastery of the game. At this point 

the game often begins to lose its appeal and the player sets off in search of a new learning 

challenge. (McGonigal 2012, 68) As Ralph Koster puts it: “Fun from games arises out of 

mastery. It arises out of comprehension. … In other words, with games, learning is the drug.” 

(Koster 2005, 40) 

If one can argue that gaming equals learning, the natural next question to ask is whether 

learning from games can transfer beyond the game itself. In other words, can gaming teach 

players something other than just how to play the game? Many scholars argue that yes, they 

can. Researchers from different fields claim that video games, both serious and recreational, 

offer a way of approaching learning which differs positively from more traditional strategies, 

and see great potential in employing computer games in learning, both inside and outside a 

classroom context. (Peterson 2013, 33–34; McGonigal 2012, 14; M. J. W. Lee et al. 2005; 

Suh, Kim, and Kim 2010) In a comprehensive research review, Richard E. Mayer identifies 

some general areas in which games for learning have so far shown positive results. For 

instance, he writes that games have been used to good effect in the training of perceptual 

attention, 2-D and 3-D mental shape rotation, and executive function. (2014, 183) When it 

comes to areas where research suggests that games for learning might actually give improved 

positive effects over traditional learning methods, he identifies science and L2 acquisition as 

two particularly promising areas. However, while the proponents for utilising games for 

education and learning purposes are many and eager, the actual research on the effects of 

games for learning is only just beginning to accumulate. (de Castell and Jenson 2003) In his 

review Mayer warns against making claims that current research cannot legitimise. He writes 

that there has been a trend among games for learning advocates to make overly optimistic and 

often unfounded claims, and he echoes Peterson’s criticisms of CALL research in saying that 

“the research literature on educational games is highly diverse, disorganized, and unfocused, 

with an unusually high number of methodologically flawed studies.” (2014, 21) Further, he 

writes of the research that is scientifically acceptable, that much of it simply fails to give 

evidence for the improved learning that many researchers hope for. He notes, however, that 

this might be because the researchers have targeted the wrong games, participants, learning 
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outcomes or contexts, and it may be the case that researchers simply do not yet know enough 

to be able to create the most efficient research experiments. (Mayer 2014) 

As with general games for learning research, the importance of further research to explore and 

realize the potential of game based SLA is critical. O'Neil, Wainess and Baker (2005) write: 

“The evidence of potential is striking, but the empirical evidence for the effectiveness of 

games as learning environments is scant.” (Quoted in Peterson 2013, 47) Being a field at the 

cutting edge on the intersection between technology, learning and linguistics, it is clear that it 

will take time to discover and explore what game based SLA can offer, but even so, evidence 

of its potential in several areas already is already present. There exist a large number of 

studies on the use of computer games for SLA purposes, and many of these have yielded 

positive and promising results. In the following section I will present a selection of this 

research. 

Two separate studies on the 3D simulation game The Sims found that playing the game while 

making use of supplementary material improved the participants’ knowledge of vocabulary 

that appeared in the game. Both studies, the first one by Miller and Hegelheimer (2006), and 

the second a follow-up study to the first by Ranalli (2008), focused on intermediate-level 

learners of English. In these studies the participants were tasked with playing The Sims, a 

game where players create and control personalized avatars in a simulation of real life in a 

typical American neighbourhood, as part of a semester-long English literacy class. Both 

studies also used specially created supporting materials based on content appearing in the 

game, including vocabulary lists, grammar quizzes, an online dictionary, and descriptions of 

grammar features. In the first study, some of the participants played with and some played 

without the supporting materials, while in the second study the participants worked together 

in pairs and rotated between using and not using the supporting materials. The results of both 

studies showed that the participants playing with supporting materials significantly increased 

their knowledge of vocabulary that appeared in the game. In the case of the first study, this 

group also outperformed those who played without the supporting materials. 

A pilot study by Stubbs (2003) examined the acquisition of Japanese characters by beginner-

level learners through the first person shooter game Kana No Senshi, an adaptation of the 

computer typing tutor game The Typing of the Dead. In this game the players attempt to kill 

zombies by typing as quickly as possible the correct romanization of Japanese kana characters 

that appear next to each zombie. The study had six participants, who both played the game 
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and later used a conventional program for learning kana characters. The researcher found that 

playing the game was equally effective to the conventional program, and elicited more 

positive learner feedback. Despite the small participant group and a few other design 

limitations, these findings are promising. A similar game was used in a one participant case 

study by Emi Kobayashi (2013). This study examined vocabulary acquisition through the 

educational action video game Zombie Shiki – Eigo Ryoku Sosei Jutsu: English of the Dead, 

created for beginner to advanced Japanese learners of English. The game has three modes, 

which all consist mainly of the player translating Japanese words into English, and different 

tasks for forming sentences in everyday-like conversations. The subject, a Japanese high 

school student, played the game for at least 30 minutes twice a week over the course of a 

month, and data was collected through pre- and post-vocabulary tests, player observation, a 

participant gameplay diary, and structured pre- and post-interviews. On the post-test the 

participant showed a significant increase in vocabulary that had appeared in the game, and 

during the post-interview and in the gameplay diary she expressed very positive learner 

feedback and enjoyment of the game. 

DeHaan, Reed, and Kuwada (2010) conducted a large-scale mixed-methods study on 

noticing, and vocabulary acquisition and retention, using the musical rhythm game Parappa 

the Rapper 2. The study had 80 participants who were all Japanese undergraduate learners of 

English, and all of whom were experienced gamers. In the game, the players first listen to a 

short English rap with accompanying subtitles, and then have to complete the same rap by 

pressing the correct button in the right sequence and following the rhythm of the music. 

During the experiment the players participated in dyads, with one person playing the game for 

20 minutes and another observing the gameplay. Immediate pre- and post-tests of vocabulary 

were administered, as well as a two weeks delayed post-test, an experience questionnaire, and 

a cognitive load measure. The results showed that both groups recalled vocabulary for the 

immediate post-test, with the watchers significantly outperforming the players. The 

researchers attributed this to the increased cognitive strain on the players caused by needing to 

attend to both playing the game and noticing vocabulary at the same time. Both groups forgot 

significant amounts of vocabulary for the delayed post-test, suggesting that further stimulation 

is needed for long-term retention. 

In summary, the above research shows that video games of different types can lead to gains in 

vocabulary, reading and listening comprehension, and writing, as well as elicit positive 
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learner feedback and increase learner engagement and motivation. While much more research 

is needed before researchers and educators will be able to reliably and effectively replicate 

these learning gains on a larger scale, these findings are highly encouraging and promising for 

the future role of video games in language education. In the current literature, the game genre 

which researchers are repeatedly highlighting as particularly promising for use in both SLA 

research and teaching is MMORPGs. (Steinkuehler 2007; Bryant 2006; Y. Rankin, Morrison, 

and Shute 2009) This game type will be the focus of the next section. 

2.2.3 MMORPGs – Definition, Theory and Current Research 

As mentioned above, one of the most promising types of games that SLA research has 

identified for L2-learning is Massively Multiplayer Online Role Playing Games, or 

MMORPGs for short. (Sundqvist and Sylvén 2012; Suh, Kim, and Kim 2010; Zhang et al. 

2017; Reinders and Wattana 2015) In this section I will first define what a MMORPG is and 

present the MMORPG that will be used in this study, World of Warcraft. I will then present 

the theoretical basis for using MMORPGs in SLA as identified in the research, followed by a 

presentation of current research on the potential of MMORPGs on L2 acquisition. 

Definition and Characteristics 

A MMORPG is a game in which the player creates their own customisable avatar, and this 

avatar becomes their means for interacting with a vast game world. In a typical MMORPG the 

goal is to explore the game world and complete different kinds of missions (often called 

quests) in order to make their avatar stronger, to gain status, and to unlock new content within 

the game. All this is done alongside, and with the help of, other players. The social aspect of 

the games is the feature that distinguishes MMORPGs from single player role playing games, 

and interaction and collaboration between players is a crucial part of being able to accomplish 

a majority of the various in-game tasks. Most MMORPGs include a function, often called 

guild or clan, whereby a large group of players join together to form their own in-game 

community for the purpose of socialisation, making friends, and helping each other in the 

game. (Nardi 2010; Rama et al. 2012; Bryant 2006; Yee n.d.) 

World of Warcraft 
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As a MMORPG, World of Warcraft (WoW) has all the characteristics of typical MMORPGs 

mentioned above. It contains a myriad of different game activities for the player to do, such as 

quests (which typically include showing the player one to a few paragraphs of text explaining 

a part of the game’s lore), dungeons (specific zones where 5-40 players cooperate to defeat 

strong opponents in exchange for valuable rewards), crafting skills (which require travelling 

the game-world to collect different materials in order to create better equipment for oneself 

and other players), and PvP (player-versus-player, where players on different teams fight 

against each other to win in-game rewards). Some of these activities cannot be done without 

the assistance (or competition) of other players, and even those activities that are designed for 

solo play often include in-game incentives for doing them with other players. Further, players 

receive in-game rewards and benefits for being part of a guild, and all of this helps to foster 

strong in-game communities, and encourages social interaction. (Nardi 2010; Corneliussen et 

al. 2008) WoW is currently the single most popular MMORPG on the market, with over 7 

million reported players worldwide in 2015. (Gilbert 2015) And finally, WoW is one of the 

few MMORPGs to offer language-specific game servers, granting access to different in-game 

language communities as well as the ability to have the game interface in different languages. 

(Bryant 2006; “World of Warcraft” 2004) Together these factors, varied in-game activities, 

emphasis on social interaction, a large player-base and the ability to play and socialise in a 

language other than English, make up the reason why WoW was a prime choice for this study. 

WoW has also been one of the most popular choices for other MMORPG-based SLA studies, 

as will be shown below. 

Theoretical Basis for the Use of MMORPGs in SLA 

There exist various rationales that aim to justify and explain the use of computer games in 

language education. Several of these have also been reviewed by other scholars, for example 

in Peterson (2013). The rationales I will focus on build on cognitive and sociocultural 

research, and as such align well with the theoretical background for this project. One of these 

is based on cognitive SLA theory and gaming theory, and was presented by García-Carbonell 

et al. in 2001. In this rationale the researchers argue that games, through their rule-based 

nature and tendency to incorporate competition, can stimulate various factors associated with 

acquisition. For instance they claim that through games that provide and rely on interaction 

with others, such as MMORPGs, players are exposed to comprehensible input, get the chance 

to process linguistic information by producing their own output, and can engage in 
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negotiation of meaning, all of which have been associated with learning-gains in the cognitive 

SLA paradigm. (García-Carbonell et al. 2001; Ortega 2013) The second rationale is proposed 

by Thorne, Black and Sykes (2009) and is based in sociocultural SLA research. They make a 

case for MMORPGs as promising venues for L2-acquisition because of the social nature of 

the interaction which this type of game both encourages and relies on. The rationale is based 

specifically in language socialization theory and situated learning theory, and claims that 

MMORPGs provide learners with opportunities for target language (TL) use, socialization 

and social interaction, instruction and assistance by peers, access to communities of practice, 

and the establishment of social relationships. (Thorne, Black, and Sykes 2009) The final 

rationale combines both sociocultural and cognitive theory, and is proposed by Zhao and Lai 

(Zhao and Lai 2009). These researchers also focus on MMORPGs as the most promising 

arena for game-based L2-acquisition. They focus on access to comprehensible TL input and 

authentic TL use through a varied range of interlocutors, meaning-focused and learner-

centered interaction including opportunities for noticing and negotiation of meaning, 

increased motivation, reduced anxiety, and mentoring. 

In addition to the above, some researchers also emphasize that MMORPGs are in a unique 

position to provide learners with a favourable learning context that might otherwise be 

difficult to achieve. Kongmee et al. note that there are many L2 learners who might receive 

formal TL instruction but who lack an environment which enables the kind of social L2 

interaction promoted as beneficial in the literature. A MMORPG, they write, can provide 

many learners with access to precisely such an environment, granting them the opportunity to 

interact with a wide range of interlocutors in a context where they can actively practice the 

language in a stimulating and constructive setting. (Kongmee et al. 2011) 

In summary, MMORPGs are theorized to be particularly promising as arenas for second 

language learning because they promote and enable L2 socialization and interaction; enable 

communication using a wide range of discourse strategies and interactive features, including 

negotiation of meaning, clarification requests and requests for assistance; provide access to a 

wide range of interlocutors, including native speakers; provide a low-risk, low-anxiety 

learning environment; provide an accessible, L2 dominant learning environment; and 

engender motivation and enjoyment. 

Previous Research 
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As mentioned above, the amount of research on game- and MMORPG-based SLA is rapidly 

growing. Here I will present some of the most important findings from research conducted in 

the last two decades. To help locate research which is methodologically sound, founded in 

established SLA theory, and which offers meaningful contributions to the field, I consulted in 

particular two recent research reviews that both build on these three criteria. The first of these 

is a 2014 review by Sarah Pasfield-Neofitou, which focuses on research that identifies 

opportunities for L2 acquisition in game based environments, and the second is a 2016 review 

by Mark Peterson focusing on studies based on cognitive and sociocultural SLA theory. 

(Pasfield-Neofitou 2014; Peterson 2016) I have selected five research studies that all yield 

promising results while also adhering to the criteria listed above. In addition to being relevant 

to the current thesis, I chose studies that have been conducted using different methods and 

different contexts, in order to give as broad and representative an overview as possible. I will 

present these studies in detail below and connect them to established SLA theory, and at the 

end of the section I will summarize their key findings. 

The first research study is a 2012 study conducted by Rama et al., which examined SLA 

affordances and opportunities for socialization in MMORPGs from a sociocultural 

perspective. This study focused on six English-speaking learners of Spanish, with a 

combination of high-low Spanish proficiency and high-low MMORPG experience between 

them. The learners played World of Warcraft over a period of five weeks, and data was 

collected in the form of participant observation, interviews, in-game chat logs, and participant 

journal entries. Through qualitative analysis aimed at identifying patterns in the learners’ data, 

the researchers identified three promising affordances for SLA through WoW: 1) that 

gameplay enabled and supported the creation of safe learning spaces, 2) that playing 

emphasized communicative competence, or “the ability to communicate meaningfully and 

effectively within a given context,” and 3) that it “promotes goal-directed, collaborative 

action between experts and novices.” (Rama et al. 2012, 327) This research draws on 

Vygotsky’s concepts of the zone of proximal development and regulation and mediation, 

while also focusing on learner interaction in a social environment akin to a community of 

practice. 

Similar results were found in a research study by Kongmee et al. (2011). This study 

investigated the experiences and English language developments of a group of Taiwanese 

ESL students. The students played three different commercial MMORPGs regularly over a 
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period of eight weeks, and participated in regular language tutorials where they were given 

traditional language instruction which was based on the language content the learners faced in 

the games. The researchers conducted pre- and post-interviews to assess the learners’ 

knowledge and attitudes towards MMORPGs, made video-recordings of the learners’ gaming 

sessions, and one of the researchers joined the gameplay as a participant observer. The key 

findings reported by the researchers was that the students became increasingly quicker at 

reading quest dialogues in-game, and also began to read complex texts in their tutorial text 

books more rapidly. The students also showed increased familiarity and understanding of key 

vocabulary that appeared frequently in-game, as well as common in-game abbreviations used 

in in-game written communication. The lower-level learners in particular exhibited increased 

confidence and reduced anxiety for making mistakes during in-game interaction, and the 

advanced learners showed an increase in the quality and flow of sentence construction. 

(Kongmee et al. 2011) The study focused strongly on providing varied comprehensible input 

and opportunities for interaction, and also included actively the concept of awareness and 

noticing through the alignment of the language tutorials and the in-game content. In summary, 

this study showed promising results for the use of MMORPGs in improving learner literacy, 

communicative confidence, vocabulary, and sentence construction. Like many other studies, 

this study also found differences between beginner- and advanced- level learners, but in 

contrast to much other research it did not find that the beginner learners improved overall less 

than the advanced learners, but rather that they improved in different areas (beginners 

improved more in communicative confidence and advanced learners improved more in 

language fluency and sentence quality). 

The third study is a pilot study conducted by Rankin, Gold and Gooch. (Y. Rankin, Gold, and 

Gooch 2006) This study focused on discovering an effective pedagogical strategy for 

employing MMORPGs in language learning, and did this by combining “the benefits of 

massive multiplayer online role-playing games (MMORPGs) and second language 

methodology to create a digital learning environment for second language acquisition (SLA).” 

(2006, 1) The study followed four beginner to advanced ESL (English as a Second Language) 

students from different language backgrounds as they played the MMORPG Ever Quest 2 in 

groups of two for a minimum of four hours per week for four weeks. The students, who were 

none of them experienced with video games, were given an extensive introduction to the 

game, and were provided with a list of unfamiliar game-related vocabulary words. Like the 

above two, this study also places great emphasis on interaction, including opportunities for 
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the production of output and for receiving comprehensible input. The supplemental 

vocabulary material also directed the learners’ attention towards noticing specific in-game 

words. Data were collected through pre- and post-questionnaires, observations of each 

gaming sessions, logs of each participant’s in-game interactions, and a post-participation 

vocabulary test. During the post-questionnaire, all four learners expressed that they felt that 

participating in gameplay improved their English vocabulary skills, and the researchers found 

that on average the students improved their knowledge of vocabulary that appeared in the 

game by 40%. The intermediate and advanced learners also exhibited a 100% increase in chat 

messages during the four weeks. The smallest learning gains were found in the beginner level 

learner, and the researchers suggest that this learner experienced cognitive overload as a result 

of not being able to understand the game language sufficiently. Importantly, this study shows 

that playing MMORPGs can lead to gains in vocabulary as well as communicative 

competence and confidence, but also implies that learners must be of at least intermediate 

language level to be able to benefit effectively from the learning environment. 

Reinders and Wattana (Reinders and Wattana 2011) conducted a study where they explored 

the effects of an MMORPG on learner interaction and willingness to communicate. This study 

is particularly interesting because it examines the use of a commercial MMORPG, Ragnarok 

Online, which was modified by the researchers to “ensure its appropriateness to the second 

language learning context, as well as its alignment with our learning activities and 

objectives.” (Reinders and Wattana 2011, 9) The modifications included translating the 

original Thai version of the game to English and creating quests and game activities that 

contained language and vocabulary appropriate to the learners’ language level, as well as 

adding in-game content relevant to the learners’ field of study at the university. The 

participants of the study were 16 beginner to intermediate ESL undergraduate IT students at a 

university in Thailand, all of whom had previous experience playing MMORPGs. The 

students participated in three game sessions where they played the game together and were 

encouraged to cooperate to complete in-game tasks. Half the students communicated via in-

game written chat, and the other half communicated via voice chat. The students were all 

given a quick introduction to the game and the language content they would face before each 

session, and after each session they completed a questionnaire on their willingness to 

communicate during gameplay, and participated in group discussions about their gameplay 

experience. In addition to these data, the researchers recorded and transcribed the students’ 

written and spoken in-game interactions. In addition to emphasizing interaction, the study also 
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draws on the concepts of noticing, comprehensible input, output, and on the creation of a 

community of practice. The researchers found that the participants’ average number of turns 

increased significantly from the first to the last session for both the written chat and the 

spoken chat group. The complexity and accuracy of discourse did not change, but the 

interaction was found to elicit a large variety of discourse functions, especially clarification 

and confirmation checks. Further, there was also a large increase in the students’ average 

willingness to communicate across the sessions, as reported on the student questionnaires, and 

the students also reported favorably on their experience of communicating in-game, claiming 

that gameplay allowed them to communicate comfortably without anxiety or embarrassment. 

Qualitative differences were found between the voice-based and the writing-based groups, in 

that the voice-based groups used less complete sentences, made more clarification requests, 

and overall produced less output than the writing-based group. 

The final study is by Peterson (Peterson 2012), and examines the different types of linguistic 

and social interaction that occur between ESL learners in an online MMORPG environment. 

The study followed four intermediate ESL learners, none of whom had any experience 

playing an English language MMORPG, as they played the recreational MMORPG 

Wonderland for four 70-minute sessions conducted over a one-month period. The researcher 

recorded the text chat produced during the participants’ in-game interaction, and in addition 

each participant answered a pre- and post-questionnaire and took part in a personal interview 

at the end of the last session. The written interaction data was analyzed from a sociocultural 

perspective using discourse analysis methods. The study found that the participants engaged 

in several types of linguistic interaction. For instance, across all sessions the learners 

repeatedly used positive politeness, such as greetings, humor, and exclamations of praise or 

interest, in order to engage in and strength positive social connections with other players. The 

learners engaged in collaborative gameplay with other players in order to complete specific 

in-game tasks, and during these interactions the participants frequently made requests for 

assistance and requests for clarification, and used discourse markers intended to display 

interest or agreement, or to signal needs for attention. Across the sessions the learners 

communicated exclusively in English, and also made use of slang and colloquial expressions 

that were typical for the game discourse. During the post-participation interviews the learners 

also expressed overall very positive attitudes towards learning through the game. They 

reported that although they found the gameplay too difficult at times and wish they had more 

instruction on how to play the game, it was an interesting and enjoyable way to learn, and 
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overall they claimed that they felt the gameplay had been beneficial to their English skills. 

This study builds heavily on the importance of interaction and negotiation of meaning, as well 

as motivation and enjoyment. 

In summary, the above research studies, based largely on cognitive and sociocultural SLA 

theory, indicate that MMORPGs can facilitate and enable second language learning in a 

number of ways. They provide several affordances for language acquisition, such as access to 

comprehensible input and opportunities for producing output, access to language socialization 

and the establishment of social relations in game-related communities of practice, and access 

to interaction including negotiation of meaning and occurring within the zone of proximal 

development. The above studies also show that MMORPG-based learning contexts have 

caused several learning gains for their participants, such as increases in vocabulary and 

literacy, increased awareness of vocabulary and linguistic structures, increased output and 

willingness to communicate. Finally, the studies have also demonstrated that MMORPGs can 

elicit high levels of motivation and positive learner attitudes. 

2.3 Theoretical Reasoning Behind the Study 

As is described in this chapter, there is much that can and should be done to improve and 

expand the literature on game-based SLA. A few key strategies are: employing deliberate and 

objective learning outcomes and assessment methods, moving away from a reliance on 

subjective self-assessment, building and incorporating a solid theoretical foundation, 

addressing the divide between cognitive and sociocultural theory, incorporating previous 

research, and focusing on empirical research to back up research claims. The goal of this 

thesis is to begin to address the need to employ these strategies in current research by bringing 

attention to these inconsistencies and potentialities in the literature, and acknowledging and 

being aware of them throughout the research process. By doing so, the goal is to create a 

research project which can be part of this exciting new era of solid, groundbreaking games for 

learning research, and represent a small contribution in the direction towards a continuously 

improving literature and understanding of the potential role of video games in second 

language acquisition. With this aim in mind I created two separate but connected research 

questions, presented in the introduction and repeated below. 
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1) Does playing a MMORPG lead to improved language proficiency in adult second language 

learners? 

  1.2) Which areas of their language proficiency improve? 

  1.3) Are the learning effects long-term or only short-term? 

2) To what extent can established, popular concepts from the cognitive and sociocultural 

paradigms of SLA theory be applied to a MMORPG-learning context? 

The overarching question, research question 1, is currently being actively and eagerly pursued 

in the literature as described above, and was therefore a natural starting point for this study. A 

logical continuation of this question is to ask, in the case that improvement occurs, which 

specific areas of the learners’ language proficiency improve, hence research question 1.2. 

Further, research question 1.3 is motivated by the general lack of research done on the short-

term versus long-term nature of language development that occurs as a result of playing video 

games, and aims to shed a little light on this aspect of game-based L2 acquisition. A further 

reason behind this choice of research questions is also to begin to address some of the 

methodological requirements described above. It is my belief that answering these widely-

asked research questions by employing the research strategies described above, can help shed 

further light on fundamental aspects of game-based SLA. 

As described above, one of the major requirements of good research is a solid foundation in 

established theory, and research question 2 aims to address this topic in particular. By 

employing some of the most influential and well established concepts from traditional SLA 

theory, I aim not only to perform an analysis that builds on decades of existing research and 

knowledge, but also to further this knowledge by examining how these concepts can be 

applied in a new context. By employing both sociocultural and cognitive theory side-by-side, 

I also wish to begin to address the current gap that exists between cognitive and sociocultural 

SLA research. I hope to show that it is possible to conduct research that combines both 

paradigms, and that the pursuit of linguistic knowledge and understanding need not be limited 

by our choice of theory, but on the contrary enhanced and enriched by it. 
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3 Methodology 

This study aims to address the question of whether playing MMORPGs can lead to improved 

language proficiency in adult second language learners, and if so, which areas of their 

language proficiency improve. It also examines whether, if acquisition takes place, this affects 

only short-term or also long-term knowledge and abilities. Lastly, it also seeks to examine the 

extent to which established concepts from traditional cognitive and sociocultural SLA theory 

can be applied to a MMORPG learning context. This chapter will lay out the specific methods 

used to investigate these research questions. In section 3.1 I will present the general research 

design and the motivations behind it, and describe the background of the two participants. 

Section 3.2 will describe the data and how it was collected. Section 3.3 will explain the 

methods of analysis, and section 3.4 will address and discuss the limitations of the research 

design. 

3.1 The Research Design 

This study was conducted as a mixed-methods case study of two native Norwegian learners of 

Spanish. Two experienced gamers with previous knowledge of Spanish played World of 

Warcraft in Spanish for a combined average of 3.5 hours per week, over a period of roughly 

three months. The researcher, who has a similar language background to the participants and 

who is also experienced with WoW, participated in regular gaming sessions on average every 

two-three weeks with each participant. During these sessions their written interactions were 

recorded and later transcribed. The learners also participated in pre- and post-test language 

assessments focused on vocabulary and verb-conjugation, used to measure proficiency 

development. Finally, semi-structured pre- and post-interviews were also conducted to 

establish the participants’ language and gaming background, and to ask about their 

experiences during the project. The choice of Spanish as the target language for this study was 

deliberate, and made in order to avoid the heavy focus on English and ESL learners that 

currently dominates the literature. 

The research design and methods for this study were based as far as possible on the methods 

utilized in some of the most prominent research studies in the field from the past couple of 

decades. As help and inspiration in designing the specific methodology, I selected six studies 

that were particularly relevant and helpful for shaping the design of the current study. I 
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selected studies that yielded promising results, were based on methods that would allow me to 

answer the research questions posed above, and were methodologically well-designed and 

described their approach and its strengths and limitations in detail. The studies were also 

based on either cognitive or sociocultural SLA theory, which aligns very well with the aims 

and theoretical basis for this thesis. Several of these studies were presented in the previous 

research section above (section 2.2.3), and because of this I will focus here on only outlining 

the parts of their methodology which became part of, or influenced, this study. 

All of the studies that underlie the current research design are learner-based, and have a 

particular focus on in-game TL interaction between the learners and other players. Three of 

the studies were case-studies that examined in detail the experiences and developments of a 

limited number of learners. All the studies used either screen recording software or some 

other method for saving transcripts of the learners’ in-game interaction, which was in all cases 

but one exclusively conducted through written chat (one study included both written and 

spoken chat). Nearly all the studies included an examination of vocabulary, and used pre- and 

post-tests based partially on frequently occurring in-game vocabulary to measure learner 

development. Several of the studies also measured quantitative differences in the learners’ TL 

output over time (number and length of turns). One study included an observing researcher 

who participated in gameplay and in-game TL interaction with the learners. Two of the 

studies examined the acquisition of Spanish by English-speaking learners, and three used 

World of Warcraft as the learning context. (Y. Rankin, Gold, and Gooch 2006; Y. A. Rankin 

et al. 2008; Reinders and Wattana 2011; Thorne 2008; Rama et al. 2012; Y. Lee and Gerber 

2013; Peterson 2016) All of these specified methods from the above studies have been used in 

this thesis, and will be described in further detail in the following sections. 

3.1.1 Participants 

Recruitment 

The project’s participants were recruited through posters distributed at the University of Oslo 

Campus, and through one of the Norwegian World of Warcraft groups on Facebook. As an 

extra incentive the participants were promised and received 1000NOK at the end of their 

participation, and their monthly subscription fee to the game was covered by the researcher. 

The participants were chosen based on the following criteria: that they be between 18-30 
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years of age, that they have a basic-medium proficiency in Spanish, that they have access to a 

computer for playing the game and opportunity to do so regularly, and that they not currently 

receive any other form of Spanish language training or instruction. The age requirement was 

set with the aim of avoiding age-related cognitive processing differences that might affect the 

acquisition process. Previous research suggests that language acquisition through games can 

be initially less effective if the learner has no previous language proficiency and lacks the 

basic language skills to navigate the game world and interface. (Y. Rankin, Gold, and Gooch 

2006) Because of this there was set a minimum participant proficiency requirement of A1 

within the Common European Framework of Reference for Languages (CEFR). In order to 

ensure minimum interference from other sources and to ensure that any learning that occurred 

would be a result of playing the game, it was important that the participants not receive any 

other Spanish training during the project time. The participants were screened for these 

criteria through a face-to-face personal interview, as well as the Cervantes Institute’s official 

online Spanish CEFR-test. Due to external reasons, Participant 2 joined the project and began 

playing a month after Participant 1. 

Participant background 

Two participants were chosen for the study. Below is a summary of their relevant key 

characteristics, followed by a more detailed description of each participant’s language and 

gaming background. 

Key Characteristics Participant 1 Participant 2 

Language background Native Norwegian speaker, 

near-native English 

proficiency 

Native Norwegian speaker, 

advanced English proficiency 

Spanish proficiency 

level (CEFR) 

B1 (intermediate) A1 (beginner) 

Acquired Spanish 

through 

Secondary school, short-term 

intensive language course, one 

year exchange to Spanish-

speaking country 

Secondary school 
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Current level of 

Spanish use 

Receives only minimal input 

through media, no interaction 

No current input or interaction 

Motivation level 8/10 10/10 

Gaming background Has previous experience with 

WoW, not played actively for 

4-5 years (played in English 

and Norwegian) 

Experienced and active WoW-

player (plays in English and 

Norwegian) 

Table 1 - Participant Key Characteristics 

Participant 1 

Participant 1 is a native speaker of Norwegian, and was 22 years of age at the time of the 

study. He had acquired Spanish through secondary school, attended an intensive short-

duration Spanish language course, and completed one year abroad as an exchange student in 

Spain and Cuba. At the beginning of the study it had been 2 ½ years since he had actively 

practiced Spanish, during which time he had no regular interaction or communication in 

Spanish and only received minimal Spanish input from a limited few media sources such as 

music and films. On the pre-test he scored a B1 on the online CEFR-test. During the pre-study 

interview he reported that his motivation to learn Spanish was so that he could refresh his 

communicative skills and complete his learning process (gain communicative fluency). He 

also reported having Spanish family, and the ability to communicate better with them was a 

further motivator. Before the study he reported his current level of motivation as 8 on a 10-

point scale. The participant was an active gamer who had experience playing different types 

of games regularly since adolescence. Previously he had gamed mainly in English, and some 

Norwegian. He had previous experience playing World of Warcraft regularly, but at the time 

of the study he had not played actively for the past 4-5 years. 

Participant 2 

Participant 2 is also a native speaker of Norwegian, and was 24 years old at the start of the 

study. She had acquired Spanish through secondary school. At the beginning of the study she 

had not actively practiced Spanish for 8 years, and received an A1 level on the initial CEFR-

test. Before the study she reported having no regular interaction in Spanish, and also had 

minimal to no Spanish input from other sources. During the pre-interview she reported that 
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her motivation to learn Spanish was to refresh her previous knowledge and regain her 

communicative skills. On a scale of 1-10 she reported her motivation level being 10. The 

participant was an active gamer with experience playing different types of games regularly 

since adolescence. Before the study she gamed mainly in English and some Norwegian. At 

the start of the study she was an active gamer of WoW who played at least two hours a day. 

3.2 Data 

To answer the questions set forth in this thesis three types of data have been collected. First, I 

have conducted pre- and post-interviews with both participants to discover their background 

and motivation for learning, as well as their own perceived learning gains and experience of 

participating. Second, both participants were given three types of language assessment, an 

online CEFR-test, a vocabulary test, and a grammar test. The participants received each test 

three times, as a pre-test, immediate post-test, and delayed post-test. Third, chat logs from the 

joint playing-sessions with the researcher and each participant were collected and analyzed. 

Of the three data types the language assessment and the chat logs were the main focus of the 

analysis. This was done to avoid relying too heavily on self-reporting and to ensure a level of 

objectivity in measuring development. The methods for collecting this data are explained in 

greater detail in the sections below. 

3.2.1 Personal interviews 

During the course of the project the participants were asked to participate in two personal 

interviews with the researcher. The interviews were conducted in Norwegian. The interview 

guides for these are added as an appendix at the end of the thesis. The first of the interviews 

was conducted as part of the screening process before they joined the project. During this 

interview the participants were asked about their language background and their previous 

experience with digital and online games, their motivation for learning Spanish, as well as 

their thoughts and expectations about the project. The second interview took place 

immediately following the last day of the gaming period, and was recorded by the researcher. 

The participants were asked about their experience with playing in Spanish and how it 

compared to their previous experience of playing in English, whether they felt their Spanish 

abilities had improved and if so how, how learning Spanish through an online game compared 

to other experiences they had of learning Spanish in the past, and about their current 
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motivation to continue learning Spanish. Data from the interviews were triangulated with 

other forms of data to help contextualize and explain the findings from the language 

assessment and chat logs. There were also some interesting points raised in both post-

interviews which suggest fertile ground for future research. 

3.2.2 Language assessment 

As mentioned above the participants completed an online CEFR-test both as part of the 

screening process, and as part of their proficiency data for the analysis. The particular version 

of the CEFR that the participants used is the official Spanish CEFR-test of the Cervantes 

Institute, which tests both vocabulary and grammar as well as reading and listening 

comprehension. Both participants took this test shortly before their first personal interview, 

and again immediately following the end of the gaming-period, and a final time 3-4 weeks 

after this. 

In addition to the CEFR-test both participants were given a vocabulary and grammar test 

created by the researcher and tailored to the proficiency level they received in their CEFR-

test. This vocabulary test consisted of 60 written items for the participants to translate from 

Spanish into Norwegian or English (after their own preference). Half of these items were 

identical for both participants and consisted of commonly used words specific to the game’s 

interface and environment. These words were chosen by the researcher after a longer period 

of playing the game and extensively exploring the linguistic aspect of the game-interface both 

in Spanish and in English. They were specifically selected based on their frequency of 

appearance in different in-game contexts, with the goal of presenting the participants with 

Spanish words that they did not previously know and which they would be unlikely to meet 

with outside the context of the game, while at the same time being important for successfully 

managing gameplay. The other half of the vocabulary words were specified to each 

participant’s level and were selected at random from official wordlists. To ensure that the 

participants received both familiar and unfamiliar common vocabulary words, the assessment 

contained words suitable to the participants’ current CEFR-level and the level above. This 

means that Participant 1 received common vocabulary words from a B1- and a B2-level word 

list, and Participant 2 received words from an A1- and an A2-level word list. The reason 

behind choosing both common vocabulary and game-specific vocabulary was to test whether 

there would be a difference in acquisition between vocabulary that featured prominently in the 
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game and was important to the players’ in-game success, and vocabulary that was appropriate 

for their language level but was otherwise not especially prominent during gameplay. 

The grammar tests consisted of three exercises with 6-8 fill-in-the-correct-form questions and 

one short free writing exercise for Participant 1, and four exercises with 6-8 fill-in-the-

correct-form questions and one short free writing exercise for Participant 2. The contents of 

the tests were based on the grammar sections of the A1/A2 (for Participant 2) and B1/B2 (for 

Participant 1) official Spanish language curriculum of the Cervantes Institute online language 

resource section. (“Plan Curricular Del Instituto Cervantes. Gramática. Inventario A1-A2.” 

n.d.; “Plan Curricular Del Instituto Cervantes. Gramática. Inventario B1-B2.” n.d.) The pre-

tests for both participants were designed to be appropriate for the level they scored on the 

CEFR, meaning that Participant 2’s test had a lower level of difficulty than the test which was 

administered to Participant 1. For both participants the grammar exercises focused on 

different areas of verb conjugation. This topic was chosen because verbs present one of the 

aspects of grammar which exhibits the largest amount of difference both structurally and 

content-wise between Norwegian and Spanish (and English, the participants’ highest 

proficiency foreign language). In Norwegian, verbs are conjugated only for tense and voice 

(and to a limited extent mood), and have no agreement markers. Spanish verbs, on the other 

hand, are conjugated for tense, aspect, mood and voice, and have to agree with the person and 

number of the subject. This means that Spanish verbs contain more information and are more 

inflectionally complex than Norwegian verbs, and this is therefore a good area for testing 

development in Norwegian learners of Spanish. As an integral part of sentence formation, 

verbs also present an ideal area for comparing the participants’ test results with their actual 

performance and comprehension as shown in the chat logs. 

The vocabulary and grammar tests were taken together immediately before and after the 

participants’ participation in the project, and 3 ½ weeks after the gaming period ended. The 

delayed post-test was included to test if any learning development was only short term, or if 

gaming had also had an effect on the participants’ long-term language proficiency. The 

personalized vocabulary and grammar test for each participant is added as an appendix at the 

end of the thesis. 
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3.2.3 Chat logs 

During the gaming period the participants joined regular one-on-one gaming sessions with the 

researcher. During these sessions the participant and researcher communicated via private, 

written chat messages to each other, called “whispers” in the game. This communication 

occurred in Spanish and Norwegian. During this communication the researcher encouraged 

the participants to speak in Spanish, but they were not obliged to do so. The researcher did not 

provide the learners with any supplemental language materials, but they were free to find and 

employ these as they wished. 

With Participant 1, who was an intermediate-level Spanish speaker, most of the 

communication was done in Spanish except for a few instances where Norwegian was used to 

discuss technical issues related to recording of the chat logs. Throughout the project both the 

participant and the researcher initiated interactions with each other in Spanish, and with the 

exception of the aforementioned technical discussions, all communication occurred in 

Spanish, including clarification requests and requests for assistance. Due to technical issues, a 

small part of one of the sessions with Participant 1 was not recorded (roughly half an hour), 

and therefore not included in the analysis. During the post-interview, Participant 1 reported 

having frequently used a dictionary to look up foreign vocabulary. With Participant 2, who 

was a beginner level Spanish-speaker, the communication occurred both in Norwegian and in 

Spanish. As the participant had expressed nervousness at communicating in Spanish in-game 

during the pre-interview, the communication began in Norwegian. After the participant had 

had some time to get used to the Spanish environment, the researcher initiated communicating 

in Spanish, and from then and until the end of the project their interactions switched between 

Spanish and Norwegian. Over the sessions with Participant 2 the use of Spanish gradually 

increased, and during the final two sessions more than 80% of the communication was done 

exclusively in Spanish. The participant generally made clarification requests in Norwegian, 

and in these cases the researcher also mainly answered in Norwegian. During the post-

interview, Participant 1 reported that she had made frequent use of an automatic online 

translation tool both to understand and to form sentences. 

On rare occasions during dungeons the participants and researcher communicated briefly with 

larger groups, also using written chat. These interactions were almost exclusively in English 

and were of very short duration. The use of English in these instances were partially driven by 

the heavy use of game specific acronyms in English, known from before by both the 
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researcher and the participants, used to communicate quickly and efficiently in specific, 

familiar, fast-paced in-game situations typically occurring during dungeons. While some 

Spanish translated equivalents exist, the custom among many players is to use widely 

established English-language acronyms even when the general language of the discourse is 

not English. Further, dungeons contain a grouping-system whereby a player is not guaranteed 

to end in a group with other Spanish speakers even when playing on a Spanish server, and the 

uncertainty about whether or not the other group members spoke Spanish combined with the 

context-driven need to communicate quickly, also prompted the use of English in these 

situations. 

The gameplay and written communication was recorded by the researcher using the default 

Windows’ screen-recording software, and based on these recordings the chat logs were 

transcribed and used as data in the analysis. Initially the plan was to also include spoken data 

through third party software that allows real-time communication using microphones. 

However, after one participant expressed that they preferred to communicate only through 

written media this idea was discarded, to ensure a level of uniformity in the data from both 

participants. All in-game communication therefore occurred through written messages as 

described above. Participant 1 participated in a total of 7 sessions yielding 10 hours of 

recorded data, and Participant 2 in 6 sessions for a total of 8.5 hours of data. The data 

collection lasted for a period of 3 ½ months. Outside of the joint gaming sessions with the 

researcher the participants were encouraged to play as much as they wished, but this was for 

their own language practice benefit and was not recorded. Participant 1 reported having spent 

a total of 41 hours over 16 weeks for an average of 2.5 hours per week, and Participant 2 

reported having spent a total of 60 hours over 12 weeks, for an average of 5 hours per week. 

For both participants this includes the joint sessions with the researcher. 

3.3 Analysis methods 

The data was analyzed in two stages. In the first stage, the proficiency tests and chat logs 

were analyzed for developments in language ability. Each participant’s scores on the pre-test 

were compared with their scores on the immediate and delayed post-tests. The test results 

were also compared to each participant’s output in the chat logs. These were analyzed for uses 

of the vocabulary and grammar that appeared on their individual proficiency tests. The 

analysis looked both at the extent to which they used the specific vocabulary items and 
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grammatical features, how well they understood these (as demonstrated through input and 

output), and, in the case of the grammar, whether they used the correct verb forms. While 

going through the chat logs, agreement, particularly gender and number agreement in 

adjectives and determiners, showed up as an interesting feature for Participant 1, and so this 

was also included in the analysis of grammar for this participant, along with the verb 

conjugation. 

The results of stage 1 of the analysis were used as the basis for stage 2. Here the cognitive and 

sociocultural concepts outlined in the theory section were the focus of analysis. The data from 

stage 1, along with the personal interviews, were analyzed a second time with the aim of 

discovering the role of each theoretical concept in explaining the participants’ language 

development (or lack thereof). The analysis looked at the degree to which each concept was 

relevant for the participants’ learning experience, and how well it accounted for the data in 

stage 1. In the analysis, section 4.2, the data was examined from a cognitive and sociocultural 

perspective separately, but they are tied together in the discussion in chapter 5. Chapter 5 also 

includes a discussion of how the two perspectives are connected, and of their combined 

impact on the learners’ experience and development. 

As mentioned, all the conversation data analyzed is written chat data. In the examples in the 

next sections this has been reproduced faithfully, including punctuation, capitalization, 

spelling errors and emoticons where and as they featured in the original communication. I use 

‘turn’ to designate a single message from an interlocutor (as an alternative to the spoken 

‘utterance’). Each example identifies the time at which the message was sent, the interlocutor 

who sent it (the “speaker”), and the message itself. Each example also identifies which 

session the turn or turns are from, and includes an approximate English translation directly 

below each turn: 

Session 7 

  16:58 – Participant 1: no problemo! hacer missiones esta aburrido por siempre :P 

         no problem! it is boring to always do quests :P 

The translations are not exact glosses but rather fous on capturing the communicative intent of 

the Spanish turns, as the communicative intent is the focus of the analysis. A complete 

transcript of all the sessions is added as an appendix at the end of the thesis, so that the reader 

will be able to look up the communicative context of any particular turn. 
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3.4 Limitations of the research design 

Although the methods employed in this study have provided a direct and effective way to 

answer the research question and explore relevant theoretical and practical concerns, the 

chosen approach is also subject to limitations. The limited scope of the study severely limits 

the generalizability of its findings. The low number of participants means that the findings of 

this study cannot be readily transferred to other studies or contexts. Further, the lack of a 

control group makes it impossible to say for certain that any effects on the participants’ 

learning development can be attributed to their playing the game. An ideal control group for 

this experiment would be a group who matched the participants in age as well as language and 

gaming background, and who played the game in English or Norwegian instead of in Spanish 

over the same period of time. While it is relatively safe to assume that a person who receives 

no foreign language training or input will not experience much development in their language 

proficiency, it is acknowledged that having a control group should be part of any 

methodologically sound scientific experiment. This issue, as well as the limited scope of the 

study, are caused primarily by the constraints posed by time and resources. Finally, because 

each participant took identical tests all three times, there may be an increasing re-test effect. 

This effect might be particularly strong from the immediate to the delayed post-test, as these 

were closer apart in time, and the participants received no other input in the interim. 
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4 Findings and Analysis 

The analysis will be conducted in two stages, each aimed at answering one of the two 

research questions addressed in this thesis. The first stage will address the question of whether 

playing a MMORPG can lead to language acquisition and in which areas for Norwegian 

learners of Spanish, and whether these are short-term or long-term effects. To do so it will 

present the findings from the assessment tests and chat logs. It will also focus on analyzing 

these data to identify and examine development, or lack thereof, in the learners’ proficiency. 

The second stage will tackle the second research question, assessing the applicability of 

traditional cognitive and sociocultural SLA concepts to a MMORPG-based learning context. 

It will employ the theoretical concepts identified in the theory section and examine the extent 

to which each of them can explain the findings from stage 1. Stage 2 will also draw from 

analysis of the post interviews to help illuminate the roles of the different theories in the 

participants’ learning experience. 

4.1 Stage 1 – Development of Proficiency 

Stage 1 of the analysis will examine the data with a focus on linguistic form in order to 

determine any changes in the participants’ proficiency and the nature of the development. The 

pre-tests, immediate post-tests, delayed post-tests, and the chat logs will be analyzed for 

developments in vocabulary, verb conjugation and comprehension, and the length and number 

of turns. As discussed in section 3.2.2, each participant was given a personalized assessment 

test designed in relation to the level that they scored in the CEFR pre-test. For each topic I 

will first present the results of the personalized assessment test and use the data from the chat 

logs to further explore and comment on these results. The data of each participant will be 

examined separately, and a short section in the end will summarize the combined findings. 

4.1.1 Participant 1 

Below is a table overview of Participant 1’s development from the pre- to the delayed post-

test as measured by the personalized assessment test. A detailed description and analysis of 

these results follow in the subsequent sections. 
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Pre-test  Post-test Delayed post-test 

Vocabulary: # correct/total 

number, % correct 

Vocabulary: # correct/total 

number, % correct 

Vocabulary: # correct/total 

number, % correct 

Total: 22/60, 36.66% Total: 28/60, 46.66% Total: 27/60, 45% 

Casual: 20/29, 68.96% Casual: 19/29, 65% Casual: 19/29, 65% 

Game-related: 2/31, 6.45% Game-related: 9/31, 29.03% Game-related: 8/31, 25.8% 

Verbs: # correct/total number, 

% correct 

Verbs: # correct/total number, 

% correct 

Verbs: # correct/total number, 

% correct 

Total: 3/29, 10% Total: 3/29, 10% Total: 5/29, 17% 

Table 2 - Participant 1 Vocabulary and Verb Development 

Vocabulary 

The vocabulary portion of the personalized assessment test consisted of a total of 60 items, of 

which 29 were common/casual words, and 31 were game-related words which are less 

common in typical everyday communication. On the pre-test Participant 1 correctly translated 

22/60 for a total of 36.7%. On the immediate post-test his score increased to 28/60, 46.7%, 

and on the delayed post-test he got 27/60 for 45%. There is a large variation in game-related 

versus common vocabulary, both in terms of total correct items and in terms of pre- to post-

test development. On the pre-test, 20 of the 22 correct items were common vocabulary, and 

only two were from the game-related vocabulary. As the game-related items were chosen in 

part because they would be uncommon in everyday use, this skew in pre-participation 

knowledge between common and game-related vocabulary was expected. On the immediate 

post-test, the participant correctly answered 19 of the common items and 9 of the game-

related items. This means a substantial increase in the game-related vocabulary from 6.9% to 

29%, an increase of 22.6%. The common vocabulary score, however, showed a decrease of 

4% from the pre-test to the immediate post-test. On the delayed post-test, the participant 

correctly answered 25.8% of the game-related vocabulary, for a small decrease of 3.23% from 

the immediate post-test, but an overall increase of 19.35%. For the common vocabulary, he 

correctly answered 65% on the delayed post-test, the same as on the immediate post-test. 

Overall there is an increase of 8.34% in all vocabulary, all of which comes from increases in 

game-related vocabulary. From the immediate to the delayed post-test there is a slight 
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decrease in game-related vocabulary, and no change in common vocabulary, indicating that 

the acquisition of vocabulary may be long term. 

The vocabulary analysis of the chat logs focused on the use of vocabulary from the 

assessment test, hereafter referred to as assessment vocabulary items. Overall there were 

relatively few instances of the test items being used in actual interaction. In this analysis I 

have also included related words of the same lexeme as the ones on the assessment list. For 

instance, the assessment vocabulary included the verb ‘pelearse’ (to fight/argue), and in the 

chat log analysis I have also counted the noun ‘pelea’ (a fight/an argument). Henceforth, 

assessment vocabulary items will therefore refer to both the assessment vocabulary items 

themselves and related words such as in the example above. Over the seven sessions only 5 

different assessment vocabulary items were used, plus 3 related items, for a combined total of 

23 uses across all the sessions. This also includes usages by the researcher, although there 

were no assessment vocabulary items which were used only by the researcher and not the 

participant. Of the assessment vocabulary items used by the participant, 11 were game-related 

and 6 were common vocabulary. Out of the eight assessment vocabulary items used by the 

participant, there is clear evidence of acquisition for four of them. These are items which were 

either translated incorrectly or left blank in the pre-test, but after encountering them through 

gaming the participant uses these items correctly in interaction, and later goes on to answer 

them items correctly on both the immediate post-test and the delayed post-test. Two of these 

items were game-related and two were common vocabulary. 

4.1) Session 4 

  17:42 – Participant 1: tenemos q palear con los cazedoros del mares del sur 

        we have to fight with the hunters in the seas to the south 

(As mentioned in section 3.2 above, the English translation in this and the following examples 

are not direct glosses of all linguistic features, but approximate translations meant to highlight 

the particular features being analyzed.) 

In the extract above the participant uses both a common assessment vocabulary item (pelear) 

and a game-related one (cazadores). He answered both of these incorrectly on the pre-test and 

correctly on the immediate and delayed post-tests, indicating that he acquired these two words 

during the project period. The spelling the participant uses in both these words are not 

orthographically correct Spanish, but it is clear from both this example and the post-test that 

he has acquired their correct meaning. Since the participant acquired both of these words 
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through written text encountered in the game world it is unclear why he reproduces them with 

a deviant spelling. It might just be a typing error, or these examples might suggest that he is 

recalling the words from memory but has not yet fully acquired the correct form. 

For the rest of the items used in the chat logs, they confirm that the participant is able to use 

the assessment vocabulary items correctly in a spontaneous communicative context in 

addition to translating them correctly on the tests. In the extracts below, the words in bold are 

examples of assessment vocabulary items used in context: 

4.2) Session 5 

  18:17 – Participant 1: ... pero esta abierto pa todos ... 

        ... but it is open for all... 

 

4.3) Session 6 

  18:08 – Participant 1: pero gracias por la mazmorra :D estaba divertido 

        but thanks for the dungeon :D it was fun 

 

4.4)  Session 7 

  16:58 – Participant 1: no problemo! hacer missiones esta aburrido por siempre :P 

         no problem! it is boring to always do quests :P 

 

In the first conversation the participant is talking about a festival which is open for 

participants, in the second one he is expressing that he thought a recently completed dungeon 

(a group task) was fun, and in the final one he says that it is boring to always be doing quests. 

In all three instances he demonstrates correct and successful use of the vocabulary items in 

question. 

Verb conjugation 

The verb forms tested in the personalized assessment were the following: correct choice and 

conjugation of verbs in simple past tense (preterito indefinido) or imperfect past tense 

(preterito imperfecto) according to the context of a given sentence; conjugation of verbs in the 

present subjunctive according to the sentence context; and conjugation of two verbals in a 

sentence, following the structure preterite subjunctive + conditional. The verb conjugation test 
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contained in total 29 questions, all of which were of the format fill-in-the-blank. On both the 

pre-test and the immediate post-test the participant answered 3/29 questions correctly overall, 

or 10%. On the delayed post-test there was a slight increase to 5/29, or 17%. 

On the first task, verbs in simple past or imperfect past, the learner answered 2/9 correctly on 

both the pre-test and the immediate post-test, and 4/9 on the delayed post-test, a substantial 

increase of 22.2%. These results, combined with the data from the chat logs, suggest that the 

learner was in the process of acquiring the simple past and imperfect past before the start of 

the project. Interestingly, he exhibits a basic understanding of the use of both forms in 

interaction which is not reflected in the assessment task. This could be explained by the fact 

that during interaction he exclusively uses the simple past in the 1st person singular form, and 

the imperfect past with either ser/estar (to be) or haber (there is). One explanation could be 

that the learner has begun to acquire the use of the two forms only in specific contexts, but is 

as yet unable to apply this knowledge more generally. More important for the analysis, 

however, is that the participant’s use of the preterite during interaction does not change 

throughout the project, and the chat data give no evidence of development taking place. The 

increase in accuracy on the delayed post-test, however, suggests that the participant is indeed 

improving, but that he might require more exposure and/or time to process the relevant 

information before he is able to use it in his own output. 

In the second task, verbs in the present tense subjunctive mood, the participant scored 0/8 on 

all three tests, consistently answering in the present indicative rather than the required 

subjunctive. In the chat data he uses the subjunctive form only in a few limited fixed 

expressions, and twice when he appears to mean to use the preterite indicative without 

knowing the correct form. This is despite the fact that the subjunctive form appears several 

times in the input he receives both from the game (mainly through quest logs) and from his 

interactions with the researcher. This lack of the subjunctive throughout his output data, 

coupled with the consistent use of the indicative in the subjunctive assessment tasks, suggests 

that the participant lacks the necessary knowledge about the subjunctive mood required for 

him to improve based on the input he receives. 

The final conjugation task required the participant to conjugate and fill in two verbals 

following the pattern preterite subjunctive + conditional. The participant answered the correct 

verb tense/mood in 3/12 questions, although two of them had agreement errors and incorrect 

irregular forms. His answers were identical on both the pre-test and the immediate post-test, 
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but on the delayed post-test he used the correct form on only 1/12, a decrease of 16.67%. The 

preterite subjunctive + conditional construction was completely absent from the chat data. 

This construction was also absent from his interaction input from the researcher, and was 

likely also very limited in his input from the game text, which is a likely explanation for why 

he did not improve on this task. 

In summary, there appears to be a difference in development between the first and the last two 

tasks. The test results indicate that his accuracy increases for the first task, but that there is 

either no change or a decrease for the last two tasks. One explanation for this difference is that 

the last two topics were too complex for the participant, and that he lacked the necessary 

understanding of the use of these verb forms. This might have made it difficult for the learner 

to internalize the input he was receiving, and thus impeded his development. Another 

explanation, which does not exclude the first, might be that while the subjunctive form 

appeared regularly in the input the participant received through the game itself (particularly in 

quest dialogues, although it is difficult to determine exactly how often, and whether this was 

more or less often than the past tense), in his interactions with the researcher there was on 

average less subjunctive input than there was simple tense and imperfect tense input, meaning 

that there was less input for him to internalize. Both these explanations are supported by the 

chat data, as there were very few instances of the subjunctive, and no instances of the 

subjunctive + conditional in his output. A tentative conclusion might therefore be that the 

gameplay aided the learner in his development in a topic of which he already had a basic 

understanding, but that it did not help him improve on topics where he lacked this knowledge. 

Finally, the fact that the learner improved in one area but not in another suggests that he is not 

exhibiting a retest effect, as this would predict that repeated exposure should cause him to 

improve across all areas of the test. 

Agreement 

Another feature which was not initially a focus of the research, but emerged as interesting 

during analysis of the chat logs, was the participant’s mastery of agreement. In Spanish, 

nouns, adjectives and determiners have to agree in number and gender. A similar system 

exists in Norwegian, but where Norwegian has three distinct genders (masculine, neuter, and 

feminine), Spanish has two (masculine and feminine). The Spanish system requires consistent 

agreement of the masculine or feminine morphemes (the suffixes –o and –a, respectively) on 
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all the aforementioned word classes when they appear together in a phrase, while Norwegian 

is less consistent in its requirement of the equivalent morphemes. Given this similarity 

between the participant’s L1 and the target language, and given his level as an intermediate 

learner, it would be expected for him to have relative mastery of the Spanish agreement 

system at this stage. Indeed, in the chat data he does demonstrate understanding of how the 

Spanish system functions, as seen for instance in the following case where he uses self-

correction.  

4.5) Session 6 

  17:01 – Participant 1: quieres hacer unos mazmorras? 

       do you want to do some dungeons? 

  17:01 – Participant 1: unas* 

       some* 

Note: Asterisks are commonly used in online chat to indicate correction of a previous turn. 

However, in the early chats it is clear that the participant has not mastered the use of the 

agreement system, despite possessing the basic competence. He frequently makes agreement 

errors which suggest that he struggles with production. Interestingly, his rate of agreement 

errors change through the project period. The following graph shows the trend in his 

production of noun/adjective/determiner agreement (on the y axis) over the seven gaming 

sessions (on the x axis). 

 

Figure 1 - Agreement Participant 1 

 

The blue line shows all cases where the learner uses a sentence structure that requires 

agreement of noun to adjective and/or determiner in each session, and the red line shows the 

number of errors made. In the first three sessions, the ratio of required agreement to error is 
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relatively stable, meaning that the more he uses agreement-requiring constructions, the more 

errors he commits. In session 4, however, there is a large increase in agreement-requiring 

constructions, even though the number of errors declines. In sessions five through seven the 

amount of agreement-requiring constructions and errors again become proportional to each 

other, but now the gap between them is greater than during sessions one through three, 

meaning that the participant now commits fewer agreement errors than before. This suggests 

that the learner has improved in his use (and possibly his knowledge) of the Spanish 

agreement system, and begs the question of what happened during session four to trigger this 

development. Session four was the longest game play conversation up until that point, and 

contained roughly three times as many turns as any of the preceding sessions. It was also the 

first session in which the participant and researcher quested together, an activity which 

required them to read the same quest logs and pursue the same in-game objectives, meaning 

that they also had to communicate and cooperate in order to complete these objectives 

together. In this session this included encountering and using new vocabulary for both 

players, particularly nouns, as well as the use of several sentence constructions requiring 

agreement. It is possible that the increased exposure to agreement-requiring constructions 

through the quest logs, as well as the need to use these constructions actively in interaction 

with another player, caused the learner to become more aware of the use of agreement in his 

own output, thus explaining the decreased amount of errors in this and the following sessions. 

Length and number of turns 

The chat logs were also analysed for length and number of turns as well as the ratio of 

Norwegian to Spanish in the participant’s output, in order to determine if the participants 

increased the quantity of their production during the study. The participant had an average of 

47% of the turns in any session. His turns were on average 4.5 words long, ranging from 3.7 

to 6.8. The distribution of both was even through the seven sessions, with no discernible 

change or development from the beginning to the end of the gaming period. As for output, the 

participant communicated only in Spanish, except for a few instances where the researcher 

initiated the use of Norwegian to explain or discuss technical details relating to saving the 

chat logs. In all other interactions throughout the project the participant’s output was almost 

exclusively in Spanish, with the exception of a few English game-related expressions. 
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4.1.2 Participant 2 

Below is a table overview of Participant 2’s development from the pre- to the delayed post-

test as measured by the personalized assessment test. A detailed description and analysis of 

these results follow in the subsequent sections. 

Pre-test Post-test Delayed post-test 

Vocabulary: # correct/total 

number, % correct 

Vocabulary: # correct/total 

number, % correct 

Vocabulary: # correct/total 

number, % correct 

Total: 10/60, 16.66% Total: 11/60, 18.33% Total: 8/60, 13.33% 

Casual: 8/30, 26.66% Casual: 8/30, 26.66% Casual: 6/30, 20% 

Game-related: 2/30, 6.66% Game-related: 3/30, 10% Game-related: 2/30, 6.66% 

Verbs: # correct/total number, 

% correct 

Verbs: # correct/total number, 

% correct 

Verbs: # correct/total number, 

% correct 

Total: 11/32, 34.38% Total: 4/32, 12.5% Total: 7/32, 21.86% 

Table 3 - Participant 2 Vocabulary and Verb Development 

Vocabulary 

As with Participant 1, the vocabulary test consisted of 60 items in total. 30 of these were 

common/casual words, and 30 were game-related. On the pre-test, Participant 2 correctly 

translated 10/60, or 16.66%. On the immediate post-test there was a small increase to 11/60, 

or 18.33%, whereas on the delayed post-test there was a decrease to 8/60, 13.33%. In contrast 

to Participant 1, beyond the expected difference in previously known vocabulary, there is no 

significant difference between common/casual and game-related vocabulary in the case of 

Participant 2. Of the common vocabulary she answered correctly 26.66% on both the pre-test 

and the immediate post-test, and 20% on the delayed post-test, which gives an overall 

decrease of 6.66% from the start to the end of the project. For the game-related vocabulary 

she translated correctly 6.66% on the pre-test, 10% on the immediate post-test, and again 

6.66% on the delayed post-test, meaning no overall change from the start to the end of the 

participation. Overall there are only minor changes in accuracy between the tests, and this 

includes the final difference of 3.33% decrease in overall vocabulary from the first to the last 

test. Therefore, based on the assessment tests there appears to be no significant development 

or change in the learner’s vocabulary overall. As for short-term versus long-term 
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development, there is a slight decrease of 5% from the immediate to the delayed post-test. 

While this decrease is quite small, it might be useful in future research to explore further the 

short-term vs long-term effect of gameplay on vocabulary acquisition, and especially projects 

on a larger scale might return more substantial results and help to illuminate this further. 

The data from the chat logs tell a somewhat more complex story than the assessment results 

would indicate. 12 of the assessment vocabulary items appear in the chat data, and while the 

learner responds successfully to several of them when used by the researcher, she only uses 

three of them in her own output. Of the items present in the chat logs, the learner only 

consistently answered four of them correctly on the assessment tests. All of these were items 

she answered correctly on the pre-test and therefore knew before the start of the project. The 

chat logs confirm that she correctly understands the meanings of these words and uses them 

correctly in her own output. Interestingly, there are four further items which she appears to 

understand in conversation but which she answers incorrectly or fails to answer on all three 

assessment tests. 

4.6) Session 1 

  17:06 – Researcher: que clase juega tu novio? 

               which class does your boyfriend play? 

  17:07 – Participant 2: el juega de rogue 

         he plays rogue 

  

4.7) Session 2 

  19:37 – Researcher: fue caro? 

               was it expensive? 

   ... 

  19:38 – Participant 2: un poco, pero es muy linda :D 

         a little, but it is very pretty :D 

4.8) Session 6 

  17:09 – Researcher: casi no quiero el botin xD 

               I almost don’t want the loot xD 

  17:10 – Participant 2: jajaja! entiendo :D 

         hahaha! I understand :D 

4.9) Session 6 

  17:39 – Researcher: este tambien es bastante largo 

               this is also quite big 

  17:40 – Participant 2: si, pero no es aburrido! :D 

         yes, but it is not boring! :D 
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In examples 1 and 2 it is clear from the participant’s response that she correctly understands 

the meanings of the items. In the first, the researcher asks what class the participant’s 

boyfriend plays in the game, and she responds that he plays the rogue class. In the second, the 

researcher asks if an in-game item the learner has acquired was expensive, and she responds 

that it was a little expensive. In examples 3 and 4 the learner appears to understand and 

responds successfully to the larger statement, but it is not clear whether she fully understands 

the specific vocabulary items themselves, or whether she simply infers the general meaning of 

the turn as a whole. During the third extract the researcher and learner used the word loot for 

an item dropped by an enemy during combat. The researcher says that she almost does not 

want the loot, and the learner successfully replies that she understands. However, it is not 

clear whether the participant actually understood the word botin as meaning loot, or if she 

believed it to mean something else. On both post-tests she translates this word as ‘boot’, 

which suggests that she does not in fact know its meaning. In the fourth and final example the 

learner and the researcher are participating in a dungeon, and compare it to another dungeon 

they had talked about earlier. The researcher says that the dungeon is quite large, and the 

learner responds that it is large but not boring. The learner clearly understands the overall 

sentiment of the sentence, that the researcher thinks the dungeon is long, but from this 

exchange it is not clear whether she understands the meaning of the word bastante. On the 

immediate post-test she erroneously translates this word as now, and on the delayed post-test 

she does not attempt to translate it at all. This again suggests that while the learner can make 

sense of a larger sentence containing the word, she does not know (or alternatively, does not 

know how to translate) the specific word itself. Further, there are three instances of 

vocabulary items used by the researcher where the learner does not reply directly to the 

statement, but also does not ask for clarification. On the assessment tests she either does not 

answer or answers incorrectly on each of these items, and the lack of reply during 

conversation might suggest that the learner does not know or acquire these items through the 

project. However, the lack of reply, combined with the lack of clarification requests (which 

Participant 2 otherwise uses frequently) might also indicate that she actually understands 

these items better than the assessment tests indicate. Finally, the last vocabulary item 

appearing in conversation is used both initially by the researcher and later also successfully by 

the learner. 
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4.10) Session 1 

   17:50 – Researcher: ya casi 15! 

     almost 15 already! 

  17:51 – Researcher: te esperan laz mazmorras :P 

               the dungeons await you :P 

  17:51 – Researcher: las 

               the 

  17:52 – Participant 2: jajaja! no puedo esperar 

        hahaha! I can’t wait 

4.11) Session 6 

  16:45 – Participant 2: eres en de mazmorras? 

         are you in dungeons? 

In the first extract the learner is close to reaching the avatar-level at which players are able to 

participate in dungeons, and the researcher tells her that the dungeons await. The learner 

demonstrates understanding by successfully replying that she cannot wait to reach them. In 

the second extract the learner uses the word on her own, un-prompted by the researcher, by 

asking if the researcher is currently participating in a dungeon. In these two examples the 

learner clearly demonstrates understanding and the ability to use the word correctly in a 

context, but even so she only translates the item correctly on the immediate post-test, leaving 

it blank during both the pre-test and the delayed post-test. This would suggest that she 

acquires the word into her short-term memory through frequent exposure and use of the word 

in interaction during the game-period, but that this knowledge is not retained long-term after a 

period of no exposure. 

An alternative explanation behind the discrepancies between the chat data and the assessment 

data, is that Participant 2, as mentioned previously, sometimes made use of an online 

translation service to both understand and form sentences in Spanish. In the examples above it 

may simply be the case that the learner could understand and respond to the relevant words in 

context because she used a translation service to translate them into either English or 

Norwegian. The generally fast-paced nature that characterises much of the in-game activity 

makes it unlikely that the learner would have been able to take the time to translate all of the 

relevant sentences this way, but it may be likely that she did it for some of them. 
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Verb conjugation 

The specific verb features tested in the assessment tests for Participant 2 were the conjugation 

of regular and irregular verbs in present tense indicative mood, the conjugation of regular and 

irregular verbs in past perfect tense indicative mood, and the correct choice of ser and estar 

(the two words for to be1). All the tasks were of the fill-in-the-blank format, and asked the 

participant to correctly conjugate a given verb depending on the context of the surrounding 

sentence. The ser/estar task also asked the participant to choose either ser or estar depending 

on the sentence. Additionally, the test also included a fill-in-the-blank task about adverbs of 

comparison, which asked the participant to choose the correct adverbial form depending on 

the context of a sentence. Each task consisted of eight questions for a total of 32 questions for 

the entire test. On the pre-test the learner answered correctly 13 questions, a total of 40.63%. 

On the immediate pre-test this dropped sharply to only six correct answers, or 18.75%. On the 

delayed post-test it increased somewhat, to nine correct answers, or 28.13%. From the first to 

the last assessment test there is a significant decrease of 12.5% of overall accuracy. 

On the present tense conjugation task, the learner scored 50% correct on the pre-test, and 

12.5% on both the immediate and the delayed post-test. Additionally, while the pre-test had 

no unanswered questions, the immediate post-test had two blank and the delayed post-test had 

four blank questions. This shows not only a sharp decline in accuracy of 37.5% from the first 

to the last assessment test, but it also shows a gradual decrease in the amount of attempted 

answers. These results indicate that the learner’s ability to correctly conjugate verbs in the 

present tense decreases by a significant amount, suggesting that the gameplay has actually had 

a negative effect on this part of her language skills. What makes the situation even more 

puzzling, is that the chat logs do not corroborate these findings. In the chat logs, the 

participant has an average correct conjugation rate of 85%, ranging from 75% in session 3 to 

100% in session 4. Further, a graph of the development reveals that the rate of accuracy 

remains relatively stable over time, with no significant development in either direction from 

the beginning to the end of the project. 

                                                
1 In Spanish, the choice of ser and estar, which both translate to ‘to be’ in English, depends on the context and 

are often mutually exclusive. Correct use of these two verbs is often difficult (but important) to master for L2 

learners who are native speakers of Norwegian or English, because ‘to be’ in these languages does not operate 

with a similar distinction. 
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Figure 2 - Present Tense Conjugation Participant 2 

The graph shows the percentage of accuracy (the Y-axis) across the six sessions (the X-axis). 

However, the graph may not be fully indicative of the learner’s complete ability. Out of all the 

uses of verbs in the present tense in her output, 1st and 3rd person singular make up 85% of all 

occurrences, including both correct and incorrect uses. While this may indicate that the 

learner purposefully avoids having to conjugate verbs in any other person/number 

combination, possibly because she is uncertain about their use, it also means that there is not 

enough data to make any meaningful conclusions about her ability to conjugate the verbs 

correctly in other forms than the 1st and 3rd person singular. 

For the past perfect conjugations, the participant answered all questions incorrectly on all 

three tests. This indicates that she had not acquired the necessary knowledge to begin using 

this verb form yet. This is also supported in the chat logs, where there are a total of three 

instances of past perfect in the learner’s output across all the sessions, only one of which is 

used correctly, and the learner reported having used an online translation service for that 

phrase. Overall, these findings show that the past perfect is not yet part of the learner’s 

Spanish ability, and also that the gameplay did not help her to acquire it. 

As for the choice of ser/estar, on the assessment the participant chose the correct verb for 5/8 

on the pre-test, 2/8 on the immediate post-test, and 5/8 on the delayed post-test. This would 
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seem to indicate little to no overall change from the first to the last assessment, despite the 

drop in accuracy on the immediate post-test. Interestingly, there is significant variance in 

which questions are answered correctly/incorrectly or left blank between the three tests. 

Between the three tests there is only one item which is consistently answered correctly, and 

one which is consistently left blank. The majority of items have varying answers between the 

three tests, which appears to indicate that the participant lacks a complete, consistent and 

systematic understanding of the contexts governing the use of each verb. In the chat data there 

are relatively few errors, she uses the correct verb 87% of the time, but they do indicate a 

preference for using ser in all instances, even those that require estar. Out of the 30 total 

instances of ser/estar in her output she uses estar only in 50% of the contexts that require it. 

This pattern is slightly different in the assessment tests, where three of the four total incorrect 

answers have estar where it should be ser. In conclusion the data indicate that there are gaps 

in the learner’s knowledge of the uses of ser and estar, but that she performs better in 

spontaneous interaction with others than on isolated grammar exercises. More importantly, 

neither the tests nor the chat logs indicate any change or ability in the participant’s mastery of 

the ser/estar distinction over time. All the erroneous uses from the chat logs occur in the latter 

half of the project period, but this can likely be explained by the participant beginning to use 

significantly longer and more complete sentences with more verbs during this time. 

Adverbs of comparison 

Finally, the test for Participant 2 also tested adverbs of comparison, and the participant 

correctly answered 4/8 on the pre-test, 2/8 on the immediate post-test, and 3/8 on the delayed 

post-test. As with the ser/estar task, there is a decrease from the pre-test to the immediate 

post-test, and an increase from the immediate post-test to the delayed post-test. In the chat 

data the learner only uses adverbs of comparison once in all the output. There is an overall 

decrease in accuracy of 12.5% from the first to the final assessment test, but the fact that her 

accuracy on the tests vary, first decreasing and then again increasing, combined with the lack 

of data from the chat logs, makes it impossible to determine a proper trajectory of 

development without more data, or indeed whether there is any actual development at all. 
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Output 

On the topic of output, Participant 2 showed clear changes over the course of the 

participation. Significant development was found in the amount of Spanish versus Norwegian 

or English she used in conversation. The below graph displays the trajectory of this 

development. 

 

Figure 3 - Output Development Participant 2 

This data was measured by the percentage of turns (the Y-axis) that were spoken in each 

language across the six sessions (the X-axis). The sentences were classified as being either 

Spanish, Norwegian or English if they had predominant sentence structure and vocabulary 

from that language. (There was a very small amount of instances of within-turn code mixing, 

only three in total, all from the first session, and therefore mixed turns do not feature in the 

graph.) Turns that consisted exclusively of emoticons or exclamatives that could belong to 

either language were not counted, to avoid biased judgments that might affect the results. 

Where it is clear from the expression itself which language it belongs to, these were counted; 

for example the Norwegian “åh”, the English “yay”, or the Spanish expression of laughter 

“jaja”. 

The graph shows clearly that there is a strong increase in the percentage of Spanish turns for 

both speakers, and that they largely follow each other. In the first session, both the learner and 
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the researcher spoke mainly in Norwegian, and turns in Spanish made up only circa 30% for 

both of them. In the final session, however, the learner’s turns were in Spanish 86% of the 

time, and the researcher’s 95% of the time. For the participant this means an astounding 

overall increase of nearly 300% of Spanish output from the first to the last session. The data 

show that both the participant and the researcher initiate interactions in Spanish to a similar 

extent, which would suggest that the increase in Spanish output for the learner was not driven 

by the researcher but rather self-motivated. 

From the above it is clear that the amount of turns in Spanish by the learner has increased, and 

the same is also true of the length of her turns. The below graph shows the mean length of 

turn (the Y-axis) for the participant throughout the sessions (the X-axis). This analysis draws 

on the established analytical unit of mean length of utterance (MLU), traditionally used to 

measure the length of spoken data, although in this case the participant is producing turns 

through spontaneous written chat rather than spontaneous spoken utterances. 

 

Figure 4 - Length of Turns Participant 2 

Comparing session one and two with sessions three, four and five shows a clear increase in 

MLT from the former to the latter. The average MLT increases with a substantial 69% from 
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the first two sessions to the next three. The drop in session six was likely caused by a 

difference in activity from the first five sessions. During this session the participant and 

researcher together with a larger group completed several dungeons, group-specific areas built 

around combat and defeating progressively stronger opponents. During dungeons the pace is 

typically very high and the players have to move, interact and communicate quickly, thus 

naturally leading to shorter and less frequent turns. This drop in MLT is therefore likely due 

to contextual factors, rather than an actual decrease in the learner’s average MLT. 

4.1.3 Summary 

The analysis of the development of language proficiency for the two participants indicates 

different patterns and areas of development for each. For vocabulary, the data indicates that 

gameplay has had different effects on the two learners. Participant 1 showed a substantial 

increase in game-related vocabulary and no significant changes in common vocabulary, while 

Participant 2 showed only a non-substantial increase in short-term acquisition of game-related 

vocabulary and no long-term change, and a small decrease in common vocabulary. The chat 

data indicated that both learners were able to successfully use in context the words that they 

translated correctly on the test. 

For choice of correct verb form and conjugation, the results indicate that there is limited 

development for either learner. Participant 1 showed the most promising results, with a 

delayed post-test increase of his accuracy with the use of simple past and imperfect past, as 

well as increased accuracy with his use of the noun/adjective/determiner agreement as 

evidenced by the chat data. Participant 2 shows a post-test decrease in her accuracy with the 

present tense, and else no further substantial changes in grammatical accuracy, neither for 

verbs nor on the adverb task. 

For output, Participant 1 shows no change throughout the participation, while Participant 2 

shows substantial increase both in the use of Spanish over Norwegian or English, and in the 

mean length of turns in Spanish. 

The above results are in line with findings from other research studies that also evidence in 

particular the possibility for vocabulary acquisition and increased output. (Reinders and 

Wattana 2014; Bryant 2006) Despite the growing attention and focus on MMORPG-based 

SLA, the varied and preliminary nature of much of the current research makes it impossible 



63 

 

yet to set a standard or norm to compare how much improvement can reasonably be expected 

within a certain amount of time from this type of learning context. As mentioned previously, 

Participant 1 played an average of 2.5 hours per week over 16 weeks, and Participant 2 played 

on average 5 hours per week over 12 weeks. In total throughout the project, Participant 2 

played nearly 20 hours more than Participant 1. If amount of exposure was the main deciding 

factor one would expect Participant 2 to show the greatest learning gains, but as the above 

results show this is not the case. While amount and time of exposure undoubtedly play a role, 

it is impossible based on the above to determine exactly what that role is and how it combines 

with other factors, and much more research is needed in this area. 

4.2 Stage 2 – Applying Theoretical Concepts 

Where stage one of the analysis focused on research question 1, this part of the analysis will 

aim to answer research question 2, establishing the extent to which the theoretical concepts 

identified in the literature section can be applied to a MMORPG-learning context such as the 

one created for this thesis. I will attempt to discover how, and whether, each of these concepts 

can likely explain the findings from stage one, using both learner data and the development-

centered findings that resulted from the previous section. The participant interviews from the 

post-test will also be analyzed in order to further elucidate the role of each concept. The 

cognitive and sociocultural paradigms will be analyzed separately, and the findings from both 

learners will be combined for this stage. The findings from both theoretical camps will be 

combined and summarized at the end of the chapter. 

4.2.1 Applying Cognitive Theories 

In this section I will analyze the data and findings from the previous section using the 

cognitive theories and concepts defined in section 2.1 of the theory chapter. Before the 

application of each theory I will give a brief repetition of its main arguments. 

The Interaction Hypothesis builds heavily on the concept of negotiation of meaning, which 

states that when interlocutors cooperate in trying to make the meanings of their messages as 

clear and comprehensible as possible to the other party, this provides the best possible kind of 

input for L2 learners because the two (or more) interlocutors together arrive at a level and 

complexity of communication suitable to both. The hypothesis therefore claims that 
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interaction is vitally important because it allows negotiation of meaning to happen and so 

promotes learning. (Ortega 2013, 61) When the participants were asked in the post-interview 

what they experienced to have been the most helpful to their learning process during the 

project, they both replied that interaction with the researcher had been one of the most 

beneficial factors. Further, they both reported having learnt more during these joint sessions 

than when they played on their own. Judging by these reports, interaction appears to have 

been of crucial benefit to the participants’ learning progress, or at the very least to their own 

perception of the same. 

Interestingly, although both learners expressed having benefited from interaction to a similar 

extent, there were substantial differences in the types of negotiation of meaning that they 

engaged in with the researcher. One example of this is the use of clarification requests and 

requests for assistance. The more advanced learner, Participant 1, only used explicit 

clarification requests three times throughout the combined chat data, and all of these were 

confirmation checks to clarify the meaning or use of specific vocabulary. The most 

noteworthy example of this is shown in the extract below, where the learner fails to connect a 

Spanish game-related vocabulary item to its English equivalent. The learner responds to the 

researcher’s question, and uses the relevant word several times with apparent communicative 

success before it becomes clear that he is actually uncertain of the word’s meaning. 

 4.12) Session 4 

  16:37 – Researcher: quiero levear un poco? hacer unas misiones? 

              do I want to level2 a little? to do some quests? 

  16:38 – Participant 1: si! dame unos minutes para levelear el equitacion 

        yes! give me a few minutes to level riding 

  … 

  16:45 – Participant 1: ya está 

         ready 

  16:46 – Participant 1: quieres hacer misiones juntos? 

         you want to do quests together? 

  ... 

  16:46 – Researcher: si :) si lo quieres tu? 

                                                
2 An avatar’s strength and their ability to use certain in-game skills (such as riding mounts and crafting 

equipment) are represented by the avatar’s level. The process of increasing one’s level in order to become 

stronger is called levelling. 
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               yes :) if you want to? 

  16:47 – Participant 1: si si 

         yes yes 

 … 

  16:47 – Participant 1: o sea, mazmorras o misiones? 

         or rather, dungeons or quests? 

  16:47 – Researcher: cualquier que quieras 

               whichever you want 

  16:47 – Participant 1: lo mismo pa mi 

         the same for me 

  16:48 – Researcher: bien, hagamos unas misiones entonces? :) 

               well, let’s do some quests then? :) 

  16:48 – Participant 1: vale :) 

         okay :) 

 … 

  16:51 – Participant 1: misiones es algo nuevo no? 

         quests is something new no? 

  16:52 – Researcher: misiones son quests 

               quests are quests 

  16:52 – Participant 1: ah si! estaba confundide de la guia para elegirlos 

         ah yes! I was confused by the guide for choosing them 

In this extract the learner shows that he knows the common dictionary meaning of the Spanish 

word ‘misión’, meaning the same as the English word ‘mission’, but he fails to realize that in 

the game this is used as the Spanish version of ‘quest’, which has a very particular in-game 

meaning and use. After several turns the learner asks the researcher for clarification on what 

‘misiones’ are, revealing his uncertainty about the word. The other two instances of 

Participant 1 making clarification requests are cases where he asks the researcher for the 

meaning of a non-game-specific word the learner does not recognize. 

In contrast to Participant 1’s limited use, Participant 2 uses clarification requests frequently 

throughout the project period. Most frequently she asks the researcher in Norwegian to 

explain the meaning of something the researcher has said, as in example 4.13 below, or she 

uses confirmation requests (mostly also in Norwegian) to check that she has understood a 
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message correctly, as in example 4.14. In these examples it is clear from the larger 

communicative context that the learner understands the game-specific vocabulary (xp and 

addon*), but that she struggles with the Spanish sentence as a whole. 

 4.13) Session 1 

  18:57 – Researcher: recibes xp cuando yo los mato? 

              do you receive xp3 when I kill them? 

  … 

  18:57 – Participant 2: hva betyr det :( 

         what does that mean :( 

  … 

  18:57 – Researcher: om du får xp når jeg dreper dem :) 

               if you get xp when I kill them :) 

4.14) Session 2 

  19:42 – Researcher: que addon usas para ver eso? 

               what addon do you use to see that? 

  … 

  19:42 – Participant 2: hvilken addon det er? 

         which addon it is? 

  19:42 – Researcher: si 

              yes 

The difference in the amount of clarification requests used by the learners can be attributed in 

part to the difference in the learners’ Spanish proficiency. Participant 2, with a starting level 

of A1 at the beginning of the project, requires more assistance in understanding and 

expressing herself in Spanish than Participant 1 does, who with his starting level of B1 

understands more and is able to express himself more easily without assistance. 

Beyond clarification requests, interaction and negotiation of meaning have also been believed 

helpful to L2 acquisition because they provide the learner both with comprehensible input 

(adjusted and/or made clear to the learner through negotiation of meaning) and with the 

opportunity to produce their own output. In this case it is possible that this aspect of 

                                                
3 Xp stands for Experience Points. These are rewarded for completing in-game tasks such as killing enemies, and 

are required to make one’s avatar stronger. 
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interaction can help explain why both learners during the post-interview expressed 

experiencing equal benefits from interaction despite the large difference in the use of 

clarification requests and requests for assistance. The Comprehensible Input Hypothesis, as 

mentioned previously, states that the most valuable input for language acquisition is that 

which is just beyond the learner’s current internalized level. Krashen believed that as long as 

the learner could understand and find meaning in linguistic input, this would be at the same 

time necessary and sufficient for them to internalize and acquire new grammar. This can be 

phrased as i + 1, where i is the learner’s current level, and 1 represents input just beyond this. 

(Krashen 1976, 1989) 

In this case study, the learners received two types of input: 1) pre-determined, written input 

from the game in the form of quest dialogues and interface text, and 2) written interaction 

data, mainly from conversations with the researcher, who is also an L2 learner of Spanish. 

Although the researcher is not a native speaker of Spanish, her proficiency was significantly 

higher than both learners (CEFR-level C1 at the start of the project). Their interactions were 

mainly about in-game or casual everyday-topics, and, as mentioned previously, in order to 

avoid unduly influencing the learners as much as possible the researcher avoided explicitly 

correcting vocabulary or grammatical errors, and avoided instructing the learners on any 

language feature unless specifically asked to do so. However, the learners knew beforehand 

that they would be tested on their language proficiency and that their performance would be 

observed, and this is likely to have affected their performance in some way, whether on a 

conscious or a subconscious level. Krashen believed that input would need to be rich and 

varied to be effective, but whether it needs to be fully naturalistic is not clear. (Krashen 1976, 

1989) Even so, it is useful to keep this in mind as a possible influencing factor. 

Because the learners were not exposed to any explicit language instruction neither from the 

researcher nor from outside sources during or immediately prior to the project, whatever 

acquisition took place can reasonably be attributed to the input they received while engaging 

in Spanish gameplay. As discovered in stage 1 of the analysis above, acquisition did occur in 

the form of vocabulary gains as well as awareness and mastery of agreement for Participant 1, 

and through substantially increased output for Participant 2. The input the learners received 

therefore seems to have been sufficient to promote these areas of acquisition. 

Beyond vocabulary and output, the Comprehensible Input hypothesis also predicts the 

acquisition of grammar, which happened in this case to a limited extent, as described in stage 
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one of the analysis above. This might be explained in part, however, by the complexity of the 

grammar the learners were tested on. As mentioned in the first part of the analysis, there is 

evidence to suggest that both learners lacked basic knowledge and understanding of the use of 

certain of the verb forms they were being tested on, specifically the present tense of the 

subjunctive and the subjunctive + conditional for learner 1, and the past perfect for learner 2. 

The Input Hypothesis states that any input must be comprehensible and meaningful for the 

learner to internalize it, and if the learner cannot readily understand the input, as appears to be 

the case here, this would help to explain why they do not learn from it. Further, it is also the 

case that the features on the assessment test were not present to equal extents in the input, 

especially when it comes to the interaction input from the researcher. Particularly the 

subjunctive, which was on Participant 1’s personalized verb assessment test, was not used 

much in the interaction input, which can undoubtedly help explain why he did not improve 

much in his use of the subjunctive. However, other features, particularly the past perfect and 

the present tense for Participant 2, featured repeatedly in both the interaction and the game 

input to the learner, and a lack of input cannot therefore sufficiently explain why she did not 

improve in these areas. Further, the Comprehensible Input hypothesis does not explain why 

the learners did not improve in the acquisition of grammar that they already possessed the 

necessary basic understanding of. I am thinking here especially of the acquisition of present 

tense conjugation for Participant 2. She showed through her output in chat that she had basic 

knowledge of the person/number distinctions in the present tense, and she used them to a 

limited degree in her own turns. Neither the tests nor the chat logs indicated that her ability to 

use the correct present tense forms increased, despite receiving continuous input on this 

through the game and her interaction with the researcher. 

The Noticing Hypothesis is strongly connected to the Comprehensible Input Hypothesis, and 

states that before a learner can use input as a source of new knowledge, they need to notice 

consciously or subconsciously that the input contains something new, something the learner 

can acquire as an addition to their current knowledge. The learner does not necessarily need to 

understand the new information, but she needs to be aware on some level of its existence. 

(Schmidt 1990) As the learning context for this study was highly informal and removed from 

any classroom-like setting, the analysis will centre around internally motivated noticing, in 

which the learner herself works through any difficulties or challenges she might have, and 

needs to rely on her own ability to discover new information. As previously mentioned, the 

researcher made a deliberate choice not to take on an explicit teacher-role during the process, 
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and avoided consciously directing the learners’ attention to any specific linguistic feature in 

either input or the learners’ own output. It would therefore be problematic to apply the 

concept of externally motivated noticing here, which relies on the learner’s attention being 

directed to new information by an outside source, and as such this part of the hypothesis will 

not be used in the analysis. It is acknowledged that the full explanatory potential of the 

Noticing Hypothesis will therefore not be applied, and this will be taken into consideration for 

the later discussion and conclusion. 

In the chat data there are especially two cases in which noticing and awareness appear to play 

prominent roles. The first is in Participant 1’s acquisition of the Spanish 

noun/adjective/determiner agreement system. Stage one of the analysis above showed that the 

learner possessed knowledge about how this system works, but that he still made frequent 

agreement errors, possibly caused by difficulties in production rather than comprehension. 

Starting half-way into the project he gradually begins to improve his accuracy and reduce the 

amount of errors, displaying acquisition and increased mastery of the agreement system. It 

was suggested in stage one that this improvement was triggered by quest-driven interaction 

and collaboration between the participant and researcher in session four which required both 

interlocutors to make frequent use of quest-related noun phrases in various contexts. The 

proposed explanation was that this caused the learner to become more aware of the presence 

of noun-based agreement both in the input and in his own output, prompting him to be more 

aware of this also in future interaction. In session six he demonstrates this awareness openly 

by successfully self-correcting an agreement-error. In this case it thus appears to be the 

learner’s ability to notice an important linguistic feature brought to his attention through 

interaction which enables him to improve in his own use of the same feature. An additional, 

perhaps less obvious instance of noticing having an effect on a learner’s acquisition is 

Participant 2’s use of the present tense. It was stated in stage one that this learner’s apparent 

proficiency with the correct present tense conjugation did not change throughout the project 

period, but even though her accuracy did not develop, there were still some minor related 

changes in her output. In session five the researcher uses the verb form eres in conversation 

with the learner, and immediately following this the learner uses the same verb form in her 

three next turns. 

4.15) Session 5 

  20:15 – Researcher: Vaya, ya eres nivel 67! :D 

              Wow, you are already level 67! :D 



70 

 

  ... 

  20:16 – Participant 2: si! :D eres rapido de nivelacion! 

         yes! :D you are fast in levelling! 

  ... 

  20:17 – Participant 2: bien bien, pero eres un poco enfermo :) 

         good good, but you are a little ill :) 

  ... 

  20:20 – Participant 2: si, eres tonto para serlo de vacaciones 

         yes, you are stupid to be it for vacation 

 

All three uses by the participant are erroneous in the context they are used in. In all three 

examples she consistently uses the 2nd person, although the correct form would be the 1st or 

3rd person for the turn at 20:16 (depending on whether she means that she herself is fast at 

leveling; soy rapido, or that leveling itself is a quick process; es rapido), the 1st person for the 

turn at 20:17 (estoy), and the 3rd person for the turn at 20:20 (es). In the turn at 20:17 she also 

uses the wrong verb, where the correct choice would be to use estar. This frequent use of the 

2nd person is atypical for the learner, who almost exclusively uses the 1st or 3rd person forms 

up to this point. It is also the first time that she uses this particular verb form, and she goes on 

to use it several times more in following conversations with the researcher. Although this 

change in the participant’s production does not cause any improvement in the rate at which 

she produces correct verb forms, it is clear that a change has taken place as a result of this 

interaction. While the fact that she uses the “new” verb form erroneously in most of her turns 

shows that she does not know exactly what it means or in which contexts to use it, her use of 

it nonetheless demonstrates that she has noticed the new information and recognized it as 

belonging to a verb she already knows, and that she is attempting to incorporate it into her 

own output. This case too, then, shows that when a learner notices and remains aware of a 

specific language feature it can have a positive effect on their language proficiency. Although 

in this last example the change that took place as a result of noticing was not obviously a 

positive one, this too must be described as acquisition because it caused the learner to expand 

the range of her output, and presumably will also help improve her understanding and use of 

the present tense forms at a later stage in her acquisition process. 

Further, the Noticing Hypothesis, like the Comprehensible Input Hypothesis, can help explain 

why the learners did not advance in some of the more complex verb forms. For this, 

Participant 1’s lack of progress with the subjunctive is a particularly good example. Both the 
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proficiency tests and the chat data show no evidence of increase or change in his use of the 

subjunctive. He consistently uses indicative on all the test questions, and the only times he 

uses subjunctive in the chat logs are in a few fixed expressions or when he appears to be 

confused about the correct form of a verb in indicative. It therefore seems that the learner is 

largely unaware of the distinction in meaning and use between subjunctive and indicative, and 

that he also does not notice this difference when it appears in the input. This, according to the 

Noticing Hypothesis, would be an important explanation for why he does not appear to 

improve. 

Finally, the Output Hypothesis claims that production is an important part of the L2 learning 

process because it forces the learner to process linguistic material in a more active and 

deliberate way than other types of language activity do. (Swain 1985, 1993) There was 

substantial production of output during interaction on the part of both learners in this study, 

and it can therefore be argued that output was in part responsible for causing some of the 

learning gains noted in the previous section. It is, however, challenging to isolate the exact 

learning gains that can be attributed to production alone, and instead of attempting to do this I 

will give an example by identifying an area in which production of output appears to be a 

clear contributing factor: the acquisition of vocabulary. As mentioned above both learners 

received input containing several of the assessment vocabulary items, but there is a large 

difference in their own production of the same items. While Participant 1 used eight different 

assessment vocabulary items for a total of 16 times, Participant 2 only used three different 

items for a total of five times. In contrast, Participant 1 received only seven instances of 

assessment vocabulary input from the researcher, while Participant 2 received 20. The post-

tests reveal that only Participant 1 showed a substantial increase in vocabulary, importantly he 

appeared to acquire at least four of the assessment vocabulary items he used in his own 

output, while Participant 2 showed no increase in vocabulary. The large difference in 

production of output using the relevant vocabulary items can help explain this attested 

difference in acquisition. 

The table below is a short summary of the main findings from this section. 
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Concept Can help to explain Fails to explain 

Interaction - Learner experience of 

beneficial factors 

- Access to input and output 

- Lack of Participant 2 

progress despite heavy use of 

negotiation of meaning 

Noticing and awareness - Vocabulary increase, 

Participant 1 

- Improvement of agreement 
and the preterite, Participant 

1 

- Lack of progress with the 

subjunctive,  Participant 1 

- Lack of (apparent) 

Participant 2 progress with 

present tense 
- Lack of vocabulary 

improvement for Participant 

2 

Comprehensible input - Lack of learner progress 

with complex topics 

- All instances of acquisition 

- Lack of (apparent) 

Participant 2 progress with 

present tense 

- The large difference in 
vocabulary acquisition 

between Participant 1 and 

Participant 2 

Output - The presence of vocabulary 

gains in Participant 1 but not 

in Participant 2 

- Acquisition of agreement in 

Participant 1 

 

Table 4 - Summary Cognitive Theories 

It is clear from the above analysis that the classic theories and concepts used here are very 

relevant and helpful for explaining language learning in a MMORPG context. It is also clear, 

however, that they cannot explain all the patterns found in the data, and it is therefore not only 

relevant but necessary to explore further perspectives for analysis. 

4.2.2 Applying Sociocultural Theories 

This section will analyze the same data as used above, and with the same purpose, but from a 

sociocultural perspective using the sociocultural concepts identified in the literature section. 

As in the previous section, each theory will be introduced with a brief repetition of its main 

arguments. 

The theory of mediation states that the relationship between an individual and the social, 

material world surrounding him is mediated by the individual’s consciousness by means of 
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several different cognitive processes, among which language is one of the most crucial. One 

of the most important forms of language mediation is regulation, the ability to use linguistic 

knowledge to regulate one’s own language behavior. Language regulation is theorized to have 

a particularly important role in language development, and manifests through object-

regulation, other-regulation, and self-regulation. (Lantolf, Thorne, and Poehner 2015, 207–8) 

All three forms of regulation are present in the chat data for both learners. An example of 

explicit self-regulation has already been mentioned previously in the presentation of 

agreement-data for Participant 1 in section 4.1.1. In this section it was argued that the 

learner’s awareness of successful use of the Spanish agreement-system increased during the 

project, and that his own use of the system improved as a result. In the below example, the 

learner uses self-regulation (in the form of self-correction) as a part of this process. 

4.16) Session 6 

  17:01 – Participant 1: quieres hacer unos mazmorras? 

         do you want to do some dungeons? 

  17:01 – Participant 1: unas* 

         some* 

Not only does this extract show that self-regulation occurs, but it is also likely that this and 

other instances of self-regulation on his part help reinforce the correct structures in the 

learner’s mind, as is evidenced by his gradual increase in accuracy. 

Of the two participants, Participant 2 is the one who reports having used object-regulation the 

most frequently. As mentioned previously, in the post-interview she noted that she frequently 

used an online translation service both to help her formulate her own sentences and to help 

her understand specific vocabulary and structures used by the researcher. An interesting 

example is an instance in which she uses both object-regulation and other-regulation at the 

same time. 

 4.17) Session 1 

  18:54 – Participant 1: hace mucho tiempo? (google translate hahaha) 

In this extract the learner asks a question of the researcher, and indicates that she has used 

Google’s translation service to formulate it. By explicitly telling her interlocutor that she 

made use of an external help source in order to phrase her question (object-regulation), she 

expresses her uncertainty with the linguistic structure in question, and opens for the 

interlocutor to assist her by confirming whether her attempt was successful at conveying the 
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intended meaning (other-regulation). Following this turn by the learner, the researcher makes 

a clarification request by repeating the phrase first in Spanish and then in Norwegian, letting 

the learner know that her meaning was successfully received and understood. Regulation in 

this case clearly promotes communication and perhaps learning in the participant through 

helping her to make herself understood by her interlocutor and to achieve increased mastery 

of a challenging linguistic structure. 

As mentioned in the literature chapter section 2.1.2, other-regulation is also a crucial part of 

the theory of the Zone of Proximal Development. The zone of proximal development is 

defined in this section as identifying that which a learner cannot do on their own but which 

they can do with assistance from others. To Vygotsky, who viewed learning as a 

fundamentally social process, the zone of proximal development, existing only through and in 

social relationships, was at the same time what allowed learning to occur and what identified 

the learner’s current learning potential. For this reason, operating within the zone of proximal 

development is theorized to be especially beneficial for learning. (L. Vygotsky 2012; Lantolf, 

Thorne, and Poehner 2015) Because of its emphasis on the essentiality of social interactions 

and relations in learning, the zone of proximal development as a theory can help explain why 

both learners in this study reported that social engagement with the researcher was among the 

most beneficial parts of their learning experience. For instance, as noted previously 

Participant 1’s improvement with the Spanish noun/determiner/adjective agreement-system 

seems spurred by a combination of interaction with the researcher and the particular context 

surrounding this interaction. This represented for the learner a zone of proximal development 

in that it was through his social interaction with the researcher that he was able to become 

conscious of his own use of a particular linguistic feature, and through their continued 

socialization that he was given the opportunity to practice and increase his mastery of that 

feature. 

Further, a novice-expert relationship, theorized to be particularly beneficial for L2 acquisition, 

formed between Participant 2 and the researcher. (Lantolf, Thorne, and Poehner 2015) Even 

though the researcher was not a native speaker, her Spanish proficiency was substantially 

more advanced than the learner’s, and this allowed Participant 2 the opportunity to make 

frequent requests for assistance both about interactional and other input she received, and also 

during the production of her own output. An example of this, in which Participant 2 makes a 

clarification request and the researcher explains, all in Norwegian, is given below. 
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4.18) Session 2 

  18:59 – Researcher: :) Dame un minuto y ya vengo 

     :) give me a minute and then I will come 

  19:00 – Participant 2: hva betyr det? hahaha 

       what does that mean? Hahaha 

  19:00 – Researcher: gi meg ett minutt saa kommer jeg :) 

     give me a minute then I will come :) 

  19:00 – Participant 2: aah :D 

Between the researcher and Participant 1 the relationship was more that of peer-to-peer, as 

their proficiency levels were closer to each other, and both parties generally understood each 

other without need for clarification. An example of a standard exchange is given below. 

4.19) Session 6 

  17:13 – Researcher: pues dame un momento :) 

     give me a minute :) 

  17:13 – Participant 2: vale 

       ok 

The most surprising find in this stage of the analysis regards the theory of Communities of 

Practice. A community of practice is a group of people who share and engage in a common 

interest over time, thus establishing common practices, behaviours, attitudes et cetera. 

Linguists are interested in communities of practice as the basis for establishing linguistic 

practices, and SLA researchers focus on the role of such communities in L2-learning contexts. 

(Wenger 2004, 2340) Communities of practice have been identified by several researchers as 

one of the most promising areas of MMORPG-based SLA research and practice, but in this 

study, neither participant appears to have become part of a community of practice to the level 

that would be expected in a MMORPG setting. (Schlager, Fusco, and Schank 2004; Thorne 

2008) As previously mentioned, both learners report having had very little social interaction 

with players other than the researcher. Despite both of them joining guilds (a persistent, larger 

group of players) relatively early in the project period, they both report only limited 

interaction with others, and did not feel part of any larger social community nor did they forge 

relationships with players other than the researcher. When asked during the post-interview 

about the reasons for this, Participant 1 said that it was partially because it was challenging to 

reach out and initiate interaction with players in Spanish because he did not feel fully 

confident in his own language ability, and partially because he felt that there were few other 

players to interact with, and that the areas in which he played were simply too empty of other 

players to create any context in which he could engage in socialization. He indicated that 
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while the issue of language confidence played a role, the lack of other players was the main 

hindrance for him. Participant 2, however, stated that anxiousness to use Spanish with other 

Spanish speakers, caused by a lack of confidence in her own communicative ability, was the 

main reason why she did not interact much with others. Although they did share knowledge of 

the game world activities, or the ‘joint enterprise’ of the World of Warcraft community of 

practice, both participants felt they did not have a sufficient ‘shared repertoire’ with the other 

players in the game world, and were thus lacking one of the key elements of a successful 

member of a community of practice. 

The concept of community of practice therefore did not appear as anticipated from previous 

research in this study. While both learners regularly interacted with the researcher and 

reported this as having been one of the most beneficial parts of their learning experience in 

the project, this interaction was mainly fuelled by their participant-researcher roles, and did 

not cause or promote further relationships or feelings of being part of a community. This 

finding appears to be contrary to what most of the MMORPG-based SLA research so far 

suggests. Several studies report that having access to a community of practice, further enabled 

by interacting in a low-anxiety environment, is one of the prime benefits of language-learning 

in a MMORPG-context. (Y. Lee and Gerber 2013; Pasfield-Neofitou 2014; Kongmee et al. 

2011; Y. Rankin, Gold, and Gooch 2006) However, it is important to note that combining the 

reports of the learners with findings from previous research does not suggest that the notion of 

community of practice is less important, but rather it indicates that the full benefits of access 

to such a community are not guaranteed simply because one plays a MMORPG regularly. As 

this study shows, it is fully possible to be an experienced gamer and motivated language 

learner and still not receive the full benefits that come with having regular access to and 

participation in a community of practice. It will be up to teachers, researchers and other 

invested parties to ensure that the learners are put in a setting that enable them to join and/or 

form their own community for language socialization. This means choosing game 

environments which have a sufficient amount of players to engage with, gameplay with 

activities that foster and encourage socialization, and sometimes also pushing the learners to 

interact by including them directly in already established social groups and introducing them 

to possible new relationships. Beyond this, it will also depend on the learning style and 

desires of each individual learner. While Participant 1 said that he would have benefited from 

being directly introduced to other players in a social setting at the start of the project, 

Participant 2’s answer to the same query was that she likely would not have initiated or 
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pursued interactions with such a community even if she had been directly introduced to one, 

for the reasons given above. 

Finally, during the post-interview, both participants reported that they had enjoyed the overall 

experience of learning through gameplay, which leads us to the final sociocultural theory. The 

aforementioned research on motivation suggests that it is crucial in causing learners to engage 

in learning, that motivation should ideally be intrinsic, and that enjoying the learning process 

is optimal for achievement. As such, motivation affects the learning process as a whole, rather 

than any specific linguistic domain. Participant 1 expressed that he found the gameplay more 

motivating than his experience with learning Spanish in an instructed classroom setting. He 

said that learning through gaming was more fun because “it is a form of hidden learning, in a 

way you are there to play and then you pick up some Spanish while you’re at it.” (My 

translation) When asked about his levels of motivation during gameplay versus during a 

typical classroom setting, he said: “well, motivation, I don’t know, there sort of isn’t any – 

you don’t need any motivation to play, you need motivation to go to school.” (My translation) 

With this he demonstrates precisely the type of intrinsic motivation highlighted in the 

research by expressing that he does not need any external motivation to engage in the learning 

activity, because the activity is sufficiently motivating and enjoyable by itself. He further 

expressed that it was easier to become motivated to play because the learning context itself 

was less demanding, in that it was practically easier to sit down at the computer and begin 

gaming than it was to go to school, attend classes, and do homework. Finally, he reported that 

what he had enjoyed the most about playing the game in Spanish was the sense of mastery he 

felt every time he learnt or remembered a new word or construction for the first time, or when 

he was able to figure out what something in the game meant or did. This type of self-

achievement also demonstrates an experience of intrinsic motivation and reward, crucially 

connected directly to the learning process itself. 

Participant 2 reported that she had found the entire experience of playing a familiar game in 

an unfamiliar language both exciting and challenging. Like Participant 1 she expressed a high 

level of intrinsic motivation and appeared motivated by the learning activity itself. She 

expressed a high level of motivation to play the game, because, as she said, as an active gamer 

it is something she would do in her free time anyway, and the only difference was that now 

she was playing in a different language. In addition to enjoying the gameplay itself she also 

reported that she enjoyed the learning process more in-game than she had done during 
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traditional classroom instruction: “it was fun in school too, but then it was much more ‘you 

have to do this’, but now it’s more because I want to and I enjoy it”. (My translation) As with 

Participant 1 she also reported experiencing a gradually increasing sense of mastery and 

achievement as she acquired new words and began to recognize and “re-acquire” things she 

had learnt previously but which she had forgotten during the time she had not used Spanish 

actively. Participant 2 also expressed that her motivation to learn Spanish had increased since 

she joined the project, and stated that she was determined to continue playing in Spanish, both 

to continue learning and to continue improving her in-game avatar. 

The table below contains a short summary of the main findings from this section. 

Concept Can help to explain Fails to explain 

Mediation and regulation - Acquisition of agreement 

in learner 1 

- Increased quantity and 

quality of output in learner 

2 

- Lack of learner 2 test 

progress despite heavy use 

of other- and object 

regulation 

Zone of proximal 

development 

- Learner experience of 

beneficial factors to 
learning 

- Acquisition of agreement 

in Participant 1 

- Access to input and 
output 

- Lack of progress in 

advanced topics 

- Less test progress for 

Participant 2 than 
Participant 1, despite 

existence of expert-novice 

relationship between 

researcher and Participant  

2 

Community of practice - Participants’ knowledge 

of game activities helped 

them to engage even 

though they remained 
uncomfortable with the 

Spanish repertoire 

- Given some opportunity 

to interact with other 

players, the participants did 

not feel comfortable to do 

so 

Motivation - Willingness to engage 

actively in the learning 

context, thus enabling 

learning to occur 

- Lack of progress for 

Participant 2 despite equal 

levels of motivation to 

Participant 1 

Table 5 - Summary Sociocultural Theories 
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4.2.3 Cognitive and Sociocultural Application Combined 

Stage two of the analysis has showed that the both the traditional sociocultural and cognitive 

concepts chosen for this study can be easily adapted to an MMORPG-setting. All of the above 

theories help explain some of the patterns in the data, and provide unique insight that 

combines well with what can be learned from the other concepts. However, this stage also 

shows that none of the theories can account for all the findings. Further, there is at the same 

time a certain amount of overlap and difference between the patterns that the two perspectives 

provide explanations for. This suggests that a combination of the two perspectives might 

provide a stronger explanation for the data than either paradigm can give alone. An attempt at 

such a combined analysis is given in section 5.2.2 of the discussion below. 
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5 Discussion 

In the discussion I will bring together the findings from part one and part two of the analysis. 

Section 5.1 will focus on research questions 1, 1.2 and 1.3, while section 5.2 will answer 

research question 2, as well as compare the application of the cognitive and sociocultural 

paradigms. and give suggestions for future research. Section 5.3 will give suggestions for 

valuable directions for future research, and finally, section 5.4 will present a short list of 

practical suggestions for language learners and language instructors/game developers, based 

on findings from this project that are supported by other research. 

5.1 Research Question 1 – Is there Development? 

Put together, research questions 1, 1.2 and 1.3 ask the following: Does playing a MMORPG 

lead to improved language proficiency in adult second language learners? If so, which areas 

of their language proficiency improve? Are these effects long-term or only short-term? 

Research question 1 was examined in two main ways, first by asking the two participants to 

complete two Spanish language proficiency tests, focusing on vocabulary and verb 

conjugation, three times, once before, once immediately after, and once a month after they 

had stopped playing; and second by examining the participants’ written communicative 

abilities as demonstrated through interactive gaming-sessions with the researcher. This data 

was analyzed and summarized in chapter 4. This analysis showed that there are substantial 

differences between the learners. In vocabulary, Participant 1 showed an overall increase of 

8.34% from the pre-test to the delayed post-test. There was a small decrease in the common 

assessment vocabulary items, and a substantial increase in the game-related items. The chat 

data corroborate these findings, showing that he makes repeated use of game-related 

vocabulary, indicating that he understands and is able to successfully use these words in 

interaction. Participant 2 showed a small decrease in common vocabulary from the pre-test to 

the delayed post-test, but no change in the game-related vocabulary. In her case, the chat data 

do not entirely corroborate the findings. As shown in section 4.1.2, there is evidence to 

suggest that the learner understands several of the vocabulary items better in context than the 

test-results would indicate, and this includes both common and game-related vocabulary. 

Participant 2 also claimed in her post-interview that she felt she had acquired or remembered 

a large amount of vocabulary, further complicating her results. Based on this evidence from 
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two Norwegian learners of Spanish over three months of game play, I can neither conclude 

nor dismiss that playing MMORPGs lead to gains in vocabulary for L2 learners. Although 

Participant 1 showed a substantial increase in game-related vocabulary, these results were not 

matched by Participant 2, and both learners actually showed a decrease in common 

vocabulary, even if this decrease was small. The difference between the vocabulary 

development of Participant 1 and Participant 2 might be explained by their difference in 

proficiency level. The Comprehensible Input Hypothesis, the Noticing Hypothesis, and the 

theory of the Zone of Proximal Development all suggest that a learner needs to be at a certain 

proficiency level to be able to notice, make sense of, and learn from their input and the 

learning context, and one explanation might therefore be that Participant 2, who was at a 

beginner level during the start of the project, was not sufficiently advanced in her proficiency 

to be able to make the most of the learning context provided by playing World of Warcraft. 

Together the data indicate that playing MMORPGs has the potential for learners to increase 

their vocabulary for words that appear frequently and are important for the player’s actions 

and interactions during gameplay, but that this might be dependent on the learner’s initial 

proficiency. 

In the verb section of the assessment there was also substantial difference between the 

learners. Participant 1 had a small overall increase from the pre-test to the delayed post-test, 

while Participant 2 showed an overall decrease. Participant 1 improved mainly on the simple 

past and the imperfect past, as well as on his use of agreement in Spanish. That he improved 

in some areas but not in others can in this case be explained by the complexity of the topics 

combined with the learner’s previous knowledge, as well as the quantity and quality of 

relevant input. In both the proficiency test and the chat data there is evidence to indicate that 

the learner lacked basic knowledge about the subjunctive, in which he did not improve, and 

that the gameplay did not provide him with the necessary input or information for him to 

increase his understanding of this verb form nor incorporate it into his own output. 

Participant 2’s decrease in verb accuracy comes from a sharp decline in her accuracy with the 

present tense, as her accuracy on the other tasks remained stable. This decrease in ability, 

however, is not demonstrated by the data, where her accuracy with present tense conjugation 

and use remains stable. This strong mismatch between the different data can be partially 

explained by the fact that the participant almost exclusively uses the 1st and 2nd person 

singular conjugation forms in her chat data output, and there is therefore little data on her 
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accuracy with the other verb forms. On the assessment test, however, her delayed post-test 

decrease in accuracy also occurs in the 1st and 2nd person singular, so while this might explain 

why her accuracy is high in the chat data, it does not explain her decrease on the proficiency 

test. Looking at other research which shows similar trends, two other possible solutions 

appear. One is that the large amount and variety of input caused the learner to experience 

cognitive overload, which has been attested in other learners in MMORPG-contexts. 

(Peterson 2016; Y. Rankin, Gold, and Gooch 2006) The second possible solution is that the 

learner is undergoing a so-called “u-turn” in her development. This is a phenomenon often 

attested during 1st language acquisition in children, where, in the process of figuring out that a 

specific linguistic feature operates according to systematic rules, the children show an 

apparent dip in their ability to use the feature while they are learning to apply these rules 

correctly, and then increase again once they have mastered the rules. (Plunkett and Marchman 

1991; Stavy 1982, 1–2) It is not unlikely that a similar process is happening with Participant 

2, and that further exposure and interaction would help her to acquire and improve her use of 

the system underlying Spanish present tense verb conjugation. As for Participant 2’s lack of 

development on the other verb tasks, this might be explained by similar causes as for 

Participant 1, lack of the basic knowledge required to improve on the basis of the input given. 

To summarize, the data from both learners give some evidence that playing MMORPGs over 

three-four months can lead to the acquisition of verbs, but only those forms that the learner is 

already in the process of acquiring, and where they already possess basic knowledge and 

understanding. A tentative key finding here is that playing MMORPGs can help learners 

improve their accuracy and use of verb forms they already possess, but that gameplay alone 

might not be sufficient for them to acquire new, unfamiliar verb forms. 

Based on the above, and combining the findings on vocabulary and verb conjugation, a 

tentative answer to research question 1 is that playing MMORPGs over three-four months can 

lead to improvements in L2 learners’ language proficiency, but that this is dependent on the 

learner’s previous knowledge of the feature to be acquired. 

The above results also provide an answer to research question 1.2: Which areas of the 

learners’ language proficiency improve? The data show that the learners’ proficiency can 

improve both in vocabulary and in verb-conjugation, but that improvement in both areas is 

highly dependent on learner-specific factors and is not a guaranteed result of engaging in 

gameplay. Vocabulary acquisition seems to be most effective with vocabulary that is highly 



83 

 

salient in the game, and which is frequently required by the learner in their engagement with 

the game directly and/or in their interaction with other players. As mentioned above, 

acquisition of verbs appears to be dependent on the learner possessing basic knowledge of the 

specific verb forms. For both areas it also appears crucial that the relevant features/vocabulary 

appear frequently and in different types of input (for instance through both interaction and 

quest-dialogues). 

Further, an area which has been the focus of much previous MMORPG-based L2 acquisition 

research is that of learner communicative confidence. With a desire to avoid subjective 

judgments and self-reporting as much as possible, this area has not been prioritized in the 

present study, but because of its high salience in other research I will quickly comment on it 

here. When asked about this in their post-test interviews, neither learner reported that they felt 

more confident in their use of Spanish after than they did before the project. This was the 

same for both continued in-game communication as for other prospective forms of 

communication in Spanish, such as face-to-face spoken interaction. Even though Participant 2 

showed a substantial increase in output over the course of her joint sessions with the 

researcher and reported feeling that she had made considerable progress in her knowledge of 

Spanish, this did not appear to be matched by an increase in general confidence or willingness 

to communicate with other players or Spanish-speakers. For this study, then, it appears that 

playing a MMORPG did not improve the learners’ general confidence in their own language 

ability. However, as discussed previously, both learners report high levels of enjoyment and 

motivation caused by the gameplay, to the extent that both of them expressed a strong desire 

to continue playing in Spanish also after their participation in the project ended. This shows 

that even though the learners may not feel more explicitly and consciously secure in their own 

language abilities, they do express a heightened motivation and desire to continue practicing 

them, and perceive MMORPGs as a good context in which to do so. 

Finally, research question 1.3 asks: Are the learning effects long-term or only short-term? For 

this question the data indicates that there is a difference between vocabulary and verb 

conjugation. For verb conjugation both learners perform better on the delayed post-test than 

on the immediate post-test, indicating improved long-term over short-term effects. Given that 

the learners took identical tests each time it is possible that part of this improvement is due to 

re-test effects. However, the learners were not at any point shown the correct answers to the 

test, nor were they told which of their answers had been correct or incorrect, and so even if a 
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re-test effect is present, the learners would still have had to learn the correct answers on their 

own. A possible explanation for why both learners performed better on the delayed post-test 

than on the immediate post-test is that for the former they had been allowed more time to 

process the input, either consciously or subconsciously, leading to a larger long-term 

knowledge gain. For vocabulary the data indicate that there is a slight decrease from short-

term to long-term development. Both participants showed a small decrease in accuracy from 

the immediate to the delayed post-test. Although these effects are very small in the present 

study, it is likely that their magnitude would increase in a study of larger scale, and more 

research is needed to further explore this area. 

5.2 Research Question 2 – Applying the Theory 

Research question 2 asks: To what extent can established, popular concepts from the 

cognitive and sociocultural paradigms of SLA theory be applied to a MMORPG-learning 

context? To answer this question I chose eight popular and much used concepts from SLA 

theory, and employed them in the analysis of the learner data. In section 5.2.1 I will use the 

findings from this analysis, conducted in section 4.2, to discuss the extent to which each 

concept can contribute to explaining the data. I will also examine whether there is a 

significant difference and/or overlap between the cognitive and sociocultural paradigms, in 

section 5.2.2, and attempt to combine them into a comprehensive analysis. 

5.2.1 Answering the Research Question 

As mentioned above, the analysis used eight popular and well-researched concepts from SLA 

theory, four stemming from cognitive research: noticing and awareness, interaction, 

comprehensible input, and output; and four from sociocultural research: the zone of proximal 

development, mediation and regulation, community of practice, and motivation. The research 

question, adapted to the particular learning context identified in this study, asks to which 

extent these concepts explain the findings from the analysis in section 4.1. To answer this 

question the explanatory power of each concept was analyzed in turn in section 4.2. Based on 

this analysis, the short answer to the research question is that each of the concepts can help 

explain a part of the findings, and therefore all lend themselves well to this particular 

MMORPG-learning context. Between the concepts there was a large amount of what 

appeared to be explanatory overlap, for instance both interaction and the zone of proximal 
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development gave an explanation for why the learners reported greater benefit from their joint 

sessions with the researcher than when playing alone, and both the comprehensible input 

hypothesis and the noticing hypothesis helped explain why the learners didn’t progress in 

certain areas. Even so none of the theories, neither alone nor in combination, was able to 

account for all the findings. Despite this, all the theories contributed meaningfully in some 

aspect of the analysis, and my conclusion is therefore that traditional SLA concepts are 

valuable and applicable in a MMORPG-based learning context, and both can and should be 

employed in future research on MMORPG-based SLA. 

5.2.2 Cognitive versus Sociocultural – Bound to be in Conflict? 

An interesting further topic to discuss, and which has been mentioned previously in this 

thesis, is the apparent contrast between the cognitive and the sociocultural paradigms of SLA. 

While there exist attempts and frameworks for bringing the two together into one 

comprehensive theory of second language acquisition, some researchers have claimed that the 

two are irreconcilable because they are based on fundamentally different views of how 

language and language acquisition function. (Larsen-Freeman 2007) The choice between one 

or the other, or indeed whether this should have to be a choice at all, is a contentious one in 

the literature, and most of the theory-based research on MMORPG-based SLA so far has 

generally attempted to operate solidly within one or the other, as the review of previous 

research in section 2.2.3 shows. 

As mentioned above, several instances of apparent explanatory overlap was found during the 

analysis, both within and between the cognitive and sociocultural concepts. For instance, the 

cognitive concepts interaction and comprehensible output, and the sociocultural concept of 

the zone of proximal development help explain many of the same findings in very similar 

ways. Both interaction and the zone of proximal development (ZOPD) emphasize the 

importance of communication with other users of the L2, and the ZOPD and the 

comprehensible input theory stress that the language content must be understandable and 

relevant yet challenging for the learner in order for optimal learning to occur. Moreover, there 

are no contradictions between the explanations offered from the cognitive and the 

sociocultural theories. On the contrary, the specific concepts employed in this study appear to 

compliment and support rather than contrast each other. On the whole, the concepts from both 
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paradigms contribute explanations for the main points in the data, and the most exhaustive 

explanation of the data appears when analyzing it using both paradigms together. 

First, the concept of motivation, particularly intrinsic motivation, explains the learners’ 

willingness to participate in the learning context and their drive to engage actively with the 

learning material (the TL content provided and enabled through the game). Despite both 

learners reporting that initially playing in Spanish was challenging, they also reported that it 

was fun and therefore they were motivated to persist, and this is what enabled learning to 

occur. Second, socializing in the target language gave the learners access to interaction and 

helped them operate within the zone of proximal development. This in turn allowed them to 

make use of negotiation of meaning, and gave them plentiful access to comprehensible and 

meaningful input, made relevant through the context of the game, as well as the chance to 

further process and practice new language content through the production of their own output 

in interaction. As stated by the zone of proximal development the learners’ relation with the 

researcher, furthered by their need to cooperate to perform in-game tasks, was a further 

motivating and enabling factor in the learners’ engagement with the TL content. Third, the 

zone of proximal development, the theory of comprehensible input, and the noticing 

hypothesis all help explain why the learners progressed in certain areas but not in others. The 

output hypothesis also helps explain certain differences between the learners, particularly why 

Participant 1 increased his vocabulary on the vocabulary test but Participant 2 did not. The 

output hypothesis as a beneficial factor is further strengthened by the theory of mediation and 

regulation, which helps explain why the production of output played a positive role for both 

learners’ learning process. 

Put together, in this analysis of the data the cognitive and sociocultural theories complement 

and support each other, providing a more exhaustive and well-founded explanation for the 

data than either paradigm (through the concepts presented here) is capable of on its own. 

Naturally, this thesis can by no means provide an exhaustive examination of all the 

possibilities and potential of either paradigm nor of the specific theories presented here, and 

there are undoubtedly many relevant aspects and features to both which have not been 

mentioned. Also, the concepts used in the analysis were not chosen for their explanatory 

compatibility, and it is not the attempt nor desire of this study to provide a framework for the 

practical combination of cognitive and sociocultural SLA theories, as that is an issue which 

will require, and I am certain engender, several volumes worth of research and debate. What 
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is desired, and I hope accomplished, with this analysis, is to provide some small evidence that 

such a unified framework might one day become not only possible, but an asset to the field as 

a whole, by showing that the cognitive and sociocultural paradigms need not always 

contradict and exclude each other, but can also support and strengthen each other. 

 

5.3 Future Research 

As has been mentioned several times in this thesis, game-based SLA is a relatively young 

field with many exciting opportunities for conducting research on a wide range of topics and 

using varied methodologies. During the course of this project, several promising directions for 

future research have presented themselves. First, the difference in vocabulary acquisition 

between the learners as identified in the assessment tests and, to a somewhat lesser extent, in 

the chat logs, indicate that more research is needed to identify and explore the specific factors 

that influence not only the acquisition of vocabulary, but the acquisition of all language skills 

and features in an MMORPG context. In particular, the learners’ language level, the role of 

learner output, the specific in-game settings in which the relevant vocabulary and other 

linguistic features occur, as well as the amount and time of exposure, appeared in sections 4.1 

and 4.2 of the analysis as especially relevant for the learners in this project. Although this is a 

case study with limited generalizability, similar findings have been reported in other research. 

This thesis therefore further emphasizes the need to better understand the role of these factors 

in MMORPG-based language acquisition, and points to the study of learner-based and in-

game factors as being a viable and beneficial area for future research. 

Further, the findings presented here also emphasize the need to combine data collected from 

proficiency assessments and learner self-reporting from questionnaires, interviews and similar 

methods, with naturalistic interaction data from the learners’ actual in-game communications. 

The data collected for this project revealed some discrepancies between the proficiency 

assessment data and the interaction data for Participant 2, and for Participant 1 the interaction 

data revealed a promising area of development which was not captured by the proficiency 

assessment data. These findings strongly emphasize the benefits of relying less on exclusively 

learner self-reported data, and encourages supplementing more with objective methods for 

measuring development, such as observations of in-game interactions. MMORPGs may 
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indeed prove to be an arena where naturalistic language data can be easier to procure than is 

the case for many other contexts, as research shows that MMORPGs provide a low-risk 

environment where interlocutors can be anonymous and tend to display less anxiety than 

during more traditional data-collection scenarios. Because of this, MMORPGs might provide 

researchers with a unique opportunity to gain further insight into learner interaction, and 

further research into this might therefore prove extremely valuable to the entire field of SLA. 

As has been one of the main explorations of this thesis, its findings also suggest that 

MMORPGs can provide a promising venue for the combination of cognitive and sociocultural 

SLA research. The discussion in section 5.2 above argued that employing both sociocultural 

and cognitive concepts together provided the most exhaustive and thorough explanation of the 

research findings. This suggests that it is possible to constructively and beneficially combine 

cognitive and sociocultural SLA theory in an MMORPG-based learning context. Because of 

the unique nature of MMORPGs that allows researchers to not only observe, but to actually 

modify or even construct the learning environment from the bottom up, as is already being 

attempted through serious games, MMORPGs might also here prove a helpful arena for the 

exploration of new methodologies and theoretical applications. While the use of serious 

games and modified recreational games for academic research and learning purposes is still in 

the preliminary stages, both technology and our knowledge in applying it will only continue 

to grow, making this a particularly exciting and promising opportunity to pursue in future 

SLA research. 

The findings presented above open up for the interesting discussion and exploration of the use 

of MMORPGs in different learning contexts. I am thinking here particularly of the use of 

MMORPGs in self-directed versus instructed learning settings. As was pointed out in section 

2.1 of the theory chapter, all the data for this thesis was collected from a non-instructional 

context. Although the learners were aware of participating in a study aimed at examining 

second language learning in an MMORPG context, and while they were placed in a Spanish-

dominant in-game environment and encouraged to use Spanish, during the gaming period 

they were not obliged to communicate in Spanish, they were not provided with any other 

language learning material aside from what they actively sought out themselves, and they 

were not given any explicit language instruction unless they specifically asked it of the 

researcher during their in-game interactions. This means that all the language developments 

that occurred, and all the learning promoting situations and interactions that the learners 
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engaged in, closely resemble a self-driven learning context. By self-driven learning I here 

mean a learning context that the learner pursues on their own initiative, without receiving 

organized language instruction from a teacher. The findings in this study therefore indicate 

that MMORPGs are potential arenas for self-driven, private language learning to occur. 

However, the data also imply a potential for the use of MMORPGs in instructed learning 

contexts. For both participants there was a clear tendency that they improved the least with 

the linguistic features that they had the least understanding of at the beginning of the project, 

and improved the most in those features where they already had a basic understanding of their 

use and meaning. This suggests that the participants’ learning gains might have been larger if 

they had, during the course of the project, been provided with instruction or materials that 

helped them acquire and notice these features. This again indicates that MMORPGs might be 

particularly beneficial for second language learning if used as a part of or supplement to other 

language instruction. Other research studies suggest that the learning gains in such contexts 

are greatest when the language content of the MMORPG and the instructional content align. 

Together, these findings indicate that MMORPGs can be powerful tools both for self-driven 

and for instructed language learning, and both these contexts would be valuable directions for 

future game-based SLA research. 

Finally, in the context of discussing future research on MMORPG-based SLA it is relevant to 

mention that such research is not only theoretically valuable, but also fully realizable. During 

the recruitment process for this study I received overwhelming interest from players and 

language learners who were greatly interested in the project, and I regret that the constraints 

of time and resources kept me from engaging more participants. This demonstrates the great 

potential and possibilities that exist for conducting MMORPG-based SLA research on a large 

scale, and the unique opportunities for expanding the knowledge of both game-based and 

general SLA that such a context provides. Additionally, this type of large and generally 

positive interest in MMORPG-based research shown by both gamers and non-gamers 

demonstrates clearly that, not only would researchers be able to find eager participants for 

large-scale research studies, but also that the knowledge gleaned from such research makes 

real, valuable and important contributions to many areas outside academia. Conducting this 

type of research is important, not only because it expands academic knowledge, but because it 

brings and facilitates joy and learning, and helps to make the world a more enjoyable, 

informed, and playful place. 
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5.4 Suggestions for Learners and Instructors 

In this section I will use the findings presented from this project, combined with those 

presented from other research studies, to present a list of suggestions for what the research 

indicates might be some of the most helpful ways to use MMORPGs for second language 

learning and instruction. 

For Learners 

 Build up a proper understanding of the game and its gameplay. This can be done by 

asking other players to help one with the basic gameplay, by asking for help to 

understand the basic language used in the game’s interface and common game-related 

expressions used in game-related interaction, by playing the game first in a language 

one is comfortable with, or by watching instructional videos. 

 Actively seek out other players. Join a ‘guild’, interact with other players, make 

friends and socialize. 

 Engage in activities that foster and encourage collaboration with others, such as 

quests, role-play, or ‘dungeons’, that require active and communicative collaboration. 

 Be attentive to unfamiliar and challenging language content. Ask someone to explain 

specific words or linguistics structures, or find other language material that explain 

and demonstrate these features. 

 Choose a game that is fun. No-one will learn anything from a game one does not play, 

and enjoying the game is the best way to ensure that one keeps coming back. 

 Read the quest logs, they are a great source of vocabulary and will help with orienting 

oneself in the game world and understanding in-game objectives. 

For Instructors and/or Game Developers 

 Provide a rigorous introduction to the game, and make it in simple, easy to understand 

language. Most games include an in-game tutorial part to introduce players to the 

game, but for new players playing in a foreign language they may need more 



91 

 

introduction to feel that they can master the gameplay and to avoid feeling lost and 

demotivated. Make sure game objectives are clear and easy to find. 

 Consider including a reward-based tutoring system where expert players can help 

novice players to learn the game and socialize at the same time. 

 Align instructed language content with gameplay language content, make both parts 

relevant for the other. 

 Provide language materials to explain challenging vocabulary and grammatical 

features, either directly in the game or through supplemental material. 

 Encourage the learners to be social, and make sure they have both other learners and 

native players to interact with. Encourage joining ‘guilds’, and make guild- and 

grouping-functions easy to navigate and intuitive. 

 Make in-game activities social and collaborative, and encourage cooperation. Also 

make sure that there are some activities that learners can explore on their own and at 

their own pace, to keep them motivated to play even if their friends are not online. 
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6 Conclusion 

This chapter will conclude the thesis by giving a short summary of the study. It will briefly 

summarize its methodology and background, then recount and answer the research questions. 

Finally, it will present suggestions for future research. 

This thesis has explored the use of video games, specifically MMORPGs, for adult second 

language learning. The study followed two Norwegian learners of Spanish as they played the 

Spanish version of World of Warcraft regularly for approximately three months. By 

conducting an in-depth, semi-longitudinal case study the project has aimed to address two 

specific issues in the current literature on game-based SLA: 1) the need for objective and 

methodologically solid measurements of proficiency development, and 2) the need to 

incorporate a proper foundation in established SLA theory. (Peterson 2013) Further, it has 

also addressed the contention between cognitive and sociocultural paradigms of SLA by 

applying concepts from both of these camps in the analysis. (Larsen-Freeman 2007) The 

overarching goal of the study has been to explore and promote MMORPGs as an engaging, 

enjoyable and motivating method for learning second languages in adulthood. 

Three types of learner data were collected for this study: pre- and post-interviews with the 

participants; general proficiency tests and personalized vocabulary and grammar tests, given 

before, immediately after and a month after the game period; and recordings of written chat 

communication during joint sessions between the researcher and each participant. These data 

were then analyzed in two stages. During the first stage the data were analyzed for 

developments in the learners’ Spanish proficiency, with the aim of answering the first 

research question: 

1) Does playing a MMORPG lead to improved language proficiency in adult second language 

learners? 

  1.1) Which areas of their language proficiency improve? 

  1.2) Are the learning effects long-term or only short-term? 

The results from this part of the analysis were mixed. Participant 1 showed substantial 

increase in game-related vocabulary, shown both by increased accuracy on the vocabulary 

assessment from the pre- to the post-tests, and by his successful use of several of the 

vocabulary items during in-game interaction with the researcher. Participant 2 showed no 
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overall developments in vocabulary on the proficiency tests, but her interaction with the 

researcher indicated a somewhat better ability to use some of the words in context. The 

difference in vocabulary development between the learners was mainly attributed to two 

factors: 1) that Participant 1 used the relevant words in his own output substantially more than 

Participant 2, and 2) that Participant 2, who was at a lower proficiency level than Participant 

1, possibly suffered from cognitive overload and was not able to properly internalize the new 

vocabulary. Finally, Participant 2 also reported experiencing that the gameplay helped her 

acquire much new vocabulary, and it is possible that she was not able to demonstrate this on 

the tests, or that the tests targeted the wrong level of vocabulary. 

The grammar part of the personalized assessment focused on verb conjugation, and also here 

the results were inconclusive. Participant 1 showed improvement with the simple past versus 

imperfect past distinction but not with the subjunctive, which can be attributed to a lack of 

basic understanding of the subjunctive form which the gameplay seemingly failed to provide. 

The interaction data also showed that Participant 1 improved in his use and awareness of 

Spanish noun/determiner/adjective agreement. Participant 2’s results were more difficult to 

interpret. She did not improve on any of the verb tasks from the pre- to the post-tests, 

although the chat logs provided some evidence of change in her use of the present tense. 

Further, Participant 2 also improved substantially in both the length of her Spanish turns and 

her ratio of Spanish to Norwegian used in interaction with the researcher. 

Together, these results indicate that language learning can occur in MMORPG-contexts, but 

that it is not guaranteed and that it depends on a number of factors. First, the results suggest 

that it is vital that the learners have a basic understanding of the specific linguistic features 

targeted for learning in order to benefit from gameplay. Second, the learners’ initial 

proficiency levels appear to affect their learning process substantially. For instance, low 

proficiency learners can experience cognitive overload, but exactly what is affected, why, and 

how much, is unclear. These findings affect vocabulary, grammar, and overall communicative 

ability, but in this study the learners’ self-reported willingness to communicate did not change 

throughout the project period. 

The second stage of the analysis applied the cognitive and sociocultural theories outlined in 

the theory chapter. The cognitive theories were the interaction hypothesis, the comprehensible 

input hypothesis, the output hypothesis, and the noticing hypothesis. The sociocultural 
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concepts were mediation and regulation, the zone of proximal development, community of 

practice, and motivation. This stage aimed at answering the second research question: 

2) To what extent can established, popular concepts from the cognitive and sociocultural 

paradigms of SLA theory be applied to a MMORPG-learning context? 

This part of the analysis found that even though some of the selected concepts did not 

manifest as anticipated, all of them were readily applicable to the MMORPG-context. All of 

them provided meaningful explanations for some aspect of the data. While not all the findings 

could be satisfyingly accounted for using the specified theories, the concepts put together 

went far towards providing a solid theoretical account of the learners’ development. The 

answer to the second research question is therefore that both cognitive and sociocultural SLA 

theory is both highly applicable and beneficial for understanding language learning in a 

MMORPG-context. The issue of which paradigm appeared overall more suited for the 

MMORPG-context was raised in the discussion chapter. Here a tentative conclusion was 

made which suggests that both paradigms contribute valuable insight into MMORPG-based 

SLA, and that for this study an analysis on the basis of both paradigms together provide the 

best explanation for the findings. 

The use of MMORPGs and other video games for language learning is still a relatively new 

phenomenon, and there are many aspects and factors to be discovered and considered before 

we can hope to fully make use of their engaging nature for educational purposes. With this 

thesis I hope I have made a contribution towards demonstrating that MMORPGs can be not 

only an exciting new venue for language learning, but also a fully viable and promising 

direction for SLA research. And finally, I hope to have shown that for a phenomenon as 

playful as language, learning it need not be boring and arduous, but can also be an act of 

excitement, joy, and play. 
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7 Appendices 

7.1 Appendix 1 – Pre-interview Guide 

1. Hva er ditt navn og alder? 

(What is your name and age?) 

2. Hvilke språk snakker du? (Omtrentlig hvor godt) 

(Which languages do you speak?) 

3. Hvordan vil du beskrive din spanskkunnskap, det vil si, hvilket nivå tror du at du 

ligger på? Nybegynner, øvet, avansert... (Eventuelt CEFR-nivå, hvis personen er kjent 

med denne skalaen). 

(How would you describe your competence in Spanish, that is, what level would you 

classify yourself as belonging to? Beginner, intermediate, advanced…) 

4. Hvordan har du hovedsakelig lært deg spansk, og når begynte du? (Kurs, på skolen, 

utenlandsopphold, på egenhånd) 

(How did you mainly learn Spanish, and when did you begin? (Language course, at 

school, exchange…)) 

5. Mottar du for tiden undervisning i spansk? 

(Do you currently receive instruction or classes in Spanish?) 

a. Når mottok du sist regelmessig undervisning i spansk? 

(When did you last receive Spanish language instruction regularly?) 

b. Planlegger du å begynne på et spanskkurs/motta annen regelmessig 

undervisning i løpet av de neste 5 månedene?  

(Are you planning to receive Spanish language instruction within the next 5 

months?) 

6. Hvor ofte snakker/kommuniserer du på spansk med andre? (Samtaler ansikt til ansikt, 

chat på nett/meldinger o.l., video- eller lydsamtaler på Skype, facetime o.l.?) 

(How often do you talk/communicate in Spanish with others? (Face-to-face, written 

chat, video/audio chat…) 

i. Hver dag (every day) 

ii. Flere ganger i uka (several times per week) 

iii. 1-2 ganger i uka (1-2 times per week) 

iv. Noen få ganger i måneden (a few times per month) 

v. Sjeldnere (less) 

7. Hvor ofte bruker du spansk til andre formål? (F.eks. se filmer/serier, lese bøker, høre 

musikk, spille videospill). 

(How often do you use Spanish for other purposes? (Watch movies/series, read books, 

listen to music, play video games...) 

i. Hver dag (every day) 

ii. Flere ganger i uka (several times per week) 

iii. 1-2 ganger i uka (1-2 times per week) 

iv. Noen få ganger i måneden (a few times per month) 

v. Sjeldnere (less) 
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8. Hva er din motivasjon for å lære spansk? 

(What is your motivation to learn Spanish?)  

9. Per i dag, hvor høy vil du si at din motivasjon for å lære spansk er på en skala fra 1-

10? 

(On a scale of 1-10, how high would you place your motivation to learn Spanish 

today?) 

10. Hva er din erfaring med videospill? 

(What experience do you have playing video games?) 

a. (Hvis regelmessig spiller) Hvor lenge har du spilt regelmessig? 

((If a regular gamer) How long have you played regularly?) 

11. Hvor ofte spiller du videospill? 

(How often do you play video games?) 

i. Mer enn 2 timer daglig (more than 2 hours daily) 

ii. Opp til 2 timer daglig (up to 2 hours daily) 

iii. Flere ganger i uken (several times per week) 

iv. 1-2 ganger i uken (1-2 times per week) 

v. Noen ganger i måneden (a few times per month) 

vi. Sjeldnere (less) 

12. Hvilke typer videospill spiller du aktivt og/eller har du erfaring med? 

(Which types of video games do you play actively and/or do you have experience 

with?) 

13. Hvilke språk pleier du oftest å spille på? (Erfaring med å spille på andre språk?) 

(Which language(s) do you most often play in? (Do you have experience playing in 

other languages?)) 

14. Spiller du aktivt eller har du erfaring med MMORPGs? 

(Do you actively play, or do you have experience playing, MMORPGs?) 

i. Hvilke spill, hvor mye, hvilke språk? 

(Which game(s), how much, which languages?) 

15.  Hva tenker du om å bruke et MMORPG til å bli bedre i språk?  

(What are your thoughts about using an MMORPG for language learning?) 

16. Hvilke forventninger har du til å være med på dette prosjektet? 

(What are your expectations to being part of this project?) 
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7.2 Appendix 2 – Post-interview Guide 

1. Hvordan har det vært å spille på et språk du ikke har spilt på før og som du ikke 

behersker så godt? 

(How has it been to play in a language which you haven’t played in before, and which 

you command less well than your standard gaming language?) 

2. Hvor ofte har du spilt? 

(How often have you been playing?) 

3. Hvor mye har du forstått av: 

(How much did you understand of:) 

a. In-game tekst (interface, systemmeldinger, quester…) 

(In-game text (interface, system messages, quests...)) 

b. Andre spillere 

(Other players) 

4. Hvor mye in-game tekst har du lest? (Spesielt quester, legge merke til ting i chat-

loggen osv.) 

(How often did you read the in-game text? (Especially quests, paying attention to the 

chat log...) 

a. Synes du dette har hatt noen effekt? Har det vært til 

hjelp/hindring/forvirrende? Var det for mye/ ikke nok tekst? 

(Do you feel that this has had any effect? Has it helped/hindered/confused 

you? Was the amount of text too little/too much?) 

5. Hvilke in-game-aktiviteter har du gjort mest? 

(Which in-game activities have you performed the most?) 

a. Har dette vært annerledes enn sånn du har spilt på engelsk/norsk? Hvordan? 

(Has this differed from how you usually play in English/Norwegian? How?) 

6. Hvordan har din sosiale aktivitet vært? Har du pratet med andre, sagt mye, lest andres 

samtaler… 

(Describe your social activity. Have you interacted much with others, participated in 

conversation, followed other players’ conversations...) 

a. Har dette vært annerledes enn sånn du har spilt på engelsk/norsk? Hvordan? 

(Has this differed from how you usually play in English/Norwegian? How?) 

b. Har du oppsøkt andre spillere/stort sett spilt alene? Hvorfor? 

(Have you sought out other players/mainly played alone? Why?) 

i. Har du fått noen  kontakter/venner i spillet, noen du snakker/spiller ofte 

med? 

(Have you made regular contacts/friends in the game, people you often 

talk to/play with?) 

7. Har det vært noen forskjell på når du har spilt alene vs sammen med meg? (Hvor mye 

du leser, har lært/fått ut av det, typen spillaktiviteter…) 

(Has there been a difference between playing alone and playing with me?((The 

Researcher))(In terms of how much text you read, how much you interact with others, 

how much you learned, types of in-game activities…) 

8. Hva har vært mest utfordrende? Hvorfor? 

(What was the most challenging? Why?) 

a. Hvordan sammenligner dette med spilling på engelsk/norsk? 

(How does this compare to playing in English/Norwegian?) 

9. Hva har du likt mest? Hvorfor? 

(What did you enjoy the most? Why?) 
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a. Hvordan sammenligner dette med spilling på engelsk/norsk? 

(How does this compare to playing in English/Norwegian?) 

10. Føler du at du har lært noe? Hva? 

(Do you feel that you have learned anything? What?) 

a. Hva i spillet har du lært mest av? 

(What in the game did you learn the most from?) 

b. Føler du deg mer/mindre trygg på spanskevnene dine nå, hvis det har vært 

noen endring? Hvordan? 

(Has there been a change in how secure you feel about your ability to 

communicate in Spanish? How?) 

11. Hvordan sammenligner dette prosjektet med hvordan du har lært spansk tidligere? 

(How does this project compare to how you have learned Spanish previously?) 

a. Mer/mindre lærerikt? (Have you learned more/less?) 

i. På hvilke måter? (What/how?) 

b. Mer/mindre sosialt? (Was it more/less social?) 

c. Mer/mindre underholdende? (Was it more/less entertaining?) 

d. Mer/mindre motiverende? (Was it more/less motivating?) 

12. Har motivasjonen din for å lære spansk endret seg underveis? Hvordan? 

(Did your motivation to learn Spanish change during the study? How?) 

a. Hvor ligger den nå? (1-10) (Where does it stand now? 1-10) 

13. Har du begynt å bruke spansk mer aktivt utenfor spillet nå enn før du startet? (Musikk, 

filmer, osv.) 

(Have you began to use Spanish more actively outside the game now than before you 

started? (Music, movies, etc.)) 

a. Hva, og hvor ofte nå? (How, and how often?) 

14. Tror du at du kommer til å fortsette å spille på spansk? 

(Do you think you will continue playing in Spanish?) 

15. Har du noen flere tanker/annet du vil si? 

(Do you have any more thoughts / anything else to say about the project/experience?) 
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7.3 Appendix 3 – Assessment Form Participant 1 

Del 1 

Oversett så mange av de spanske ordene som mulig til norsk eller engelsk (det er helt i orden 

hvis det er noen ord du ikke kan). Du kan også forklare med egne ord kort hva det spanske 

ordet betyr dersom du ikke kjenner en direkte oversettelse. 

   

1 

 

Primo  

2 

 

Baño  

3 

 

Armadura  

4 

 

Tormenta  

5 

 

Divertirse  

6 

 

Rechazar  

7 

 

Empleado  

8 

 

Arqueta  

9 

 

Viajero  

10 

 

Pelearse (con)  

11 

 

Botín  

12 

 

Recompensa  

13 

 

Cazador  

14 

 

Vecino 

 

 

15 

 

Pertrechos 

 

 

16 

 

Mazmorra 

 

 

17 

 

Pícaro 

 

 

18 

 

Escaleras 

 

 

19 

 

 

Ausente 
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20 

 

Fuerte 

 

 

21 

 

Amenaza 

 
 

22 

 

Sobrino 

 

 

23 

 

Nublado 

 

 

24 

 

Ligado 

 

 

25 

 

Venda 

 

 

26 

 

Huir 

 

 

27 

 

Alcance 

 

 

28 

 

Golpe 

 
 

29 

 

Jornada 

 

 

30 

 

Subasta 

 
 

31 

 

Arma 

 
 

32 

 

Jubilarse 

 

 

33 

 

Equipo 

 

 

34 

 

Recargar 

 
 

35 

 

Hechizo 

 

 

36 

 

Alquilar 

 

 

37 

 

Abierto 

 

 

38 

 

Tela 

 

 

39 

 

Desollar 

 

 

40 

 

Delgado 

 

 

41 

 

Mudarse 

 

 

42 

 

Aturdido 

 

 

43 

 

 

Ruidoso 
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44 

 

Desconocido 

 

 

45 

 

Venta 

 

 

46 

 

Timidez 

 

 

47 

 

Alojamiento 

 

 

48 

 

Sede 

 

 

49 

 

Sanar 

 

 

50 

 

Aguante 

 

 

51 

 

Ganar  

52 

 

Daño 

 

 

53 

 

Rastrear 

 

 

54 

 

Pantalla 

 
 

55 

 

Dueño 

 

 

56 

 

Enamorarse (de) 

 

 

57 

 

Pellejo 

 

 

58 

 

Cualidad 

 

 

59 

 

Lanzar 

 

 

60 

 

Aburrido 

 

 

 

Del 2 

1. Fyll inn riktig verbform i fortid. 

Eksempel: Cuando   era   (ser – él/ella) joven, mi madre    tenía    (tener – él/ella) pelo largo. 

A) ____________ (terminar – yo) el libro ayer. 

B) ____________ (estar – él/ella) escuchando música cuando ____________ (sonar – él/ella) 

el teléfono. 

C) Cuando ____________ (ser – nosotros) niños, no nos ____________ (gustar – él/ella) 

hacer los deberes. 
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D) No me ____________ (visitar – tú) la semana pasada. 

E) Siempre ____________ (jugar – yo) al fútbol los sábados. 

F) ____________ (hablar – ellos/ellas) con la profesora cuando ____________ (entrar – 

él/ella) el director. 

2. Skriv en kort tekst (200 ord) om hva du gjorde i går. 

 

3. Fyll inn riktig verbform i nåtid. 

Eksempel: No quiero que lo   hagas   (hacer - tú). 

A) A mis padres no les gusta que ____________ (salir – yo) tarde. 

B) Espero que ____________ (ir – él/ella) bien. 

C) No es cierto que lo ____________ (saber – nosotros) todo. 

D) Quieren que se lo ____________ (entregar – yo) hoy. 

E) Creo que no ____________ (responder – ellos/ellas) muy bien. 

F) Quizás no ____________ (ser – él/ella) un buen idea. 

G) Nos alegra que ____________ (venir – tú) con nosotros. 

H) No aceptamos que ____________ (cerrar – ellos/ellas) el club. 

4. Fyll inn riktige verbformer i fortid + condicional. 

Eksempel: Si   fuera   (ser - yo),   estudiaría   (estudiar – yo) más. 

A) Si ____________ (haber + estudiar – tú) más, ____________ (haber + aprobar – tú). 

B) Si ____________ (tener – nosotros) más dinero, ____________ (comprar – nosotros) un 

Ferrari. 

C) Si no ____________ (ir – ellos/ellas) tanto al gimnasio, ____________ (tener – ellos/ellas) 

tiempo para ver a sus amigos. 

D) Si no se lo ____________ (haber + decir – yo), no ____________ (haber + pelear – 

él/ella). 

E) Si ____________ (hablar – tú) más en clase, ____________ (tener – tú) mejores notas. 

F) Si ____________ (haber + ir – ellos/ellas) a la fiesta, ellos también ____________ (haber 

+ estar – ellos/ellas) encarcelados. 
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7.4 Appendix 4 – Assessment Form Participant 2 

Del 1 

Oversett så mange av de spanske ordene som mulig til norsk eller engelsk (det er helt i orden 

hvis det er noen ord du ikke kan). Du kan også forklare med egne ord kort hva det spanske 

ordet betyr dersom du ikke kjenner en direkte oversettelse. 

   

1 

 

Deporte 

 

 

2 

 

Contar  

3 

 

Armadura  

4 

 

Nunca  

5 

 

Fácil  

6 

 

Rechazar  

7 

 

Película  

8 

 

Arqueta  

9 

 

Barrato  

10 

 

Jugar  

11 

 

Botín  

12 

 

Recompensa  

13 

 

Cazador  

14 

 

Suponer 

 

 

15 

 

Pertrechos 

 

 

16 

 

Mazmorra 

 

 

17 

 

Pícaro 

 

 

18 

 

Bastante 

 

 

19 

 

 

Ausente 
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20 Tocar 

 

 

21 Amenaza 

 

 

22 Ropa 

 

 

23 Barco 

 

 

24 Ligado 

 

 

25 Venda 

 

 

26 Huir 

 

 

27 Alcance 

 

 

28 Golpe 

 

 

29 Todavía 

 

 

30 Subasta 

 

 

31 

 

Arma  

32 

 

Vista 

 

 

33 Salir 

 

 

34 Recargar 

 

 

35 Hechizo 

 

 

36 Caro 

 

 

37 Salud 

 

 

38 Tela 

 

 

39 Desollar 

 

 

40 Isla 

 

 

41 Invierno 

 

 

42 Aturdido 

 

 

43 Preferir 

 

 

44 Idioma  



116 

 

 

45 Venta 

 

 

46 Novio 

 

 

47 Cantar 

 

 

48 Sede 

 

 

49 Sanar 

 

 

50 

 

Aguante 

 

 

51 

 

Abuelo 

 

 

52 Daño 

 

 

53 Rastrear 

 

 

54 Volver 

 

 

55 Difícil 

 

 

56 Descansar 

 

 

57 Pellejo 

 

 

58 Muñeca 

 

 

59 Lanzar 

 

 

60 Peligro 

 

 

 

Del 2 

1. Fyll inn riktig verbform i nåtid. 

Eksempel: La mujer   lee   (leer) un libro. 

A) Los chicos ____________ (ir) al cine. 

B) La abuela ____________ (preparar) la comida. 

C) Nosotros ____________ (cenar) juntos. 

D) Tú ____________ (dibujar) una flor. 

E) Yo ____________ (tocar) el piano. 
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F) Vosotros ____________ (tener) que bailar. 

G) La chica ____________ (jugar) a videojuegos. 

H) Me ____________ (gustar) el chocolate. 

2. Skriv en kort tekst om deg selv (ca 200 ord). 

3. Fyll inn riktig verbform i fortid. 

Eksempel: ¿   Has ido   (haber+ir - tú) al banco? 

A) ¿____________ (haber+hacer – ellos/ellas) los deberes? 

B) No ____________ (haber+ver – yo) esta película. 

C) ¿Nunca ____________ (haber+estar – tú) aquí antes? 

D) Ya no me ____________ (haber+pagar – vosotros). 

E) Te ____________ (haber+decir – yo) que no. 

F) ____________ (haber+comer – nosotros) todo. 

G) ¿ Juan ya se ____________ (haber+ir – él/ella)? 

H) ¿ ____________ (haber+comprar – tú) los huevos? 

4. Velg riktig form av ser eller estar i nåtid. 

Eksempel: ¿Dónde    está     tu hermano? 

A) Yo ____________ noruego. 

B) La escuela ____________ allí. 

C) Mi hermana ____________ rubia. 

D) Ellos ____________ buenos estudiantes. 

E) ¿ Tú ____________ mal? 

F) ¿Vosotros ____________ doctores? 

G) La fiesta ____________ en mi casa. 

H) Noruega ____________ cerca de Suecia. 
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5. Fyll inn riktig ord eller frase for å fullføre setningen. 

Eksempel: El escribe    más rápido    (raskere) ahora. 

A) El río es ____________ (større) ahora. 

B) Ese perro es ____________ (større) ____________ (enn) un gato. 

C) Es ____________ (den beste) jugador del equipo. 

D) Es la película ____________ (dummeste) del mundo. 

E) Este libro está mal, pero ese libro está ____________ (dårligere). 

F) No escribo tan rápido ____________ (som) tú. 

G) Eres el perro ____________ (peneste) del mundo. 
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7.5 Appendix 5 – Chat Log Transcriptions 

Participant 1 

Note: 

R = Researcher 

01 = Participant 1 

P1, P2, P3 etc. = Other players 

Whi = whispers (private messages) 

Instance = dungeon (group messages) 

1. Session – 11.11.18 

Seg. Chat Time Participant Utterance 

1 Whi 17:09 R [På norsk] Skal vi prøve oss på litt spansk? :) 

2 Whi 17:09 01 claro ;) 

3 Whi 17:09 R Has jugado el paladin antes? 

4 Whi 17:10 R O pruebas algo nuevo? 

5 Whi 17:10 01 siii… pero hace muchos años 

6 Whi 17:11 01 entonces sé q el paladin es facil pero no mas 

7 Whi 17:11 R Jeje :) Ah, ya veo 

8 Whi 17:11 R Te gusta tanquear? 

9 Whi 17:14 01 tanquear o el dps si 

10 Whi 17:15 01 con el paladin puedo hacer los dos 

11 Whi 17:16 R Asi perfecto :) 

12 Whi 17:16 R Es genial para las colas 

13 Whi 17:16 01 exacto! 

14 Whi 17:16 01 ay… he olvido como puedo viajar a la feria de 

la luna negra… 

15 Whi 17:16 01 sabes? 

16 Whi 17:17 R Hm, creo que es solo durante una semana al 

mes 

17 Whi 17:17 01 aaa, Bueno 

18 Whi 17:18 R Normalmente voy a … uh… Goldshire, pero 

creo que acabó ayer 

19 Whi 17:18 01 vale 

20 Whi 17:20 R Puedes ver cuando es en el calendario en el 

minimapa 

21 Whi 17:21 01 ah! Gracias :) 

22 Whi 17:21 R :) 

23 Whi 17:32 R Qué tal vas preparando para tus exámenes? 

24 Whi 17:32 01 Más o menos bien 

25 Whi 17:32 R Jeje, siempre es así, no? 

26 Whi 17:33 01 tengo q eer un monton pero va bien 

27 Whi 17:33 01 jajja, siii 
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28 Whi 17:33 R pues estupendo que no tengas estrés :) pasa lo 

que pasa, no hay nada más que hacer 

29 Whi 17:34 01 exacto 

30 Whi 18:07 01 tengo q ir.. adios :) 

31 Whi 18:07 R Vale, nos vemos! :) 

32 Whi 18:07 01 nos vemos! 

 

  

2. Session – 25.11.2018 

Seg. Chat Time Participant Utterance 

1 Whi 09:31 01 perfecto! 

2 Whi 09:31 R :) 

3 Whi 09:31 R te molesta si grabe esto? 

4 Whi 09:31 01 q? grabe significa q? 

5 Whi 09:32 R record :) 

6 Whi 09:32 01 aha! 

7 Whi 09:32 01 no me da iguaø 

8 Whi 09:32 R :) 

9 Whi 09:33 R :) vamos! :) 

10 Whi 09:43 R como te gusta jugar ahora? el juego ha 

cambiado bastante 

11 Whi 09:44 01 w 

12 Whi 09:44 01 jajaja, esta mas o menos lo mismo 

13 Whi 09:47 R ah, si? de veras no me recuerdo de que ha 

cambiado cuando xD 

14 Whi 09:48 01 ha cambiado si, pero no recuerdo mucho del 

juego antes :P 

15 Whi 09:49 R mejor asi :P 

16 Whi 09:50 R me gusta que las zonas ajusten por nivel ahora 

:) 

17 Whi 09:58 R wooh :P [finished dungeon] 

18 Whi 09:58 01 :D 

19 Whi 09:59 R Otro? 

20 Whi 10:00 01 otro! 

21 Whi 10:00 R :D 

22 Whi 10:13 R ah, veo que ya tienes una hermandad :D 

23 Whi 10:14 01 jajaja, está una de esos ‘vamos a invitar todos 

los nuevos’ hermandades 

24 Whi 10:15 R ah, ya veo :P 

25 Whi 10:15 R parece bien? :) 

26 Whi 10:16 01 no sé el interfaz de hermandades ha cambiado 

27 Whi 10:16 R huh, supongo que si 
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28 Whi 10:17 R me gustaria encontrar una hermandad activa, 

pero ya no he tenido el tiempo 

29 Whi 10:19 01 aah… 

30 Inst 10:28 01 w 

31 Inst 10:28 01 can you what? 

32 Inst 10:28 P1 can I get those boots 

33 Inst 10:31 P1 wait 

34 Inst 10:31 P1 \sorry for afk 

35 Inst 10:31 R np 

36 Whi 10:40 R va rapido :) 

37 Whi 10:41 01 la mazmorra? 

38 Whi 10:41 R si, y levelar 

39 Whi 10:41 01 ah si! 

40 Whi 10:41 R levelear? no se como decirlo :P 

41 Whi 10:41 01 a mi tampoco 

42 Whi 10:42 R quieres continuar? :) 

43 Whi 10:42 01 t  

44 Whi 10:42 01 tengo q irme 

45 Whi 10:42 01 :( 

46 Whi 10:42 R ah, vale 

47 Whi 10:43 R ha sido divertido :) aunque cuesta un poco 

hablar haciendolo :P 

48 Whi 10:44 01 sii! 

49 Whi 10:45 01 pero las mazmorras son divertidas. 

50 Whi 10:45 R si :) 

51 Whi 10:45 01 ay tengo q ir 

52 Whi 10:45 01 CIAO 

53 Whi 10:45 R vale, hasta luego 

 

 

3. Session – 08.12.2018 

Seg. Chat Time Participant Utterance 

1 Whi 17:59 R Hola :) 

2 Whi 17:59 01 Hola! q tal? 

3 Whi 18:00 R bien, bien :) 

4 Whi 18:00 R y alli? 

5 Whi 18:02 01 un poquite cansado.. estaba una fiesta ayer y 

tuve q trabajar como bartender entre 12 y 3 en 

la noche 

6 Whi 18:06 R aaah, jaja, una noche larga 

7 Whi 18:06 01 ay, si! 

8 Whi 18:09 R fue una buena fiesta, por lo menos? 

9 Whi 18:09 01 como siempre :D 

10 Whi 18:14 R funciona el ‘prat’? 
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11 Whi 18:16 01 no se si funciona o no.. como ouedo saberlo? 

    [R initiated talking in Norwegian about making 

the addon work] 

12 Whi 19:21 R ah :) 

13 Whi 19:21 R que nivel tienes ahora? 

14 Whi 19:21 R en arceologia? 

15 Whi 19:21 01 hm 

16 Whi 19:22 01 ’14/225’ 

17 Whi 19:22 01 Empecé hoy 

18 Whi 19:25 R ah 

19 Whi 19:31 01 y tu? q estas haciendo? 

20 Whi 19:32 R estoy probando un nuevo interface 

21 Whi 19:32 01 chulo! dificil? 

22 Whi 19:32 R sii, jeje :P 

23 Whi 19:32 R todo se ve diferente, pero me gusta, creo 

24 Whi 19:33 01 jajaja 

25 Whi 19:39 R brb 

26 Whi 19:53 R voy a probar arceologia :) 

27 Whi 19:54 R tenia que reestablecer el viejo interface, habia 

demasiado que no funcionaba :( 

28 Whi 19:54 01 q bueni! lo mejor es q cuando busca objetos se 

puede vender por 1g o más 

29 Whi 19:55 R ooh, vaya :) 

30 Whi 20:00 R te importa si te uno por mazmorras? :) 

31 Whi 20:01 01 nono! quisiera hacer uno 

32 Whi 20:01 01 o dos :P 

    [There is a period missing here due to technical 

issues] 

33 Whi 20:56 R gracias :) 

34 Whi 20:56 01 a ti 

35 Whi 20:57 R que planes tienes para la noche? 

36 Whi 20:58 01 ninguno :D 

37 Whi 20:58 01 y tu? 

38 Whi 20:58 R lo mismo :P 

39 Whi 20:58 R estoy mirando star trek :P 

40 Whi 20:59 01 la pelo o el serie? 

41 Whi 20:59 R la serie, Voyager 

42 Whi 20:59 01 esta bueno? 

43 Whi 21:00 R si, me encanta! 

44 Whi 21:00 R he estado ‘bingin’ 5 temporadas en tres meses 

45 Whi 21:00 01 oooo.. quizas tengo q verlo entonces 

46 Whi 21:01 R sii :) 

47 Whi 21:02 R es la primera star trek serie que he visto, pero 

a mi me gusta mucho 
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48 Whi 21:04 01 puede ser q voy a gustarlo tambien :) pero.. 

tengo q ir. que tengo q hacer con el chat? 

    [Ends with 01 asking in Norwegian about the 

addon before ending the conversation] 

 

 

4. Session – 18.01.2019 

Seg. Chat Time Participant Utterance 

1 Whi 16:15 01 hola! 

2 Whi 16:15 R Que tal? 

3 Whi 16:15 01 q hay? 

4 Whi 16:15 01 todo bien :P 

5 Whi 16:15 01 y contigo? 

6 Whi 16:16 R bien, bien :) 

7 Whi 16:16 R estudiando, jeje :P 

8 Whi 16:16 R como va el bar?? 

9 Whi 16:18 01 se va bien! estamos 12 personas q estamos 

trabajando en el bar. para mi hay un monton de 

trabajo con el festival y el bachelor tambien.. 

pero aparte de un pocito de estres todo va bien 

:D 

10 Whi 16:20 R como se llama? el bar? 

11 Whi 16:20 01 Billa Bar 

12 Whi 16:21 R lo lo conozco, donde esta? 

13 Whi 16:22 01 en el sótano del Blindern Studenterhjem 

14 Whi 16:22 R queria decir que no lo conozco, jeje 

15 Whi 16:22 R aaah, bar de estudiantes entonces :) chulo! 

16 Whi 16:22 01 jaja, sii! 

17 Whi 16:27 R que estas haciendo? :) 

18 Whi 16:28 01 estoy excavando artifactos para arceologia 

19 Whi 16:29 01 y tu? 

20 Whi 16:34 R perdon, alguien llamo la puerta 

21 Whi 16:34 01 no te preocupes, todo bien 

22 Whi 16:36 R nada mas 

23 Whi 16:37 R quiero levear un poco? hacer unas misiones? 

24 Whi 16:38 01 si! dame unos minutos para levelear el 

equitacion 

25 Whi 16:39 R claro :) 

26 Whi 16:45 01 ya está 

27 Whi 16:46 01 quieres hacer misiones juntos? 

28 Whi 16:46 R :) 

29 Whi 16:46 R si :) si lo quieres tu? 

30 Whi 16:47 01 si si 

31 Whi 16:47 01 vamos 
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32 Whi 16:47 01 o sea, mazmorras o misiones? 

33 Whi 16:47 R cualquier que quieras 

34 Whi 16:47 01 lo mismo pa mi 

35 Whi 16:48 R bien, hagamos unas misiones entonces? :) 

36 Whi 16:48 01 vale :) 

37 Whi 16:49 R alguna zona que prefieres? 

38 Whi 16:49 01 nah.. me da igual 

39 Whi 16:50 R bueno, elige una de tu guia de aventuras, no 

me recuerdo de cuales son para nivel 40 

40 Whi 16:51 01 las mil aguias? 

41 Whi 16:51 01 misiones es algo nuevo no? 

42 Whi 16:52 R misiones son quests 

43 Whi 16:52 01 ah si! estaba confundide de la guia para 

elegirlos 

44 Whi 16:53 R ah :) 

45 Whi 16:55 R voy a mil agujas ahora, pero ya no tengo el, 

como se dice flightpath 

46 Whi 16:55 01 a mi tampoco 

47 Whi 16:56 01 o sea.. tengo una mas o menos cerca 

48 Whi 16:58 R yo tambien, estoy volando ahora :) 

49 Whi 17:06 R ayy no se donde entrar :P 

50 Whi 17:07 R ah, y ya estoy :) 

51 Whi 17:07 01 estoy en camino 

52 Whi 17:07 R :) 

53 Whi 17:08 01 ceo 

54 Whi 17:08 01 creo* 

55 Whi 17:08 01 ay no.. 

56 Whi 17:09 R jeje :) no te estreses 

57 Whi 17:14 01 -.- 

58 Whi 17:14 R ay, que lugar mas dificil xD 

59 Whi 17:15 01 SIII! 

60 Whi 17:15 R yo estoy pero no tengo ni idea de donde ir 

61 Whi 17:15 01 jaja 

62 Whi 17:16 01 bueno! ahora creo q estoy en camino 

63 Whi 17:17 R :) 

64 Whi 17:17 R estoy aqui, pero no se donde encontrar 

misiones :S 

65 Whi 17:17 01 si 

66 Whi 17:17 01 ahora si 

67 Whi 17:19 R gracias! :) 

68 Whi 17:19 01 ;) 

69 Whi 17:24 R wooh :) 

70 Whi 17:25 R por fin aqui, jaja 

71 Whi 17:25 01 haha si 

72 Whi 17:26 01 murio 3 veces haha 

73 Whi 17:26 R ayy 

74 Whi 17:27 R por lo menos tienen un bote, jaja, no queria 

nadar tanto :P 
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75 Whi 17:28 01 jajaja! de verdad :P 

76 Whi 17:31 01 ya esta? 

77 Whi 17:32 R creo que si 

78 Whi 17:32 R hay que empezar una pelea ? 

79 Whi 17:32 R que misiones 

80 Whi 17:32 01 tengo 30 minutos hasta q tengo q irme 

81 Whi 17:33 R ah, hm, pues donde quieres empezar? 

82 Whi 17:33 01 con que? 

83 Whi 17:34 R colectamos las piezas de coche? 

84 Whi 17:35 01 bueno 

85 Whi 17:35 01 vamos 

86 Whi 17:40 R no entiendo este lugar 

87 Whi 17:41 01 q es una palanqueta? 

88 Whi 17:41 R no lo se 

89 Whi 17:41 R uh, lo unico que aparece en google es como un 

knekkebroed 

90 Whi 17:41 R xD 

91 Whi 17:42 R ah, crowbar 

92 Whi 17:42 01 tenemos q palear con los cazedoros del mares 

del sur 

93 Whi 17:42 01 en el agua 

94 Whi 17:42 R que? 

95 Whi 17:42 R la pelea? en el bar? 

96 Whi 17:42 01 noon 

97 Whi 17:43 01 nono* en el mar 

98 Whi 17:43 01 hay cazadores nadiendo 

99 Whi 17:43 R ah, no tengo esa mision 

100 Whi 17:43 R creo 

101 Whi 17:44 R ah, para encontrar la palanqueta? 

102 Whi 17:44 01 creo q si 

103 Whi 17:44 R ah, tiene sentido :) 

104 Whi 17:44 01 pero ha matando unos diez xazadroes y no lo 

decubrí 

105 Whi 17:45 R hmmm  

106 Whi 17:45 01 ahora si :P 

107 Whi 17:45 R lo tienes? :D 

108 Whi 17:45 R ah, yo tambien! 

109 Whi 17:45 01 que suerte.. :P 

110 Whi 17:46 R wooh 

111 Whi 17:48 R jaja, que mono 

112 Whi 17:51 01 tengo un monton de missiones afuera de ese 

barco 

113 Whi 17:51 01 y tu? 

114 Whi 17:52 R lo mismo 

115 Whi 17:52 01 bueno 

116 Whi 17:52 01 vamos a lo q esta en el centro del mar 

117 Whi 17.57 01 tengo q ir… 

118 Whi 17:58 R ah, vale :) 
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119 Whi 17:58 R pues gracias por hoy :) 

120 Whi 17:59 01 a ti tambien! 

121 Whi 17:59 R buena suerte con el bar ;) 

122 Whi 17:59 01 gracias! 

 

 

5. Session – 28.01.2019 

Seg. Chat Time Participant Utterance 

1 Whi 18:14 R Hola :) 

2 Whi 18:14 01 hola! 

3 Whi 18:14 01 como estas? 

4 Whi 18:14 R bien, bien! y tu? :) 

5 Whi 18:15 01 todo bien! el festival esta empezando mañana 

:D entopnces un poquito estresado pero todo 

bien 

6 Whi 18:17 R Ooh, cual festival? :D 

7 Whi 18:17 01 se llama UKA på Blindern un festival mas o 

menos para estudiantes. pero esta abierto pa 

todos. Deberieas chequear lo! 

8 Whi 18:18 R ahh, claro, ULA :) lo conozco, pero no sabia 

que era ahora :D 

9 Whi 18:19 01 entre 31, y el 190 

10 Whi 18:19 01 10* 

11 Whi 18:19 R :) 

12 Whi 18:20 R supongo que hay bastante que hacer para los 

bares de estudiantes entonces! 

13 Whi 18:22 01 sii, pero el festival esta resonsablo por los 

bares en el tiempo del festival 

14 Whi 18:23 R aah 

15 Whi 19:04 01 ciao! tengo q ir.. 

16 Whi 19:04 R hasta luego! :) 

17 Whi 19:04 01 ha luego*! 

18 Whi 19:05 01 oy.. el addon del text no funciona para mi.. 

puedes copiar la conversasion entre nosotros? 

19 Whi 19:05 R ah, claro 

20 Whi 19:05 01 gracias! 

21 Whi 19:05 R hm, pero tienes las demas conversaciones, no? 

22 Whi 19:06 01 tienos los otros pero no funciona ahora.. no se 

poirque.. puede ser q tengo q ‘update’ el addon 

23 Whi 19:06 01 voy a probarlo despues 

24 Whi 19:06 01 tengo* 
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25 Whi 19:07 01 bueno.. gracias! y hasta luego :) 

26 Whi 19:07 R vale, gracias :) 

27 Whi 19:07 R nos vemos 

28 Whi 19:07 01 nos vemos! 

 

 

6. Session – 19.02.2019 

Seg. Chat Time Participant Utterance 

1 Whi 16:54 01 Hola! q tal? 

2 Whi 16:54 R Hola hola :) 

3 Whi 16:55 R No pasa mucho, acabo de venir de la 

escuela :) q tal contigo? 

4 Whi 16:55 01 q pasa? 

5 Whi 16:56 01 oye.. tuve el «lag» todo bien! estoy en la 

casa de mis padras para trabajar este 

semana 

6 Whi 16:56 R en tonsberg, no? :) 

7 Whi 16:56 01 sii 

8 Whi 16:56 R con que trabajas? 

9 Whi 16:57 01 con immigrantes nuevos q necesitan 

educaion con el ordenador 

10 Whi 16:57 R hm, yo tambien tengo lag, quizas hay algo 

con el servidor :S 

11 Whi 16:57 01 en otros palabras, como profesor 

12 Whi 16:58 R ooh, que bueno :) 

13 Whi 16:58 R que bueno que hagas eso! :) 

14 Whi 16:58 01 jaja, gracias 

15 Whi 16:59 R oh, lamento que no puedor quedar este fin 

de semana. Habia olvidado por completo 

que tengo que ir a la casa de mis padres 

16 Whi 17:00 R podrias quedar lunes o martes la semana 

que viene? 

17 Whi 17:00 01 no te preocupes! claro! lunes o martes va a 

estar perfecto 

18 Whi 17:01 R genial! :) 

19 Whi 17:01 01 quieres hacer unos mazmorras? 

20 Whi 17:01 01 unas* 

21 Whi 17:01 R claro :) 

22 Whi 17:01 01 voy a complear ese mission y vamos, ok? 

23 Whi 17:02 R vale :) ningun estres 

24 Whi 17:06 01 ya esta 

25 Whi 17:06 R :) 

26 Whi 17:07 R ah, hm, intentalo tu 

27 Whi 17:08 R no funciona? :/ 

28 Whi 17:08 01 noo 

29 Whi 17:08 R argh 
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30 Whi 17:08 R ooh 

31 Whi 17:08 01 funciona ahora? 

32 Whi 17:08 01 o no? 

33 Whi 17:08 R si :) 

34 Whi 17:08 01 perfecto  

35 Whi 17:08 R que mazmorra es? 

36 Whi 17:09 01 quimicos la corono S.L. 

37 Whi 17:09 01 no sé q es 

38 Whi 17:09 R a ver! :) 

39 Whi 17:09 R ah, jaja 

40 Party 17:09 R just a moment 

41 Instance 17:10 R I need a sec to switch to healer spec 

42 Whi 17:11 R xD 

43 Whi 17:11 R esto es nuevo :P 

44 Whi 17:11 01 siii 

45 Whi 17:11 01 bueno.. ahora q? 

46 Whi 17:12 R no se :S 

47 Whi 17:12 R intentamoslo otra vez? 

48 Whi 17:12 01 bueno 

49 Whi 17:12 01 ah.. los mazmorras no funciona como grupo 

porque tienes un nivel demasiado alto 

50 Whi 17:13 R ahh, claro 

51 Whi 17:13 R pues dame un momento :) 

52 Whi 17:13 01 vale 

53 Whi   [R logs out and switches to another 

character] 

54 Whi 17:14 R brb, dos minutos 

55 Whi 17:14 01 vale 

56 Whi 17:17 R vuelto :) 

57 Whi 17:17 01 hola!! 

58 Whi 17:17 R a ver si podemos ahora! 

59 Whi 17:18 01 dame unos segundons! tengo q vender unas 

cosas 

60 Whi 17:18 R ah, vale 

61 Whi 17:21 01 ahora si 

62 Whi 17:21 R :) 

63 Whi 17:21 R hace un rato que no he tanqueado 

64 Whi 17:22 R si morimos, lo siento :P 

65 Instance 17:22 R hola 

66 Whi 17:22 01 todo va bien, estoy seguro 

67 Whi 17:26 R que pasa hoy 

68 Whi 17:26 01 no sé 

69 Whi 17:27 01 vamos al excavacion o no? 

70 Whi 17:27 R parece que si 

71 Whi 17:27 R esto no lo he hecho hace muuucho tiempo 

:P 

72 Whi 17:28 01 vaya bien :D 
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73 Whi 17:31 R solo muertos una vez :P 

74 Whi 17:32 01 de verdad! 

75 Whi 17:34 R vaya, mueren tan despacio! 

76 Instance 17:34 P1 wait asec i need to drink 

77 Instance 17:34 R sorry 

78 Whi 17:38 R ah, olvide algo? 

79 Whi 17:38 01 nono.. estaba una puerta alla 

80 Whi 17:39 01 no sé q es 

81 Whi 17:39 R ah :) 

82 Whi 17:41 R bien hecho, estas haciendo el mas dps :) 

83 Whi 17:42 01 ;)) 

84 Whi 17:42 R :D 

85 Instance 17:43 P1 wait i need to drink 

86 Instance 17:47 P2 we have 

87 Instance 17:47 P2 quest 

88 Instance 17:47 P2 here 

89 Instance 17:52 P2 where are u guys going? 

90 Instance 17:53 R just followed the path :P 

91 Whi 17:53 01 falta archeadas? 

92 Whi 17:53 R hmm 

93 Whi 17:53 R es el ultimo no? 

94 Whi 17:54 01 si 

95 Instance 17:55 P1 wait a second 

96 Instance 17:55 R brb 2 sec 

97 Instance 17:55 R my mouse ran out of battery 

98 Whi 17:55 01 vamos :D 

99 Instance 17:56 R there 

100 Whi 18:00 R wooh, casi :D 

101 Whi 18:03 R :) 

102 Whi 18:03 R brb 

103 Whi 18:04 01 vale 

104 Whi 18:07 01 oye.. tengo q comer algo.. 

105 Whi 18:07 R ah, bueno :) 

106 Whi 18:07 01 podemos jugar juntos despues.. pero mi 

familia ha preparado algo ahora entonces 

tengo q ir. 

107 Whi 18:08 01 pero gracias por la mazmorra :D estaba 

divertido 

108 Whi 18:08 R ningun problema, disfruta! :) 

109 Whi 18:08 01 y hablamos despues de un rato 

110 Whi 18:08 R y a ti! 

111 Whi 18:08 01 ciao! 

112 Whi 18:08 R hasta luego! 
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7. Session – 24.02.2019 

Seg. Chat Time Participant Utterance 

1 Whi 15:47 R Hola :) 

2 Whi 15:47 01 holaaaa 

3 Whi 15:47 01 q tal? 

4 Whi 15:48 R bien, bien! comiendo pizza :D 

5 Whi 15:48 R y tu? 

6 Whi 15:50 01 estoy haciendo missiones en tanaris 

7 Whi 15:50 01 y todo bien :P 

8 Whi 15:51 R :) 

9 Whi 15:51 R quieres probar unas mazmorras? 

10 Whi 15:51 01 siiii 

11 Whi 15:51 R :) 

12 Whi 15:52 R oy, que rapido! 

13 Whi 15:52 01 s 

14 Whi 15:52 01 de verdad* 

15 Instance 15:53 R Heya 

16 Whi 15:55 R no se si puedo tanquear esto :S 

17 Whi 15:55 R quieres probar tu? 

18 Whi 15:55 01 pruebalo 

19 Whi 15:55 01 o seas.. sii 

20 Whi 15:55 01 tengo q cambiar los talentos 

21 Whi 15:55 R yo tambien 

22 Whi 15:56 R les digo, entonces 

23 Instance 15:56 P1 oom 

24 Whi 15:56 01 bueno, quieres q yo tanqueo? 

25 Whi 15:56 R si quieres? me cuesta un poco 

26 Whi 15:57 R so no quieres tambien va bien :) 

27 Instance 15:58 R 01 and I are switching, he’ll tank 

28 Instance 15:58 R just fyi :) 

29 Whi 16:05 R lo haces mucho mejor :) 

30 Whi 16:06 01 pues.. no 

31 Whi 16:06 R ouf, este lugar -.- 

32 Whi 16:08 01 ouf 

33 Whi 16:09 R aah 

34 Whi 16:09 R que ogro mas tonto 

35 Instance 16:09 01 perdon :P 

36 Instance 16:09 R este lugar es horrible 

37 Whi 16:16 R ahora va bien! 

38 Whi 16:16 R :D 

39 Whi 16:16 01 de verdad! 

40 Whi 16:17 R sueles tanquear o prefieres DPS? 

41 Whi 16:18 01 prefiere dps pero puedo tanquear 

42 Whi 16:19 R yo tambien 

43 Whi 16:19 R no me molesta tanquear si va bien 

44 Whi 16:19 01 nono, voy a tanquear 

45 Whi 16:19 R pero no lo hago muy bien en el monje, creo 
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:P 

46 Whi 16:19 R :) 

47 Whi 16:20 R era mucho mas facil en los niveles bajos :P 

48 Whi 16:23 01 mucho mas facil… 

49 Whi 16:23 R oufh x) 

50 Whi 16:23 R pues no es culpa tuya 

51 Whi 16:26 R casi :D 

52 Whi 16:27 01 casi q? 

53 Whi 16:27 R casi al boss final :D 

54 Whi 16:27 01 ahhh!! 

55 Whi 16:28 R vamos vamos! 

56 Whi 16:29 R fenomenal! 

57 Instance 16:30 R gracias :) 

58 Whi 16:30 R bien hecho 

59 Whi 16:30 01 gracias! 

60 Whi 16:32 R que tal fue el teatro ayer? 

61 Whi 16:32 R y que visteis? :) 

62 Whi 16:33 01 estaba horible! vei 2x medea 

63 Whi 16:33 R que es esto? 

64 Whi 16:33 R phuy, hay demasiados mobs aqui.. 

65 Whi 16:35 01 es una tragedia grecia 

66 Whi 16:39 R aah 

67 Whi 16:39 R lastima, que era mal 

68 Whi 16:43 R ese lugar es mas largo que lo recuerdo 

69 Whi 16:44 01 enorme!! 

70 Instance 16:48 P1 oom 

71 Instance 16:49 P2 behind pala 

72 Instance 16:49 P2 other way 

73 Whi 16:51 R por fin! 

74 Whi 16:53 R yay! 

75 Whi 16:53 R wooh 

76 Whi 16:53 R solo duro una horita, jaja :P 

77 Instance 16:53 P1 thx bb 

78 Instance 16:54 R genial, gracias :) 

79 Whi 16:54 01 una mazmorra duro 

80 Whi 16:54 R si, mucho! 

81 Whi 16:55 R creo que solo he hecho el primer de scholo, 

y es mucho mas facil 

82 Whi 16:55 01 te creo! 

83 Whi 16:56 R Quieres hacer otra? 

84 Whi 16:56 01 si, una más y despues tengo q ir 

85 Whi 16:56 R casi estare de nivel demasiado alto para 

hacer las clasicas 

86 Whi 16:56 R vale :) 

87 Whi 16:57 01 oye.. no.. tengo q ir ahora 

88 Whi 16:57 R ah, bueno 

89 Whi 16:57 01 lo siento 
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90 Whi 16:57 R esta bien :) 

91 Whi 16:57 01 olvidé el tiempo 

92 Whi 16:57 R jeje, ningun problema 

93 Whi 16:57 R gracias por avisarme que vaya a jugar :) 

94 Whi 16:58 R que fueras* creo :P 

95 Whi 16:58 R esta noche o manana, puedes mandarme el 

ultimo log de tus horas? 

96 Whi 16:58 01 no problemo! hacer missiones esta aburrido 

por siempre :P 

97 Whi 16:58 01 si claro! 

98 Whi 16:58 R :) 

99 Whi 16:59 01 creo q tengo q hacerlo manana 

100 Whi 16:59 R estare en la uni todo el dia manana y 

martes, asi que puedo quedar cuando te 

vaya bien :) 

101 Whi 16:59 R perfecto :) 

102 Whi 17:01 01 el addon todavia no funciona con 

«whispers» 

103 Whi 17:01 R que molesta :/ 

104 Whi 17:01 R el chat lo tengo yo, no te preocupes 

105 Whi 17:02 01 perfecto! gracias! no sé porque el addon no 

funciona… puede ser q es por que tengo un 

mac.. pero nio sé 

106 Whi 17:02 R yo tampoco, puede ser que es un bug 

107 Whi 17:03 01 bueno.. gracias! y ciao 

108 Whi 17:03 R ciao! hasta luego! 

109 Whi 17:03 01 hasta luego! 
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7.6 Appendix 6 – Chat Log Transcriptions 

Participant 2 

Note: 

R = Researcher 

02 = Participant 2 

P1, P2, P3 etc. = Other players 

Whi = whispers (private messages) 

Instance = dungeon (group messages) 

1. Session – 05.12.2018 

Seg. Chat Time Participant Utterance 

1 Whi 18:01 R Heihei! :D 

2 Whi 18:01 02 Hei ja! :D 

3 Whi 18:02 R Hvordan er det med spansk interface? :) 

4 Whi 18:02 02 Veldig rart, hahaha! men jeg har jo spilt 

såpass lenge at det går greit likevel 

5 Whi 18:03 02 bare quest-teksten som er litt vanskelig 

6 Whi 18:03 R Hehe, ja, samme her, jeg er avhengig av 

ordbok på mobilen :P 

7 Whi 18:04 R Bare spør hvis det er noe du lurer på :) 

8 Whi 18:04 02 Er det innafor å spille med heirlooms, eller er 

meningen å gjøre det helt manuelt? eller har 

det ikke noe å si? 

9 Whi 18:04 R Det har ingenting å si :) jeg bruker heirlooms 

selv 

10 Whi 18:05 02 okei det er bra! 

11 Whi 18:05 R Du spiller og gjør akkurat som du vil, det 

eneste er at du prøver å snakke spansk så 

langt det går når du prater med folk, i guilds, 

dungeons, osv :) 

12 Whi 18:05 02 Ahh ja skjønner! 

13 Whi 18:06 R Men er så klart lov å spørre om hva ting betyr 

og sånt 

 Whi   ... (snakker om addon, teknisk) 

14 Whi 18:22 R Vil du ha litt selskap borti der? :) 

15 Whi 18:22 02 Gjerne det! 

16 Whi 18:25 R Er så trist det som skjer med Teldrassil i bfa :( 

17 Whi 18:25 02 Ja! tenkte akkurat på det, at det er fint at jeg 

fortsatt kan levle her selvom 

18 Whi 18:25 R Jeg har vært nelf main siden starten, så det 

føles nesten personlig :P 

19 Whi 18:25 R Ja! Det er kjempebra 

20 Whi 18:26 02 ja samme her hahaha! siden jeg spilte privat så 
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har jeg alltid vært night elf druid 

21 Whi 18:26 R jaa 

22 Whi 18:26 02 så var ikke så veldig fornøyd når de ødela treet 

mitt 

23 Whi 18:26 R haha nei x( 

24 Whi 18:27 02 hva i alle dager betyr “celeridad” 

25 Whi 18:27 R jeg liker Sylvanas, men det var skikkelig 

dårlig gjort 

26 Whi 18:27 R celerity, tror jeg 

27 Whi 18:27 R åh, nei, haste 

28 Whi 18:28 R jeg tror det er haste 

29 Whi 18:28 02 ugh jeg har aldri likt hun! og nå liker jeg hun 

enda mindre hahaha! trist, for hun er jo 

egentlig en kul karakter sånn utseendemessig 

30 Whi 18:28 02 ahh ja det gir mening 

31 Whi 18:28 R jeg har hatt en lang pause fra WoW, så du kan 

nok spillet mye bedre enn meg :P 

32 Whi 18:28 02 ville kle meg ut som hun på halloween, men 

så brant hun teldrassil og da bare nei 

33 Whi 18:28 R hahaha 

34 Whi 18:29 02 jeg synes hun er ganske bad ass, men er redd 

for at det blir sånn Cersei-syndrom, at hun ser 

kul ut men er en ræva leder 

35 Whi 18:29 02 ja!! sant sant 

36 Whi 18:29 R haha, me gusta tu titulo :P 

37 Whi 18:30 02 håper egentlig hun blir drept ganske snart, 

helst av tyrande eller malfurion, de er piiiissed 

38 Whi 18:30 R ooh yeeeah 

39 Whi 18:30 02 HAHA sant! jeg lo når jeg så det på mainen, 

så matte ha det her og 

40 Whi 18:30 R catfight tyrande og sylvanas, mm 

41 Whi 18:30 R :P 

42 Whi 18:31 02 oh yes 

43 Whi 18:31 R hm, kan man ikke sette loot ffa lenger? 

44 Whi 18:31 R eller er den det nå :P 

45 Whi 18:31 02 hva betyr det hahahah 

46 Whi 18:31 R free for all, at alle kan loote alt 

47 Whi 18:31 02 åja, jeg aner ikke 

48 Whi 18:32 02 kommer til å lære meg masse dyrenavn i løpet 

av disse månedene hahaha! 

49 Whi 18:32 R :D 

50 Whi 18:33 02 rart at catform heter “forma feline” og ikke 

noe med gato 

51 Whi 18:33 R ja, det er det jeg syne ser rarest, sånne ord og 

spells man kjenner skikkelig godt, som 

plutselig er noe helt annet 

52 Whi 18:34 R og så navn på steder o.o 

53 Whi 18:34 02 hahaha ja! 
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54 Whi 18:34 R Viento Tormenta i stedet for Stormwind 

55 Whi 18:35 02 Darnassus er det same tho hahaha 

56 Whi 18:35 R true, true 

57 Whi 18:35 R jeg prøver ut windwalker, skal bare få orden 

på spellbaren min 

58 Whi 18:36 02 er det dps eller healer? 

59 Whi 18:36 R dps 

60 Whi 18:36 02 ahh 

61 Whi 18:36 R har kjørt tank så langt 

62 Whi 18:36 R instant instance, hehe 

63 Whi 18:36 02 ja det er digg! 

64 Whi 18:39 02 gosh nå fikk jeg typ hundre quester her 

65 Whi 18:41 R av å levle opp? hehe :D 

66 Whi 18:41 02 hahaha ja! 

67 Whi 18:41 02 lengesiden jeg har levla night elf, har jo bare 

prøvd meg på de nye rasene, men går så fort 

lei 

68 Whi 18:42 R mm ja, kjenner til den 

69 Whi 18:42 R jeg prøvde å fortsette på min gamle main da 

jeg kom tilbake til spillet n, men det var ikke 

det samme 

70 Whi 18:43 R så da ble det en ny nelf :P 

71 Whi 18:43 02 hva mainer du 

72 Whi 18:43 R druid ^^ 

73 Whi 18:43 02 åja hahah nice! 

74 Whi 18:43 R jeg elsker druid, men har vært på og av så 

lenge at jeg trengte å prøve noe nytt 

75 Whi 18:44 R og monk er gøy så langt :) 

76 Whi 18:44 02 ja ser den 

77 Whi 18:48 02 Vet du hva “esmeralda” betyr? sett det flere 

ganger nå 

78 Whi 18:49 R smaragd :) 

79 Whi 18:49 R emerald på engelsk 

80 Whi 18:49 02 aaah! 

81 Whi 18:49 R skal vi prøve oss på litt spansk, eller? :) 

82 Whi 18:50 02 Off jeg er ikke noe god med fulle setninger 

hahaha! 

83 Whi 18:50 R haha, det går fint! trenger ikke være det :D 

84 Whi 18:51 R alltid litt sånn awkward i starten når man skal 

snakke et nytt språk med noen uansett, vi får 

bare ta det som det kommer! :D 

85 Whi 18:51 02 hahaha ja :D 

86 Whi 18:51 R tu main es nivel 120? 

87 Whi 18:52 02 Si! es una druida de equilibrio (?) 

88 Whi 18:52 R siii! genial! 

89 Whi 18:53 R la mia tambien! 

90 Whi 18:53 R equilibrio, pero solo tiene nivel 112 :P 

91 Whi 18:54 02 hace mucho tiempo? (google translate hahaha) 



136 

 

92 Whi 18:55 R hace mucho que no lo he jugado? om det er 

lenge siden jeg har spilt på henne? 

93 Whi 18:55 02 si 

94 Whi 18:56 R hace una semana 

95 Whi 18:56 R mas o menos 

96 Whi 18:56 R wooh 

97 Whi 18:57 R recibes xp cuando yo los mato? 

98 Whi 18:57 02 forma feline yay 

99 Whi 18:57 02 hva betyr det :( 

100 Whi 18:57 R yay! 

101 Whi 18:57 R om du får xp når jeg dreper dem :) 

102 Whi 18:57 02 sii 

103 Whi 18:57 R :) 

104 Whi 18:58 R me gusta el nuevo sistema con “scaling” 

105 Whi 18:59 02 yo tambien! 

106 Whi 19:00 R que mono tu mascota :D :D 

107 Whi 19:01 02 gracias! me gusta los tigres 

108 Whi 19:01 R a mi tambien :) 

109 Whi 19:01 R tienes el semillo no? 

110 Whi 19:02 R den questen hvor du skal drepe dem med å 

kaste frø eller noe, har du den? 

111 Whi 19:02 02 jaa 

112 Whi 19:02 02 åja hahah er det det jeg skal 

113 Whi 19:02 R :P 

114 Whi 19:02 02 AHH 

115 Whi 19:02 R der ja :D 

116 Whi 19:02 R :D 

117 Whi 19:02 02 lol 

118 Whi 19:03 R es un poco raro :P 

119 Whi 19:04 02 finitoo 

120 Whi 19:04 R yaaay 

121 Whi 19:05 02 aii 1,1k exp fra han raren 

123 Whi 19:05 R oi, genial 

124 Whi 19:06 R que clase juega tu novio? 

125 Whi 19:07 02 el juega de rogue 

126 Whi 19:07 R ah :) 

127 Whi 19:08 R estais en la misma hermandad? 

128 Whi 19:09 02 hva betyr det 

129 Whi 19:09 R er dere i same guild? 

130 Whi 19:09 02 ahhh! 

131 Whi 19:09 02 translate kalte det søsterskap hahahaha 

132 Whi 19:09 R aah 

133 Whi 19:09 R haha, ja det er jo riktig xD 

134 Whi 19:09 R tror det er brorskap eller noe sånt de kaller 

det 

135 Whi 19:10 02 ahora ya no, se resuelve 

136 Whi 19:10 R den slutta? guilden? 

137 Whi 19:10 02 Solo tenia uno en el mio server 
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138 Whi 19:10 02 si si 

139 Whi 19:10 R det er masse jeg ikke kan og, hehe :) 

140 Whi 19:11 R yo ahora solo tengo uno, aqui, pero estoy 

completamente nuevo 

141 Whi 19:11 02 hvaa betyr det hahaha 

142 Whi 19:12 R nå har jeg bare en, på denne serveren, men 

jeg er helt ny der 

143 Whi 19:12 R kjenner nesten ingen der enda :P 

144 Whi 19:12 02 ahh! var noe sånt jeg trodde 

145 Whi 19:12 R :) 

146 Whi 19:13 R ooh, one-shot 

147 Whi 19:14 R quest heer 

148 Whi 19:14 R tror jeg da xD 

149 Whi 19:14 02 si :D 

150 Whi 19:15 02 no me gusta cuevas 

151 Whi 19:15 R :( 

152 Whi 19:16 R antes, odiaba a esta mision, que era tan dificil 

153 Whi 19:16 02 noe med oppdrag og vanskelig? 

154 Whi 19:16 R jaa :D 

155 Whi 19:17 R før hatet jeg denne questen, fordi den var så 

vanskelig 

156 Whi 19:17 02 jaa! omg 

157 Whi 19:17 R nunca sabia donde estaban lob objetivos 

158 Whi 19:17 R los 

159 Whi 19:20 02 necesito un talisman de vudu chaman 

160 Whi 19:20 R ah 

161 Whi 19:20 R vale 

162 Whi 19:21 02 buenooo 

163 Whi 19:21 R :) 

164 Whi 19:21 R tan rapido, jaja 

165 Whi 19:21 R aqui, no? 

166 Whi 19:23 02 completado 

167 Whi 19:23 R :D 

168 Whi 19:23 R bien hecho 

169 Whi 19:23 02 gracias! :D 

170 Whi 19:24 R y hablando en español tambien! 

171 Whi 19:24 R mira que vas a aprender muy rapido :) 

172 Whi 19:25 02 es divertido! 

173 Whi 19:25 R :D me alegra! 

174 Whi 19:29 02 hva betyr guild navnet ditt? 

175 Whi 19:29 R den tiende ringen 

176 Whi 19:29 R tror jeg xD 

177 Whi 19:29 02 ooh 

178 Whi 19:29 R ikke spør meg hvorfor :P 

179 Whi 19:29 02 hahaha! 

180 Whi 19:31 R jeg vet ikke hvorfor, men noen ganger dukker 

ikke mounten din opp, så det ser ut som du 

løper rundt på skuldrene til en fyr xD 
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181 Whi 19:31 R enhorabuena ^^ 

182 Whi 19:31 02 gracias! 

183 Whi 19:32 02 men hahaha herregud om mounten! det er så 

gøy når sånt skjer 

184 Whi 19:33 R jaa, men så utrolig random xD 

185 Whi 19:33 02 hahaha ja! 

186 Whi 19:33 R i stad hørte jeg bare lyden, men så ingenting, 

så jeg lurte på om jeg hadde skikkelig lag :P 

187 Whi 19:33 02 hahaha! 

188 Whi 19:40 R cuando estas en forma felina, se ve como 

tienes a tu hijo detras de ti :P 

190 Whi 19:41 02 jajaja! :D tan dulce! 

191 Whi 19:42 R siii ! 

192 Whi 19:42 R estos son tan creepy o.o 

193 Whi 19:42 02 si, de donde vienen :( 

194 Whi 19:43 R no tengo ni idea :/ 

195 Whi 19:44 02 la voz es extraña 

196 Whi 19:44 R la voz de los elfos de la noche? 

197 Whi 19:45 R si 

198 Whi 19:45 02 si! de español ja ja 

199 Whi 19:46 R aah me molesta que no conozco los emotes en 

espanol 

200 Whi 19:46 R quiero saber como son las bromas en espanol 

201 Whi 19:46 02 hva betyr det :( 

202 Whi 19:47 R det plager meg at jeg ikke kan emotene på 

spansk, jeg vil vite hvordan vitsene er :P 

203 Whi 19:47 02 hahaha ja! 

204 Whi 19:49 02 completado! 

205 Whi 19:49 R woooh 

206 Whi 19:50 R vaya va rapido 

207 Whi 19:50 02 si! eso es bueno :D 

208 Whi 19:50 R :D 

209 Whi 19:50 R ya casi 15! 

210 Whi 19:51 R te esperan laz mazmorras :P 

211 Whi 19:51 R las 

212 Whi 19:52 02 jajaja! no puedo esperar 

213 Whi 19:54 02 completado :D 

214 Whi 19:54 R wooh 

215 Whi 19:54 R hay otra mision por aqui 

216 Whi 19:55 R feil vei x) 

217 Whi 19:57 02 wtf skal jeg med hun hahaha 

218 Whi 19:57 R gå hit 

219 Whi 19:57 02 ahhhhhh 

220 Whi 19:57 R :) 

221 Whi 19:57 R en hunter må ha peten sin :P 

223 Whi 19:58 02 true true! 

224 Whi 19:58 02 vurderte hunter og, liker så godt å ha pet! 

225 Whi 19:59 R jeg og 
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226 Whi 19:59 R huntere er kule 

227 Whi 19:59 02 har en som burde levles til 120, men er så lei 

av de nye sonene etter å ha levla druiden 

hahaha 

228 Whi 19:59 R aah, hehe 

229 Whi 20:00 R jeg levla gjennom legion på mainen min, og 

starta på en zone i bfa før jeg lagde denne 

230 Whi 20:00 R håper jeg faktisk klarer å komme meg til max 

denne gangen :P 

231 Whi 20:00 02 hahaha! :D 

232 Whi 20:00 R jeg er litt for glad i alter ^^ 

233 Whi 20:05 R den questen her ser så badass ut 

234 Whi 20:05 02 jeg aner ikke hva jeg skal hahaha 

235 Whi 20:06 R drepe demoner :D 

236 Whi 20:07 02 oi 

237 Whi 20:08 R stoort tre 

238 Whi 20:08 02 også må jeg gå hele veien tilbake 

239 Whi 20:08 R hehehe 

240 Whi 20:08 R litt frisk luft skader ingen ;) 

241 Whi 20:10 R woooh! 

242 Whi 20:10 02 woho talentos 

243 Whi 20:10 R :D 

244 Whi 20:10 02 aww Rana pequeña 

245 Whi 20:10 02 det hørtes søtt ut 

246 Whi 20:10 R haha 

247 Whi 20:11 R de små harene heter Conejo chiquitin 

248 Whi 20:11 02 AWW 

249 Whi 20:11 R i know! 

250 Whi 20:12 02 darnassus siguiente 

251 Whi 20:13 R <3 

252 Whi 20:15 02 La Feria de la Luna Negra 

253 Whi 20:15 R mm, skikkelig langt navn på spansk 

254 Whi 20:15 02 hahaha ja 

255 Whi 20:17 02 jeg fikk en quest som heter ”rompen olas de 

cambio” 

256 Whi 20:17 02 men jeg antar at rompen ikke betyr det samme 

på norsk 

257 Whi 20:18 R hahaha 

258 Whi 20:18 R nei :P 

259 Whi 20:18 R romper betyr å ødelegge 

260 Whi 20:18 R men høres litt feil ut, hehe :P 

261 Whi 20:18 02 hahahhahahha 

262 Whi 20:18 02 på googla translate fikk jeg at rompen betyr 

pause 

263 Whi 20:18 R åh, huh 

264 Whi 20:18 R den var ny for meg 

265 Whi 20:19 02 men jeg aner ikke 
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266 Whi 20:19 R det stemmer sikkert :S 

267 Whi 20:20 R jeg må gå, men det var gøy å spille med deg :) 

268 Whi 20:20 02 Den er grei, og right back at you! veldig gøy å 

spille på et annet språk hahaha 

269 Whi 20:20 R jeg skal kikke etter en addon som funker bedre 

for å lagre chat :) 

270 Whi 20:21 R det er bra! :D da satser jeg på at dette 

kommer til å gå strålende :D 

271 Whi 20:21 02 jaa :D 

272 Whi 20:21 R snakes snart, ha en bra kveld videre! 

273 Whi 20:21 R hasta luego :D 

274 Whi 20:22 02 du og! :D hasta luego! 

 

 

2. Session – 06.01.2019 

Seg. Chat Time Participant Utterance 

1 Whi 18:51 02 Hola! 

2 Whi 18:51 R Hola! 

3 Whi 18:51 R Que tal? :) 

4 Whi 18:52 02 Muy bien! y tu? 

5 Whi 18:52 R Bien, bien :) 

6 Whi 18:52 R he comido demasiado, jaja :P 

7 Whi 18:53 02 jajaja! yo se el problema 

8 Whi 18:54 R que estas haciendo? :) 

9 Whi 18:57 02 Misiones en Los Humedales :) 

10 Whi 18:58 R quieres compania? 

11 Whi 18:58 02 Si claro! 

12 Whi 18:59 R :) Dame un minuto y ya vengo 

13 Whi 19:00 02 hva betyr det? hahaha 

14 Whi 19:00 R gi meg ett minutt saa kommer jeg :) 

15 Whi 19:00 02 ahh :D 

16 Whi 19:05 02 brb! 

17 Whi 19:05 R oki 

18 Whi 19:13 02 Back 

19 Whi 19:13 R wb :) 

20 Whi 19:13 02 gracias! 

21 Whi 19:13 R me siento como en vanilla, corriendo desde 

ironforge a wetlands :D 

22 Whi 19:14 R ah, brb tambien 

23 Whi 19:16 02 jajaja! :D necesito vuelo :( 

24 Whi 19:17 R yo tambien! 

25 Whi 19:17 R has hecho muchas misiones aqui? 

26 Whi 19:19 02 Si si! 

27 Whi 19:19 R puedes compartir las que tienes ahora? o ya 
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has terminado? 

28 Whi 19:20 02 hva betyr det hahaha 

29 Whi 19:20 R om du kan dele de questene du holder p[ med 

n[, eller om du alt er ferdig 

30 Whi 19:20 02 ahh! 

31 Whi 19:21 02 ops det var kanskje feil plass 

32 Whi 19:21 R ah, jaja, no importa :) 

33 Whi 19:23 R Ooh, necesito uno de estos! 

34 Whi 19:23 R Tan monos y pequenos 

35 Whi 19:24 02 Ahh :D tu coleccionas? 

36 Whi 19:25 R Oh, y lo mate :( 

37 Whi 19:25 R si, un poco :) 

38 Whi 19:25 02 noo :( 

39 Whi 19:25 R bueno, habran otras 

40 Whi 19:25 02 lo odio 

41 Whi 19:26 R las mascotas o como? 

42 Whi 19:27 02 om jeg hater mascotene? hahaha 

43 Whi 19:27 R ja :P hva hater du? 

44 Whi 19:27 02 når de dør! hahaha!! 

45 Whi 19:27 R aah, hahaha! 

46 Whi 19:28 02 me gusta las mascotas, tengo muchos 

47 Whi 19:28 R :) son tan divertidos 

48 Whi 19:28 R otra! ahora lo conseguire! 

49 Whi 19:29 R yaay :D 

50 Whi 19:29 02 aah bueno :D 

51 Whi 19:30 R wooh ^^ 

52 Whi 19:35 R ooooh, que hermoso :D 

53 Whi 19:35 02 siii :D 

54 Whi 19:36 R como lo conseguiste? 

55 Whi 19:36 02 en la tienda 

56 Whi 19:37 R aah :) 

57 Whi 19:37 R fue caro? 

58 Whi 19:37 02 es de nueve tienda montura 

59 Whi 19:38 R ahh 

60 Whi 19:38 02 un poco, pero es muy linda :D 

61 Whi 19:38 R :D 

62 Whi 19:38 R vale la pena :P 

63 Whi 19:39 02 completado! 

64 Whi 19:39 R yo tambien :) 

65 Whi 19:39 R ay mira! 

66 Whi 19:39 R salta tan bien! 

67 Whi 19:40 R tu montura :D 

68 Whi 19:40 02 mountspecial :D 

69 Whi 19:40 R <3 

70 Whi 19:41 02 [Manos reconfortantes] 196% mejora jajaja 

71 Whi 19:41 R wow :P 

72 Whi 19:42 02 tengo [Largatrenza el Nefasto]? 

73 Whi 19:42 R que addon usas para ver eso? 
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74 Whi 19:42 R si :) 

75 Whi 19:42 02 hvilken addon det er? 

76 Whi 19:42 R si 

77 Whi 19:42 02 TROR det er Pawn 

78 Whi 19:43 R ah :) 

79 Whi 19:44 R enhorabuena! 

80 Whi 19:44 02 gracias! 

81 Whi 19:46 R he olvidado como hacer esto xD 

82 Whi 19:47 02 hæ :( 

83 Whi 19:47 R jeg har glemt hvordan man gjoer dette xD 

84 Whi 19:47 R husker ikke hvor spellsene mine er :P 

85 Whi 19:47 02 jajaja! :D 

86 Whi 19:51 R aah, aqui no he estado desde hace mucho 

tiempo 

87 Whi 19:51 R seguramente un par de expansions 

88 Whi 19:52 R oy, este tiene muchas misiones o.o 

89 Whi 19:52 02 jaja :D 

90 Whi 19:53 02 ahh si! es bueno 

91 Whi 19:53 02 muchos experiencia 

92 Whi 19:53 R sii :) 

93 Whi 19:54 R ah, he olvidado preguntarte, como eran tus 

vacaciones? :) 

94 Whi 19:54 02 en Bergen? 

95 Whi 19:54 R si, todo :) 

96 Whi 19:55 02 bien bien! 

97 Whi 19:55 02 bueno estar con la familia :D 

98 Whi 19:55 R :D 

99 Whi 19:55 R si! 

100 Whi 19:56 R tienes una familia grande? 

101 Whi 19:56 02 tengo uno hermana y dos hermanos 

102 Whi 19:56 R :) 

103 Whi 19:57 R estabais todos juntos para la navidad? 

104 Whi 19:57 02 si :D 

105 Whi 20:01 02 completado! 

106 Whi 20:02 R todavia me quedan unos 

107 Whi 20:03 R un mas 

108 Whi 20:03 R asi! :) 

109 Whi 20:05 R veo que ya tienes una hermandad, como te 

gusta? :) 

110 Whi 20:06 02 me uni hoy, jaja! 

111 Whi 20:06 R aah, vale :D 

112 Whi 20:07 R te parece bien, entonces? :) 

113 Whi 20:08 R solo queria preguntar como te va interactuar 

con otra gente aqui, en espanol 

114 Whi 20:08 R si es muy dificil 

115 Whi 20:09 02 hvaa betyr det hahaha 

116 Whi 20:09 R jeg lurer paa hvordan du synes det er aa 

snakke med folk paa spansk i spillet 
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117 Whi 20:10 R om du er mer/mindre sosial enn du er pa en 

engelsk realm, om du synes det er vanskelig aa 

ta kontakt 

118 Whi 20:10 R kanskje litt vanskelig a svare paa det paa 

spansk, hehe 

119 Whi 20:10 02 jaaa, også er jeg ikke så flink til å spille med 

randoms med mindre det er i dungeon finder, 

hahaha! 

120 Whi 20:10 02 men jeg sa takk for guilden, haha! 

121 Whi 20:10 R mm, skjoenner det! 

123 Whi 20:11 R :) 

124 Whi 20:11 R var det jeg tenkte pa :) 

125 Whi 20:11 02 men det kommer nok litt mer når jeg kommer 

på høyere level, føler man “trenger” andre mer 

da! 

126 Whi 20:12 R jeg kjenenr ikke saa mange her selv, for aa 

vaere aerlig, saa jeg vet hva du mener 

127 Whi 20:12 R jaa, det tror jeg nok :) 

128 Whi 20:12 R og hvis du har kommet i en hyggelig guild saa 

er det jo alltid hyggelig aa starte der :) 

129 Whi 20:12 02 jaa det tror jeg! 

130 Whi 20:13 R :) 

131 Whi 20:15 R vet du hva vi leter etter her? 

132 Whi 20:15 02 hahaha nei jeg aner ikke 

133 Whi 20:15 R :P 

134 Whi 20:15 R en mappe av noe slag 

135 Whi 20:16 R ah, vi ma finne en mob 

136 Whi 20:17 R som gar rundt pa veien her et sted, tror jeg :S 

137 Whi 20:17 02 ahhh 

138 Whi 20:17 R her! 

139 Whi 20:17 02 har aldri questet her hahaha 

140 Whi 20:18 02 yay 

141 Whi 20:18 R :D 

142 Whi 20:18 R ikke jeg heller! 

143 Whi 20:18 R es divertido con los lugares nuevos 

144 Whi 20:19 R oh, jeg fikk ikke starta :S 

145 Whi 20:19 R jaja 

146 Whi 20:19 02 åh :( 

147 Whi 20:22 02 tar du ansvaret med å lagre vår chat, eller skal 

jeg og det? 

148 Whi 20:23 R jeg har den :) 

149 Whi 20:23 02 ok ok! 

150 Whi 20:23 R oh, jeg fant forresten ut at jeg tror man bare 

kan bruke /chatlog sa lagrer den automatisk 

151 Whi 20:23 R ... 

152 Whi 20:23 R ah ja, na starta jeg xD 

153 Whi 20:24 02 ånei må du gjøre den igjen?? 

154 Whi 20:24 02 omg 
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155 Whi 20:24 R sorry 

156 Whi 20:24 02 hahaha det går bra 

157 Whi 20:24 R jaja, er vel ikke sa mange mobs igjen na da :P 

158 Whi 20:25 02 etter denne så må jeg stikke forresten! :) 

159 Whi 20:25 R ok :) 

160 Whi 20:25 R jeg kommer til a vare pa en del fremover, sa 

bare si fra nar du vil game litt ^^ :D 

161 Whi 20:26 02 jaa så bra! :D 

162 Whi 20:26 R fikk du forresten mail av kontrakten? 

163 Whi 20:27 02 jeg tror ikke det? ikke som jeg har sett 

164 Whi 20:27 R ah, hm, kanskje jeg glemte a sende den! 

165 Whi 20:27 02 kan godt hende jeg har sletta den med et uhell 

og, altså! 

166 Whi 20:27 R hvis du sender meg mailadressen din igjen pa 

messenger sa sender jeg den over :) 

167 Whi 20:27 02 det skal jeg ordne :D 

168 Whi 20:27 R :) 

169 Whi 20:28 02 jeg kan bli med bort til midten igjen og logge 

ut der 

170 Whi 20:28 R okai 

171 Whi 20:29 02 Shit det var mye exp 

172 Whi 20:29 R :D 

173 Whi 20:29 R sier ikke nei takk til det! 

174 Whi 20:30 02 men da logger jeg! takk for en fin økt i dag :D 

175 Whi 20:30 R i like mate! :) 

176 Whi 20:30 R god start pa skolen igjen i morgen :D 

177 Whi 20:30 02 hahaha ja! :D adios! 

178 Whi 20:30 R hasta luego!  

 

 

3. Session – 21.01.2019 

Seg. Chat Time Participant Utterance 

1 Whi 18:43 R Hola! :) 

2 Whi 18:44 02 hola! :D que tal?? 

3 Whi 18:45 R Bien, todo bien :) y tu? 

4 Whi 18:45 02 bien bien! :) 

5 Whi 18:46 R que tal tu dia? mucho que hacer? 

6 Whi 18:48 02 un poco! yo tengo jugado Minecraft con mi 

hermano hasta ahora jajaja 

7 Whi 18:48 R jaja, genial! hay cosas peoras que hacer :D 

8 Whi 18:50 02 y en la esquela yo tengo sido “skallet” xD 

9 Whi 18:51 R ooh? como ha pasado esto? :P 

10 Whi 18:52 02 baldcap jajaja! 

11 Whi 18:52 R skallet es calvo :) lo tenia que buscar en 

google :P 

12 Whi 18:52 R jaja! :D eso tuve que haber sido una nueva 
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experiencia! 

13 Whi 18:53 R tiene que* 

14 Whi 18:54 R suena divertido xD 

15 Whi 18:54 R yo, hoy he estado en la escuela todo el dia 

16 Whi 18:55 02 si si! peso es no linda jaja! 

17 Whi 18:55 02 pero* 

18 Whi 18:55 R tengo que entregar un capitulo la semana que 

viene, y no estoy lista para nada :P 

19 Whi 18:55 R jajaja :P 

20 Whi 18:56 R podria haber sido peor, podrias haber sido 

calvo de verdad :P 

21 Whi 18:59 02 har du levert et kapittel? hahaha! 

22 Whi 18:59 R nei, jeg skal :) 

23 Whi 18:59 R neste uke 

24 Whi 18:59 02 ahhh! 

25 Whi 19:00 R ja, bare spoer, jeg sier sikkert mye rart! hehe 

26 Whi 19:01 02 hahaha! ja det er enkelte ord jeg skjønner godt, 

sånn at det blir sånn cirka en meningsfull 

setning iaffal! xD 

27 Whi 19:02 R :) jeg er sikker paa at jeg har mye 

gramatikkfeil og saant, men vi er jo her for aa 

laere :D 

28 Whi 19:02 R er paa engelsk keyboard, derfor jeg skriver saa 

rart :P 

29 Whi 19:02 02 åååh hahaha! 

30 Whi 19:03 02 jeg har litt lyst til å levle en hunter 

31 Whi 19:03 R paa denne serveren? 

32 Whi 19:04 R det maa du da gjerne :) 

33 Whi 19:04 02 jaa, merket jeg ble litt lei av druid siden 

mainen min er det haha! 

34 Whi 19:05 R hehe, det skjoenner jeg godt :) 

35 Whi 19:05 R pues cazadores son chulos :D 

36 Whi 19:05 R a mi tambien me gustan 

37 Whi 19:06 02 :D 

38 Whi 19:07 R ultimamente he jugado tan poco que casi no 

me recuerdo de como jugar el monje xD 

39 Whi 19:08 02 du husker ikke hvordan du spiller monk siden 

du har spilt lite i det siste? 

40 Whi 19:08 R jaaa, riktig :) 

41 Whi 19:09 02 ååh hahaha! 

42 Whi 19:09 02 okei okei men da mekker jeg en cazadore! :D 

43 Whi 19:09 R wooh! :D 

44 Whi 19:21 R Der ja :) 

45 Whi 19:21 02 får du lagret denne chatten og? 

46 Whi 19:21 R Ja, holder paa :) 

47 Whi 19:22 R Har du faatt noen chat med noen andre hittil, 

forresten? 
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48 Whi 19:22 02 så bra! 

49 Whi 19:30 02 wtf det er en chest i ene vannet i elwynn forest 

50 Whi 19:30 02 men man må være 110 for å ta den 

51 Whi 19:30 02 sykt teit, jeg vil vite hva det er hahaha 

52 Whi 19:30 R haha, what? det har jeg aldri sett o.o 

53 Whi 19:31 R hahaha 

54 Whi 19:31 R naa ble jeg litt frista til aa relogge og sjekke 

55 Whi 19:31 02 nei ikke jeg heller! sykt typisk at jeg ser den på 

en server jeg ikke har noen 110 

56 Whi 19:34 02 nå er den vekk hahaha :( 

57 Whi 19:34 R aah, var det noen som tok den? 

58 Whi 19:35 02 jeg så det ikke, men var tabbet ut! googla det, 

og det så bare ut som uncommon drop 

59 Whi 19:35 R :S saa rart! 

60 Whi 19:35 02 jaa! hvorfor ha 110 på det liksom 

61 Whi 19:36 R merkelig 

62 Whi 19:37 R kanskje de proever a lure folk til a spille i de 

gamle zonene igjen? :P 

63 Whi 19:37 02 hahaha! 

64 Whi 19:40 R tienes una especializacion de cazador 

preferida? 

65 Whi 19:41 02 bestias! me gusta los bestias exoticas <3 

66 Whi 19:41 R :) 

67 Whi 19:41 R sii, los “pets” son lo mejor :D 

68 Whi 19:43 R a mi me gustaba “marksmanship”, pero ahora 

la clase se ha cambiado mucho 

69 Whi 19:44 02 ahhh 

70 Whi 19:46 02 en mi otras cazadore, yo tengo muchos bestias 

exoticas! 

71 Whi 19:46 02 bare synd de ikke overføres hahaha 

72 Whi 19:46 R jaja, si :) 

73 Whi 19:46 R pero tambien es divertido viajar para 

colectarlas :D 

74 Whi 19:47 02 si si! :D 
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75 Whi 19:48 R perdon, pero me tengo que ir 

76 Whi 19:49 02 es no problemas! mi tabien soon :) 

77 Whi 19:49 R :) haaper vi kan spille igjen snart! :) 

78 Whi 19:49 R god kveld videre! :D 

79 Whi 19:49 02 det kan vi seff! helt ledig denne uka :D 

80 Whi 19:50 02 du og :D 

 

 

4. Session – 27.01.2019 

Seg. Chat Time Participant Utterance 

1 Whi 16:21 R hola :D 

2 Whi 16:21 02 Hola! :D 

3 Whi 16:23 R que tal? :) 

4 Whi 16:25 02 un poco irritado, jajaja! pero es motivado de 

nivel! 

5 Whi 16:25 R por la bestia exotica? jeje, te lo entiendo bien! 

6 Whi 16:26 02 si :( 

7 Whi 16:26 R seguro que lo vas a encontrar otra vez <3 

8 Whi 16:28 02 espero que si! eso lindo 

9 Whi 16:28 R has leveado rapido! empezaste esta fin de 

semana, no? 

10 Whi 16:29 02 comienza en nivel 20 jaja! 

11 Whi 16:29 R aah, claro 

12 Whi 16:30 R :D 

 

 

5. Session – 22.02.2019 

Seg. Chat Time Participant Utterance 

1 Whi 20:15 R Hola! :) 

2 Whi 20:15 02 Hola! que tal? :) 

3 Whi 20:15 R Vaya, ya eres nivel 67! :D 

4 Whi 20:16 R Bien, bien :) y contigo? 

5 Whi 20:16 02 si! :D eres rapido de nivelacion! 

6 Whi 20:17 R :D 

7 Whi 20:17 02 bien bien, pero eres un poco enfermo :) 

8 Whi 20:18 R espero que pase rapido :) 

9 Whi 20:20 02 si, eres tonto para serlo de vacaciones 

10 Whi 20:21 R si :( mala suerte 

11 Whi 20:22 R donde estabais en el cruise? 
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12 Whi 20:23 02 Oslo – Kiel, tres dias :) 

13 Whi 20:23 R aah, suena fantastico :) 

14 Whi 20:23 R que tal fue el tiempo? 

15 Whi 20:24 02 hvordan det var? 

16 Whi 20:24 R hvordan vaeret var :) 

17 Whi 20:25 R tiempo betyr også vær 

18 Whi 20:25 02 ahh! 

19 Whi 20:26 02 algunas olas en de noche, pero por lo demas 

bueno :) 

20 Whi 20:27 R suena bien :) 

21 Whi 20:28 02 pero tu estas dentro casi todo el tiempo :) 

22 Whi 20:28 R frio? 

23 Whi 20:29 02 un poco! 

24 Whi 20:30 R yo estuve en Kirkenes unos dias, y alli tambien 

habia un poco frio 

25 Whi 20:31 R pero no era mal :) 

26 Whi 20:33 02 yo espero que pueda hacer calor :( 

27 Whi 20:34 R yo tambien, pero dicen que viene el calor! 

28 Whi 20:34 R a mi no me gusta que llueva tanto ahora :( 

29 Whi 20:34 R quiero nieve :P 

30 Whi 20:36 02 jajaja! lo siento de nieve :( 

31 Whi 20:36 R no te gusta? 

32 Whi 20:37 02 no no :( no puedo usar la scooter 

33 Whi 20:37 R aaah 

34 Whi 20:37 R tienes scooter en Oslo tambien? 

35 Whi 20:39 02 no, esta en mi casa :) pero es mas rapido 

conducir en de tren 

36 Whi 20:40 02 eh, mi casa de Asker jajaja! 

37 Whi 20:40 R aah :D 

38 Whi 20:41 R yo tambien tenia scooter antes, lo echo de 

menos muucho 

39 Whi 20:43 02 eres muy divercion! yo quiero una motocicleta 

y certificado mas tarde :D 

40 Whi 20:43 02 pero no tengo dinero jaja! 

41 Whi 20:44 R igualmente, jeje! :D 

42 Whi 20:44 R mi padre conduce un Indian, y es tan bello! 

43 Whi 20:45 02 aaaahh :D 

44 Whi 20:50 02 como te va chaman? :D 

45 Whi 20:50 R me gusta mucho! :) 

46 Whi 20:51 R y a ti la cazadora? 

47 Whi 20:53 02 lo mismo! es mucho bueno tener uno amigo :D 

48 Whi 20:53 R si!! :D 

49 Whi 20:54 02 y tengo el zorro en mi otras cazadore!! :D :D 

50 Whi 20:54 R si?? el que querias de Duskwood? 

51 Whi 20:54 02 si :D 

52 Whi 20:54 R :D:D:D:D enhorabuena! 

53 Whi 20:55 02 gracias! :D es mucho linda :D 

54 Whi 20:56 R :) 
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55 Whi 20:56 R yo juego tambien un poco guild wars 2, y alli 

mi main es una cazadora :) 

56 Whi 20:57 R tiene un perro bonitisimo :) 

57 Whi 20:57 02 oooh! no he intentado eso 

58 Whi 20:58 R a mi me gusta :) tiene un sistema de combate 

mucho mas dinamico 

59 Whi 20:58 02 como? 

60 Whi 20:59 R es mucho mas mobilidad, no tiene tantos 

habilidades asi que hay que elegir mas su 

estilo 

61 Whi 20:59 R y cada clase puedo hacer todo, asi que no se 

necesita un heal o tanque dedicado 

62 Whi 21:01 02 aaah! suena bien! :o 

63 Whi 21:02 R creo que hay un free trial o algo aso, por si 

quieres probar :) 

64 Whi 21:04 02 en realidad? :o muy divertido! 

65 Whi 21:04 R lo creo :) 

66 Whi 21:05 02 se ve bien! 

67 Whi 21:05 R cuenta me si pruebas :) 

68 Whi 21:07 R que estas hacienda? misiones? 

69 Whi 21:07 02 si :) 

70 Whi 21:09 R :) yo tambien, no he hecho las misiones de 

Outland desde hace muucho tiempo :P 

71 Whi 21:11 02 yo comence ahi, pero no divertido :( 

72 Whi 21:11 R awh, donde estas? 

73 Whi 21:12 02 cuenca de sholazar :D 

74 Whi 21:13 02 en Outland hice un poco de hellfire 

75 Whi 21:14 R huh, donde esta sholazar? 

76 Whi 21:14 R no se si he estado xD 

77 Whi 21:14 02 Rasganorte / Northrend :D 

78 Whi 21:15 R aaaah, claro :) 

79 Whi 21:16 R acabo de completar Hellfire, asi que ahora 

esta divertido :D 

80 Whi 21:17 02 aaah :D 

81 Whi 21:26 02 Jeg logger av nå, er straks middag og jeg er litt 

sliten i hodet :( 

82 Whi 21:27 R ah, au da, god bedring! 

93 Whi 21:27 02 Takk for det! satser på det kommer seg over 

helga, jeg har ikke tid til å være syk fra skolen 

hahaha! 

84 Whi 21:27 R tror du du har tid til å spille sammen en gang 

til i helga? Vi kan ta noen dungeons eller noe 

:) 

85 Whi 21:27 R nei, det passer aldri! 

86 Whi 21:27 02 det har jeg ja! :) 

87 Whi 21:28 02 jeg har ingen andre planer enn å game, så det 

går helt fint haha :D 

88 Whi 21:28 R :) 
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89 Whi 21:28 R digg helg, haha :D 

90 Whi 21:28 R da snakkes vi da! :) 

91 Whi 21:28 02 det gjør vi! :D 

 

 

6. Session – 24.02.2019 

Seg. Chat Time Participant Utterance 

1 Whi 16:41 02 Hola! :D 

2 Whi 16:41 R hola! :D 

3 Whi 16:41 R que tal? :) 

4 Whi 16:42 02 muy bien! y tu? :) 

5 Whi 16:43 R bien, bien :) 

6 Whi 16:45 02 eres en de mazmorras? 

7 Whi 16:46 R si 

8 Whi 16:46 R y es enorme 

9 Whi 16:46 R o.o 

10 Whi 16:47 02 stratholme dura para siempre 

11 Whi 16:48 R si, jaja 

12 Whi 16:51 R el boss final ahora! 

13 Whi 16:51 02 yay! 

14 Whi 16:52 02 de Outland, hellfire, aqui 

15 Whi 16:52 02 ooops hahahaha hva skjedde 

16 Whi 16:52 R :P 

17 Whi 16:54 R que haces? :) 

18 Whi 16:55 02 misiones :D 

19 Whi 16:55 R :) 

20 Whi 16:59 R quieres probar una mazmorra conmigo? 

21 Whi 17:00 02 claro! 

22 Whi 17:00 R :) 

23 Whi 17:02 R ah, y como siempre hay que esperar para un 

tanque.. 

24 Whi 17:02 R o no :O 

25 Whi 17:04 R no me gustan las aranas :( 

26 Whi 17:05 02 yo tampoco :( 

27 Whi 17:05 R las matamos todas 

28 Whi 17:05 R :3 

29 Whi 17:06 02 jajaja si!! :D 

30 Whi 17:08 02 ughh :(( 

31 Whi 17:09 R es edmasiado 

32 Whi 17:09 R casi no quiero el botin xD 

33 Whi 17:10 02 jajaja! entiendo :D 

34 Inst 17:13 R thx :) 

35 Whi 17:14 R wooh 

36 Whi 17:14 R esta es mucho mas rapido que scholo :P 

37 Whi 17:14 02 har de et ord for “ding” på spansk server? xD 
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38 Whi 17:14 R no tengo ni idea o.o 

39 Whi 17:14 R prueba con ding :P 

40 Whi 17:16 R y gracias con nivel 70 

41 Whi 17:17 02 jajaja! gracias :D ahora puedo volar rapido! 

42 Whi 17:17 R :D 

43 Whi 17:25 02 Eres tu en mi hermanadad? :o 

44 Whi 17:26 R oy, si! 

45 Whi 17:26 R :O 

46 Whi 17:26 R :D 

47 Whi 17:26 02 aaah :D 

48 Whi 17:26 R no me habia dado cuenta :D 

49 Whi 17:39 R este tambien es bastante largo 

50 Whi 17:40 02 si, pero no es aburrido! :D 

51 Whi 17:41 R es verdad! los dragones son tan bonitos :D 

52 Whi 17:44 02 oooh, ding 

53 Whi 17:45 R ooh, otra vez, enhorabuena :) 

54 Whi 17:45 02 jajaja si! es muy rapido 

55 Whi 17:46 R mucho! leveas mas rapido que yo, jeje :) 

56 Whi 17:46 R tienes todos los reliquios? 

57 Whi 17:47 02 si :) 

58 Whi 17:48 R :) 

59 Whi 17:48 R yo tengo unas, pero no en nivel maximo 

60 Whi 17:48 R y solo hasta nivel 60, creo :S 

61 Whi 17:49 R brb 

62 Whi 17:49 02 ahh :( es mejor que ninguno! 

63 Whi 17:52 R vuelto 

64 Whi 17:52 R si! :) 

65 Whi 17:52 02 wb :) 

66 Whi 17:52 R me tengo que ir pronto, estoy en la casa de mis 

padres ahora, y tengo que tomar el tren para 

volver 

67 Whi 17:53 02 ahh, es no problemas :) 

68 Whi 17:54 R que mas planes tienes para la noche? :) relajar 

para manana? 

69 Whi 17:55 02 si, no esta listo para eso ._. 

70 Whi 17:56 R :( 

71 Whi 17:56 02 pero uno redbull arreglarlo, jaja! 

72 Whi 17:56 R lo puedes hacer :) 

73 Whi 17:56 R jajaja :D 

74 Whi 17:56 R redbull resuelve todo :P 

75 Whi 17:57 02 si si :D 

76 Whi 18:00 R entiendes mucho del chat de hermandad? 

77 Whi 18:00 R a veces hablan de cosas que no tengo ni idea 

que es 

78 Whi 18:02 02 entiendo un poco, jajaja! 

79 Whi 18:03 R :) 

80 Whi 18:03 02 muy palabras, no muchas oraciones 

81 Whi 18:03 R ah, si, entiendo 
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82 Whi 18:04 R cuando quieres quedar, manana o martes? :) 

93 Whi 18:05 R a mi me da igual, solo estare en uni 

84 Whi 18:07 02 HMM, martes? :) 

85 Whi 18:08 R claro :) 

86 Whi 18:08 R cuando sales de escuela? 

87 Whi 18:08 R salgas* 

88 Whi 18:09 02 15:00 

89 Whi 18:09 R :) 

90 Whi 18:09 R si encontramos a 15.30 o algo? :) 

91 Whi 18:09 R tengo que ir ahora, hay que arreglar la maleta, 

jeje 

92 Whi 18:10 02 jajaja! es no problema :D 

93 Whi 18:10 02 15.30 es bien :) 

94 Whi 18:11 R :) 

95 Whi 18:12 R nos vemos entonces! hasta pronto :) 

96 Whi 18:12 R buena suerte manana :P 
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