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This article reviews a range of literature of computer games
and learning theories and attempts to establish a link between
them by proposing a typology of games which we use as a new
usability measure for the development of guidelines for game-
based learning. First, we examine game literature in order to
understand the key elements that constitute games. This is
then followed by the theoretical discussion of the relationship
between the game components and the learning theories,
namely behaviourism, cognitive constructivism, and social
constructivism. Ten games are analysed using the learning the-
ories and a typology of game is proposed that classifies games
into four major categories. Then based on these findings we
developed a set of guidelines for game-based learning using
Human Computer Interaction (HCI) methods.

Despite the increasing popularity of computer game based learning (Mal-
one, 1980; Prensky, 2001; Egenfeldt, 2005; Squire, 2003), not much has
been done to research the Human Computer Interaction (HCI) elements and
the learning process that occurs within the game.

Although some work has been carried out to study the potential of com-
puter games in real classroom settings and it is often associated with a learn-
ing theory such as constructionism and social cultural theories, it is noted
that this work focuses on the “learning through games,” rather than “learn-
ing to play games.” We believe that a better understanding of learning
process within games helps design better and thus more usable educational
games. This article looks into the learning that takes place within computer
games and tries to cast some light on it through the study of well established
learning theories.
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In this article, two studies are presented. First, the typology of learning in
computer games is developed based on an analysis of 10 games. Then based
on this typology, the second study is conducted to produce a set of design
and evaluation guidelines for game-based learning.

COMPUTER GAMES

There are many definitions that try to describe the different aspects of a
game. While some focus on the game itself, some concentrate on the activ-
ity of playing the game. In this article, we use Juul’s (2003) definition:

A game is a rule-based formal system with a variable and quantifi-
able outcome, where different outcomes are assigned different val-
ues, the player exerts effort in order to influence the outcome, the
player feels attached to the outcome, and the consequences of the
activity are optional and negotiable. (Juul, 2003)

A classification of computer games is proposed by Aarseth (2003) when
he is studying how computer games should be analysed methodologically
and formally. Although his initial intention is to categorise game research
and analysis, this typology is very useful for studying games (Figure 1).

Gameplay deals with strategies and motives of the player, game rules
deal with the rules and structure of the games while game world deals with
the fictional contents of the games.

It is not difficult to see that a modern computer game has both simulative
and narrative qualities in it. It usually contains rules that simulate a game
space which projects a narrative world, in which players plot strategies to
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Figure 1. How games should be analysed



attain the game goal. In the following section, we examine three components
that make up modern computer games: rules, play and narratives.

Game Rules
Rules are one of the most important components of computer games as

they define not only how the virtual world operates, but also how to win the
game. Juul (2001) defined computer games as an activity based on formally
defined rules and containing an evaluation of the efforts of the players. He
also explained at length how the game rules contribute to complex and inter-
esting gameplay (Juul, 2002).

Frasca (1999) identified two kinds of games: ludus refers to the games whose
result defines a winner and a loser, while paidea refers to the games whose result
does not. Based on this, he introduces two types of game rules: paidea rules and
ludus rules. Paidea rules are established to play the game as paidea, while ludus
rules are established to win or lose the game. In SimCity 4 (2003), a game in
which no explicit ludus rules are defined, the players are involved in paidea by
playing with the buildings. Once they establish a goal: say to build a city with a
population of 10,000, they immediately switch to a ludus activity.

Game Play
Though they constitute a very important part of computer games, rules

are not the only thing one needs to know in order to play (Juul, 2002). Game
playing is more than simply memorising the game rules. Having learned the
rules merely establishes the ability to play, and successful play does not nec-
essarily require learning all the rules (Lindley, 2002). We need to understand
something more complex that can arise from the rules: the gameplay. Game
play is activities conducted within a framework of agreed rules that directly
or indirectly contribute to achieving goals.

Usually, paidea rules are fixed and defined by the game designer. The play-
er cannot breach paidea rules and their planning of strategies should conform
to these rules. If the game defines that the game character can only move for-
ward and backward, the player can never move it upward or downward. Ludus
rules are more flexible compared to paidea rules. The player may change the
ludus rules and be involved in a different gameplay the game designer has
intended. Gameplay emerges from paidea rules, but without ludus rules there
is hardly any gameplay. Paidea rules can be simple, but ludus rules can lead to
complex gameplay. For example, if the players do not set the ludus rules while
playing SimCity 4 (2003), the gameplay does not exist in the play session,
because the players’ actions are not oriented toward achieving a goal.

Game Narratives
In most modern computer games, the players can naturalise their actions

as the solving of a familiar type of problems (Ryan, 1994/1999; Murray,
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1997; Jenkins, 2002). In Myst (1993), the player needs to track down the vil-
lain; and in Super Mario Brothers 3 (1988), the player is trying to save
Princess Toadstool.

Ryan (2001) tried to understand narratives in computer games and she
proposed a definition of narrative based on mental images. According to her,
a narrative is defined as a mental image, or cognitive construct, which can
be activated by various types of signs. This image consists of a world (set-
ting) populated by intelligent agents (characters). These agents participate in
actions and happenings (events, plot), which cause global changes in the
narrative world.

Several useful terms are recognised in this definition: world or setting,
character and action. First, a game has a spatial representation of a world
whether it is real or abstract. Second, most computer games feature explicit
characters, which would interact with the world or the player. Third, games
are usually discerned from linear narratives by the existence of interaction:
the reciprocal actions between players and games. These actions include not
only the action of the player, but also the autonomous actions of the charac-
ters in the game world.

LEARNING THEORIES AND COMPUTER GAMES

In this section, we investigate how three different aspects of computer
games – game rules, game play, and game narratives – are learned by draw-
ing some three learning theories: behaviourism, cognitive constructivism, as
well as social constructivism. It is found that learning could occur at two lev-
els of interaction, player-game and player-player. In player-game interac-
tions, the player interacts with the game and learns to be a better player
through behaviourist and cognitive constructivist learning while social con-
structivist learning clarifies the understanding of the game through player-
player interactions.

Player-Game Interactions
Player-game interaction is the most common interaction that occurs in

every computer game. It refers to the information exchange between the
player and the game usually by the means of input and output devices. Play-
er-game interaction could be physical and virtual; physical in that players
refer loosely to the game manuals or guide books, which are also a part of
the game; virtual in that the interaction of players and the virtual world of a
game is of course virtual in any sense. In this player-game system, it is
assumed that players learn a game through communicating with the game
environment, they will either infer meaning from the interaction, or the
meaning is transmitted to them during game play.
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Behaviourism and games learning. The theory of behaviourism concen-
trates on the study of overt behaviour that can be observed and measured.
One of its major focuses is conditioning learning by associating stimuli and
responses. Behaviourism stresses a new behavioural pattern being repeated
until it becomes automatic. It views the mind as a “black box” in the sense
that response to stimulus can be observed quantitatively, ignoring the possi-
bility of thought processes occurring in the mind. Learners are regarded as a
biological machine, which could be shaped to respond to conditioning by
controlling reinforcements and punishments.

In term of learning strategy, it is based on observable changes in behav-
iour (e.g., basic paired associations, discriminations, rote memorisation).
One of the key players in the development of the behaviourist theory is Skin-
ner (Hergenhahn & Olson, 2001). His operant conditioning has a significant
impact on education in which unpleasant and pleasant consequences (known
as reinforcements) are used as a means to mould the learner’s behaviour. In
addition, Skinner’s work advocates that learners should be taught difficult
concepts after they have been first exposed to the simple ones.

Behaviourism in learning game rules. Probably the first things to learn when
playing a computer game are rules. Without understanding the game rules, it is
almost impossible to continue playing the game in a meaningful way. It
involves the learning of both kinds of rules; paidea and ludus. First, the player
needs to learn the paidea rules that deal with the mechanism of the game: what
can be done and what cannot be done, as well as the causality of the action
taken. Having learned the paidea rules, the players need to know their goals, the
ludus rules, so that they can win the game. Behavioural learning plays a very
important role in almost all games, as they involve the learning of the physical-
virtual action association. Pressing the “B button” which is associated with
jumping in the game for example, is learned through operant conditioning,
especially when the jumping is reinforced by positive reinforcement (getting
more lives) or negative reinforcement (avoiding monsters). Another example of
conditioning is the learning of avoiding or approaching certain kinds of objects.
In Super Mario Brothers 3 (1988), when Mario touches a monster object, an
unpleasant sound is played, and Mario shrinks or loses a life. Because of these,
players would learn the consequence of touching monsters (the causality of
touching monster and losing lives is established) thus avoid them.

Behaviourism in learning game play. Successful playing of a game needs
more than just the learning of game rules. Play arises from the rules and play-
ers should learn the play pattern and strategies to achieve the goal. Behav-
ioural learning is especially useful to explain autonomous responses elicited
when facing certain situations. This is particular true for games with a faster
pace like most real time action games such as Tetris (1985), Pac-Man (1980),
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and so forth. The players are conditioned to play in a certain pattern, for exam-
ple, in Super Mario Brothers 3 (1988), taking mushrooms, avoiding monsters,
etc. It should be noted that learning the rules about Mario-monsters interaction
is different from learning to avoid monsters by jumping over them. The learn-
ing of rules gives knowledge about the mechanism of the game, while the
learning of play gives information on playing and possibly winning the game.

Behaviourism in learning game narratives. Since behaviourists treat play-
ers as a machine to be filled with information, they are expected to absorb
narratives represented passively in the game world. This is usually done with
presenting cut-scenes or textual information from the nonplayer character
(NPC) as the game’s subgoal. The player learns the stories by accomplish-
ing the game task and generally gets a reward. More often than not, the game
world appears to be only one dimensional and flat. Most early attempts to
tell stories in games are done in such a way that stories are told to the play-
ers in a direct method. Games like Super Mario Brosthers 3 (1988) are a
good example of telling stories with texts.

Cognitive constructivism and games learning. Cognitive constructivism, as
derived from the work of Piaget defines learning as a process of accommo-
dation, assimilation, and equilibration (Boden, 1979). It is based on the
premise that we all construct our own perspective of the world, through indi-
vidual experiences and schema. Constructivism focuses on preparing the
learner to problem solve in ambiguous situations. (e.g., heuristic problem
solving, personal selection and monitoring of cognitive strategies). To teach
well, we must understand the mental models that students use to perceive the
world and the assumptions they make to support those models.

Cognitive constructivism in learning game rules. Behaviourism is unable
to explain all rule learning in some games, especially games with a more
complex virtual world, which is usually composed of several micro-worlds.
Super Mario Brothers 3 (1988) is a game which consists of many different
micro-worlds: the under water world, the desert, the cloud kingdom and so
on. Each of this word has quite different sets of rules. The player needs to
process this information and structure it in their mental schema instead of
being conditioned to learn in different situations. The players are also able
to learn the rules they have not experienced by deriving the information
based on previous experiences and test it on the new situation. Cognitive
constructivist learning is also important to explain mental processing in
some games where players need to guess the rules with logic thinking like
some puzzles in adventure games.

For some games where rules are highly sophisticated and somewhat
unstructured, each player will need to construct their own understanding of
the rules based on hypothesis building and testing. By interacting with the
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game, the player will observe, reflect, and infer the rules underneath it. The
Sims (2000), a game with simulated rules of human life, requires that play-
ers construct their own understanding of the rules by testing different strate-
gies. This game also requires that players construct their own ludus rules in
order to play the game.

To sum up, in behaviourist learning, rules are learned through trial-and-
error and association; in cognitive constructivism, rules are learned by hypoth-
esis testing, mental reflection, and construction. In behaviourism, the rules are
understood by everyone as the same set of rules, while in cognitive construc-
tivism, each player might construct their own understanding of the rules.

Cognitive constructivism in learning game play. When the game is getting
deeper (compare the depth of Tetris [1985] and Pong [1972]), and the solu-
tion is not as explicit as it seems, the player needs more than behavioural
learning to master the game. They will start to engage in some forms of cog-
nitive thinking to learn the gameplay. Puzzle games are a good example of
this kind of learning. Instead of associating stimuli with desired responses,
the game demands logic thinking to find out the solution. The player might
pause for a while, reflect on the problem and plan for a strategy or solution.

In behavioural learning, the problem and the solution are explicit; it is just
the matter of being skilful enough to solve it. In cognitive constructivist learn-
ing, the problem might be explicit, but the solution is implicit. Therefore, it
depends on how well they could come up with a solution to the problem. In
some games however, both problems and solutions are not explicit. The play-
ers need to be strategic in identifying the problems and solve them. In SimC-
ity 4 (2003) for example, the player might notice the drop in population in the
city, but he needs to figure out the problem, and thus plan for strategy to solve
it. If behavioural learning makes players more skilful in playing a game, cog-
nitive constructivist learning makes them more logical and strategic.

Cognitive constructivism in learning game narratives. Understanding the
world and the story of the game is hard to explain with behaviourism theo-
ries when the game world becomes sophisticated, involving emotional con-
flicts of the game characters. The players need to learn the meaning of the
space, events, and characters, instead of just learning to behave in a certain
way. Players might involve in the thinking of the motive of a certain action
taken by a character. The player observes and experiences the world and
updates their understanding of this world.

If the world is not static, and under constant changes, which are depen-
dent on the player actions, cognitive constructivist learning is required to
understand the world. In such a world, many different possible views of the
world, characters, and stories might exist as players proceed in the game,
thus the players are constructing their understanding of the world instead of
trying to know the prewritten story. In Grand Theft Auto: San Andreas
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(2004), the presentation of the world depends largely on the player, for
example the player could view the world as a city with a lawful traffic sys-
tem by driving carefully on the road, or a city with unruly traffic by crash-
ing every lamppost or other cars. The representation of the world thus relies
very much on how the player chooses to play the game.

Player-Player Interaction
Player-player interaction occurs only when more than one person is play-

ing the game at the same time. This interaction is usually mediated through
computer games. Player-player interaction could also be physical as players
meet face-to-face to play a particular session of game; it can also be virtual, as
it occurs in multiplayer online games. The learning that occurs in a player-
player system postulates that meaning is not in any player’s mind, but embed-
ded in the social practices of the group (Gee, 1999). Players not only have to
play to learn, but they have to play with others if they hope to develop genuine
gaming skills. During collaboration, the focus is on the activity, with game
instructions and guidebooks playing only an ancillary and supporting role.

Social constructivism and game learning. Social constructivism focus on
the importance of social cultural context in understanding what occurs in the
world through social interaction and constructing knowledge collectively.

Social constructivists view learning as a social process. It does not take
place only within an individual (McMahon, 1997). Meaningful learning
occurs when individuals are engaged in social activities. Vygotsky (1930)
emphasised the importance of social cultural aspects of learning, advocating
that learning is mediated by cultural tools in which knowledge amasses.
Learners do not interact with the environment directly; instead the interac-
tion is socially mediated through artifacts, be it signs or tools, especially lan-
guage. Language and communication become the principle focus of learn-
ing, as throughout most of their lives people learn and work collaboratively,
rather than individually.

Social constructivism in learning rules, play, and narratives. Social con-
structivism infers that the game rules for interacting among players and
games are constructed and understood socially. A lot of games, especially
noncomputerised games could not be played by only one person. Players are
actively interacting either with other players or the game environment, and
individually construct their understanding of the game interaction rules. In
the case when they are teaming, the more advance players would help naïve
players learn the rules by collaborating toward a shared goal. Furthermore,
collaborative play has the potentiality to create a new rule, which is agreed
by all players. When competing against a goal, they might impose restrictive
rules on more fluent players to have a more challenging game.
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In a multiplayer game, each player plans strategies to help or impede each
other. In these games, a new strategy is socially constructed by interacting
with players. The player is not only solving a problem in the game world,
but also a problem which might be imposed by other players. Besides, the
players might also try to solve a problem in the game together, which could
not be solved otherwise.

In some computer games, the players determine how the world looks. The
individual perception of the game world/stories is constructed by players inter-
acting among each other and the world. The game world is populated not only
by nonplayer characters, but also by other real players. In this case, the under-
standing on the world is highly dependent on the other players’ actions and
behaviours in the game. The story is then formed through the comprehension
of the entire social interaction of the world instead of the world alone.

STUDY 1: TYPOLOGY OF GAMES

It is almost undoubted that people have to learn to play a game, and the
learning could be divided into three dimensions: (a) game rules, (b) game
play, and (c) game narrative. In certain games, more effort is put on learning
the game rules, while story-based games require more understanding on the
game world. Having reviewed how learning might occur in computer games,
it is of our interest to look at the learning process in games which might
guide us in creating a classification of computer games. In this study, we
analyse 10 computer games against learning theories to create a typology
that will become the matrix for usability measure for guideline development.

Methods
To construct the typology, we first identified different kinds of learning

in the three learning dimensions of games. We then constructed a matrix of
game-learning and looked into the way people learn in each category. For
this purpose, we analysed through expert evaluation ten commercial games
(spanning across all genres of games).

For each game, we examined the following:
• Is the learning of world, rules, or play significant in the game in order

for the player to experience the game or to advance and win it?
• For each category, we investigated how learning occurs, based on the

major learning theories.
The game was played for at least an hour before it was reflected and

analysed through identifying the aspect of learning that relates to each game
component. During the analysis, it was necessary to refer back to the game
to confirm certain aspects of the analysis. Materials external to the games
such as game manuals, game magazines, and so forth, were also examined.
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Findings
Some game characteristics (Table 1) were extracted from the 10 games

and were categorised to match the theoretical discussion on learning theo-
ries and game elements.

Table 2 shows the results of the analysis of the 10 games. One, “1”
denotes the significant present of that particular type of learning in the game.

By putting the 10 games in the matrix table, we have identified at least four
major classes of contemporary computer games: ludic games, narrative
games, simulation games, and multiplayer games. Ludic games are games
which are about pure and abstract play in which the fundamental enjoyment
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Table 1
Learning Theories and Computer Games (New Matrix)

Game Learning Game characteristics
element theory

Narrative Behaviourism It projects linear story progression (one dimension of the
world), where the player conceive the same reality (virtual
world) intended by the designer

Cognitive constructivism It projects multiple path story progression (thus multiple
dimensions of the world), where every player constructs their
own story in their mental schema (understanding the story is
important to progress)

Social constructivism A world with many possible stories, depending on the social
interactions of two or more players

Rules Behaviourism It requires only the understanding of simple physical-virtual
mapping rules (symbolic paidea rules), for example, press A to
fire, and so forth, and simple semantic paidea rules (how
things work and are related)

Cognitive constructivism It requires the understanding on complex rules such as a sim-
ulation system, where players need to construct their own goal
(ludus rules), thus strategy to achieve the goal.

Social constructivism It requires that people interact and actively create the under-
standing of the interaction rules or even negotiable rules.

Play Behaviourism It involves (real-time) action where response pattern is impor-
tant. Logical thinking is less important, usually autonomous
actions matter.

Cognitive constructivism Logical thinking is needed. It provides multiple-way solution
where play could plan for alternative strategies. Players might
solve a problem not even thought about by the designers

Social Constructivism Socially construct a new strategy to solve a problem by inter-
acting with people and the game world



of this type of game is to play and win the game. Although some ludic games
might contain narrative elements, they are far less dominant than play itself.
Super Mario Brothers for example, contains a fair amount of narrative ele-
ments. However the narrative element is not significant in the way that remov-
ing it from the game would not affect the ability of the player to play the game.

In addition, it is important to point out that all games are ludic to a cer-
tain extent, but not all games are narrative or simulative. If we look at Table
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Table 2
A Matrix of Learning in Computer Games

Narrative Rules Play

Ludic game

Spacewar! (1962) 1 1

Tetris (1985)

(single player) 1 1 1

Super Mario Brothers 3
(1988)(single player) 1 1 1 1

Narrative game

Myst (1993) 1 1 1 1 1

Grand Theft Auto:
San Andreas (2004) 1 1 1 1 1

Final Fantasy VII (1997) 1 1 1 1 1

Simulation game

The Sims (2000) 1 1 1 1 1

World of Warcraft (2004) 1 1 1 1 1 1

Multiplayer game

Counter Strike (1999)
(multi player) 1 1 1 1 1 1 1

EverQuest (1999) 1 1 1 1 1 1 1 1
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2, it can be concluded that all four categories require the learning of play in
a constructive manner.

It can be seen that narrative games have more complicated world and thus
stories, while simulation games tend to have complex rules. However, we
should notice that a narrative game, which features highly rich narrative like
an adventure game would not have been called a game if not for the puzzle
incorporated into the game. It can be said that narrative games are abstract
ludic games clad with rich story environments, so that as players solve the
puzzle of the game they also enjoy revealing the story in the game.

Similarly, simulation games would have been called a simulation, if there was
no play element in them. Even in games without a goal, the players would con-
struct their own goals and engaged in a ludic activity. This type of game does not
attempt to tell a story; instead they could be used to construct a story. Story telling
is usually not intrinsic in the game itself, but arises from the game playing.

EDUCATIONAL GAMES AND USABILITY

In his recent work, Gee (2003) described gaming as a complex social
practice where computer game players engage in high order thinking that
requires complex cognitive effort. The overarching idea is that players learn
to participate in new domains by playing computer games. They learn to
make sense of new areas, not only on their own, but also by engaging with
their peers, discussing, and sharing information. Thus games could be a tool
for educational purposes (Rieber 1996, 2000).

One of the most quoted research papers, when it comes to game-based
learning, is probably that of Malone (1980) where he emphasised the three
essential characteristics of good computer games, which he identified as:
challenge, fantasy, and curiosity. Furthermore, Prensky (2001), the pioneer
in educational games, identified six additional principles for good game
design. We will look at usability issues in the next section.

Usability and Computer Games
One of the most famous usability methods is heuristic evaluation pro-

posed by Nielsen (1994). He proposed a list of 10 heuristics originally
developed by Molich and Nielsen (1990), which aimed to ensure that usabil-
ity is taken into account in general interfaces. However, Nielsen’s 10 revised
heuristics, as popular and general as they are, do not stretch far enough to
cover educational systems fully (Kaur & Yusof, 2002).

Following him, a lot of effort has been done in expanding/developing
heuristic evaluation so that it is applicable to other areas, including e-learn-
ing. In their study, Kaur and Yusof (2002) claimed that educational systems,
in order to be successful, must have all their usability problems addressed
before the students have access to them. This ensures the students can fully
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concentrate on the learning tasks, without their attention being diverted to
usability problems of the system. Ardito et al. (2004) produced a set of spe-
cific guidelines for the evaluation of e-learning systems. They support that
the educational system must not overwhelm the student. So students can be
fully engaged in the learning content, the interfaces must be well designed.

In fact, the study of computer games has been approached by usability
experts. Various design methods such as player-centred design, player test-
ing, usability and playability are being explored. For example, there is a call
for early involvement of players in scenario studies for game design.
Microsoft Game Studios study play-testing during game development by
treating game design as an exploration of a design space, as research, by way
early prototyping, playing, play-testing (Davis, Steury, Pagulayan, 2005).

Some are using HCI methods to help game design and evaluation that could
hopefully benefit the game industry. Federoff (2002) for example attempted to
generate heuristics and usability guidelines for the creation and evaluation of
fun in video games. According to his initial findings, the three focal aspects of
video game playability are (a) interfaces (controls and display), (b) mechanics
(game interaction), and (c) gameplay (problems and challenges).

Desurvire, Caplan, and Toth (2004) developed a method, known as
Heuristic Evaluation for Playability (HEP) as a comprehensive set of heuris-
tics for playability. The HEP heuristics were based on the current literature
and reviewed by several playability experts and game designers.

Heuristics and Guidelines
Drexler (1986) defined “Heuristics” as “Rules of thumb used to guide

one in the direction of probable solutions to a problem.” Heuristics and
guidelines are used in all walks of life, helping to focus the inexperienced
user on the tasks in hand. In the case of game-based learning, the heuristics
will ensure that game designers (or other stakeholders) are able to rely on
previously conducted research to produce better games in terms of usability
and learning. Using heuristics can prove to be cost effective, as it reduces the
need to carry out several rounds of evaluation and usability testing. Guide-
lines help the designer focus on the end user and not let personal pride get
in the way of designing a useable end product.

STUDY 2: USABILITY GUIDELINE DEVELOPMENT

In this study, we used the typology developed earlier as a guide to con-
struct a set of design/evaluation guidelines for game-based learning. The
understanding of the fundamental attributes of games and the learning the-
ories associated with them is significant so that during the development of
the guidelines, we place equal importance in the game as well as its learn-
ing. We believe that the typology provides a direction to the construction
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of guidelines because:
• games have their own design issues and problems, which are quite dif-

ferent from conventional work-based software;
• game studies reveal certain aspects (such as social and narrative) of

games which must be taken into account when designing games; cur-
rent studies on game usability tend to overlook these; and

• it’s important to understand learning theories underlying each game
aspect for our focus is educational games rather than exclusively enter-
tainment games.

The approach followed in this study included an extensive literature
review in the area of computer games, HCI, learning, and usability. The
development of an initial set of guidelines was based on the reviewed liter-
ature where each initial guideline was extracted from at least one academic
paper read. The development of the guidelines also included a card sorting
exercise for their classifications, an affinity diagramming exercise for the
reduction and further refinement, heuristic evaluation for their validation
and test of robustness, and finally a rephrasing activity to fine tune the word-
ing of the final set of the guidelines.

Methods
1. Initial guidelines development: The study began with an extensive

literature review of numerous academic papers on the areas of
games, learning, usability, and general HCI topics. From the review
of the literature, an initial set of 60 guidelines was established.

2. Card sorting: Once the initial set of guidelines was in place, a card
sorting (Shneiderman 1992) activity was performed to better cate-
gorise them. Twenty two participants (consisting of 11 males and 11
females, all between the ages of 20 and 36) took part in the card
sorting activity. All had taken a course in HCI, and some had spe-
cific interest in computer games and/or e-learning. They also had an
average of three hours/week experience in game playing.

Each of the participants was provided with a pack of 60 cards. Each card
carried one of the guidelines. The participants were then asked to put the
cards into groups that made sense to them, and to give a heading to each
group, as they saw appropriate. The results from the card sorting activity
were then fed into EZSort, a freely downloadable cluster analysis software
application from IBM.

3. Focus group: Once the card sorting activity was analysed, a focus
group activity was scheduled to help revise the 60 guidelines and
their groupings. This enabled us to further refine the categorisations
we obtained through the card sorting exercise.
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In this experiment, the 60 guidelines from the card sorting session were
printed out and stuck onto the wall into the 15 categories produced by the
EZSort cluster analysis.

In the focus group, the objectives of the activity were explained to the six
participants: go through all the guidelines in their current location, suggest
headings, relocate guidelines to categories that they felt would more appro-
priately incorporate the specific guideline, review guideline content in order
to remove duplicate, merge similar guidelines and finally suggest rewording
to guidelines they felt were worded misleadingly or ambiguously. This exer-
cise resulted in a second revised version of our guidelines.

4. Heuristic evaluation: Fourteen participants were recruited for this
exercise: seven males and seven females, of ages ranging from 19
to over 36. Most had very good knowledge of HCI, although two
were recruited on basis of their keen interest in games. The game
chosen to be used for the evaluation of the guidelines was “The Lost
Army of Fu-Shi” (business studies) (2005).

This experiment was conducted in the following way: first, before they
were shown the guidelines, each participant was allowed five minutes of ini-
tial browsing of the game interface. Then, each participant was asked to
play/browse the game as much time as needed for them to decide whether each
one of our guidelines was met, not met or “not applicable” in the game inter-
face. They were then asked to rate, from 1 to 5, the ease of interpreting each
of the guidelines and asked to suggest rephrasing of any of the guidelines they
felt were not clear or might be ambiguous. At the end of the evaluation the
experts were asked if they believed any of the guidelines were not relevant for
the evaluation of game-based learning. The postquestionnaire concluded the
evaluation session, with participants sharing their views on the activities just
performed, as well as their feelings on the game’s usability metrics.

5. Guideline rephrasing: Five participants took part in the activity
which, building on the results of the heuristic evaluation, was
designed to finalise and where necessary rephrase the guidelines to
improve their clarity. This exercise resulted in a third and final ver-
sion of our guidelines.

Findings
The complete guideline (see Appendix 1) is broken down into six cate-

gories, four of which are based on the typology developed earlier. The play
category deals with the play element of games, which includes user experi-
ences and user skills as well as game challenges. The rules category deals
with the game rules, that is, the structure and control of the game. It ensures
that the game structure is designed properly to provide enough controls to
the players. The narrative category is mostly about audio and visual infor-
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mation as well as the players' immersion into the storyline while the social
category enables the way two or more players interact if social interaction is
an important feature of the game.

Two extra categories, interface and learnability, are necessary due to the
focus of the guidelines on educational games. The learnability category of
guidelines also ensures that two types of learning – learning the game itself
and learning the subject matter – are designed properly to ultimately
improve the learning of the specific subject matter.

Discussions and Conclusions
This article employed a systematic approach for the development of

guidelines for the evaluation of game-based learning. This was done by uni-
fying existing guidelines in the areas of games, learning, usability, and
human-computer interaction to ensure a better learning experience for the
game-based learner. The development of the guidelines was achieved by an
extensive literature review that spanned the areas mentioned previously and
ensured that the final set of guidelines is backed up by at least one piece of
published or acknowledged study or research.

Furthermore, a new matrix of usability was created due to the unique
nature of computer games. In fact, many see computer games as a special
type of software whose design is often treated differently from convention-
al software or groupware (Dyck, Pinelle, Brown, & Gutwin, 2003). Thus it
is rational to assume that computer games have their own usability issues,
which need to be handled separately. Although some work has been done in
this area, these HCI approaches tend to overlook the work from classic com-
puter game studies, namely ludology and narratology. Most notably most of
this work tends to focus on gameplay and mechanics, giving lack or no
emphasis on the narrative and social aspect of games.

By reviewing the vast amount of literature on ludology and narratology, as
well as several learning theories, we create a new usability measure for game-
based learning, which served as a foundation for our guideline development.

Apart from the contribution through the new guideline for game-based
learning, this article highlights an important issue that deals with computer
game studies. Learning that happens in computer games is described
through three components – play, rules, and narrative – with behaviourist
and constructivist learning theories. Based on the learning theory and game
component matrix, 10 games are analysed to identify the learning process
and thus categorise them through the learning process within the games.

There are a number of possible ways in which this work can be extended:
• By including more games in the analysis to identify more categories or

subcategories in the typology. As pointed out earlier the creation of our
typology was driven by an expert evaluation we conducted on 10
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games, an empirical study on player behaviours in learning computer
games can also be carried out to further refine our typology.

• The validity of our guidelines can be further enhanced by comparing the
findings from our heuristic evaluation with user observations.

• Currently there are 60 guidelines, as this might be too many to make the
heuristic practical in the industry, additional classification techniques
could be used to reduce this number further and prioritise their importance.
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