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ABSTRACT 

This dissertation aims to integrate various learning approaches, i.e., multiple 

literacies, experiential learning, game-enhanced learning, and global simulation, into an 

extracurricular module, in which it remodels traditional ways of teaching input, specifically, 

the lexical- and grammatical-only approaches of business English at a private university in 

Bangkok, Thailand. Informed by those approaches, a game-enhanced simulation was 

specifically designed as an experiential space for L2 learners to experience the dynamic and 

real business contexts of language use. A strategy-simulation video game, RollerCoaster 

Tycoon 3 Platinum (RCT3), was selected and used in the implementation of the pilot course. 

The game was embedded in a global simulation of two amusement park companies – where 

students worked in groups of five to form characters and socially interact with others. The 

global simulation involved learners in a sequence of gnere-based (e.g., memoranda and 

business presentations) and technology-based tasks (e.g., using Gmail, Google Docs, and 

LinkedIn). Ten second-year students from five disciplines – Accounting, Logistics 

Engineering, Technology and Creative Business, Logistics Management, and Airline 

Business Management, participated in the study. Within this game-enhanced simulation, it 

turned out that each student simulated the role of a department head that was relevant to her 

or his discipline, for example, department heads of Financial Management, Technical Service 

Management, Customer Relationship Management, Legal and Operations Management, and 

Human Capital Management. The findings show that the learners’ interactivity within the 

gameplay depicted the pedagogical affordances of RCT3 for a business English simulation, 

that is, exploratory interactivity, goal-orientedness in gameplay, goal-orientedness for 

roleplaying, and emergent narratives. The data present how this videogame features an 

interplay between two game perspectives – ludology and narratology. That is, ludic 

affordances in RCT3 could be activated in a narrative system: meaningful personal or 
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emergent narrative by well-designed global simulation tasks. The simulations were 

established through students’ interpretation and creativity in gameplay and roleplay as related 

to their disciplines. Moreover, the game-enhanced simulation appeared to provide learners 

with an effective social context for promoting global English development and professional 

identity formation, which moved them beyond the learning practices of traditional 

coursebooks and classroom settings. Students of the study had opportunities to use 

professional Discourses related to their disciplines as ways to establish their desired identities 

within the simulated global workplace. 
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CHAPTER 1 

Introduction 

In the current era, increasing in mobility and the ubiquity of global technologies and 

communication networks have resulted in a heightened interest in multiculturalism and 

multilingualism. Second language (L2) education is therefore challenged to reconceptualize 

the notions of literacy and communicative competence to meet the practices of the inherent 

complexity of social and linguistic factors (Kern, 2014; Kramsch, 2014; Lo Bianco, 2014; 

Lotherington & Ronda, 2014). Among education scholars, literacy is no longer defined as 

conventional and static practices, but rather as manifold and dynamic ways in which people 

read, write, compose, exchange, and communicate information through multimedia and 

multimodal forms (Black & Steinkuehler, 2009; Coiro, Knobel, Lankshear, & Leu, 2008; 

Cope & Kalantzis, 2013; Reinhardt & Thorne, 2011; Thorne, 2013). Literacy education must 

also account for new forms of language characterized by linguistic and cultural hybridity, 

pragmatic unpredictability, and semiotic uncertainty. In this manner, new L2 pedagogies need 

to give more recognition to the impact emerging from those new and multiple literacies as 

well as social practices. A pedagogy with the potential to make salient new literacy practices 

needs to focus on how to help L2 learners use, interpret, and participate in specific discursive 

systems from the position of a certain social role (Kern, 2000; Kramsch, 2006; New London 

Group, 1996). In this manner, the discursive practices need to be understood through 

experience and contextualized action of complex communication. Experiential learning offers 

learners opportunities for literacy development and active engagement while engaging in 

communicative activities. Global Simulation is one educational approach that can enable 

learners to learn through experience (Dupuy, 2006; Michelson & Dupuy, 2014). Hence, for 

this dissertation, these approaches of new literacy or multiple literacies, experiential learning, 

and global simulation, were integrated into L2 learning practices in order to provide learners 
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with the opportunity to experience complex situations using global language and technologies 

that they are likely to encounter in the real world.  

New Literacy and Multiple Literacies 

 With the rise of internet technologies and the global connectivity they enable, scholars 

and educators have attempted to develop new paradigms of language teaching, which 

leverage learners’ linguistic and cultural repertoires as resources for new literacies. A seminal 

work in this area is a pedagogy of multiliteracies proposed by a group of education scholars 

called the New London Group (1996). They argue that the four curricular components – 

situated practice, overt instruction, critical framing, and transformed practice – have the 

potential to help learners develop communicative competence in understanding, producing, 

and interpreting various multimodal texts in using language in the real world. These paradigm 

shifts in literacy education also have significant impacts on L2 research and teaching. Kern 

(2000) indicates that a pedagogy of multiple literacies “can clear a path to new levels of 

understanding of language, culture and communication” (Kern, 2000, p. 16). Within this 

pedagogy, he points out that literacy involves interpretation, collaboration, conventions, 

cultural knowledge, problem solving, reflection, self-reflection, and language use. He defines 

literacy in L2 education as: 

The use of socially-, historically-, and culturally-situated practices of creating and 

interpreting meaning through texts. It entails at least a tacit awareness of the 

relationships between textual conventions and their contexts of use and, ideally, the 

ability to reflect critically on those relationships... It draws on a wide range of 

cognitive abilities, on knowledge of written and spoken language, on knowledge of 

genres, and on cultural knowledge. (Kern, 2000, p. 16) 

More recently, Lotherington and Ronda (2014) also suggest a paradigm shift they 

describe as “communicative competence 2.0,” which would meet the revolution of language 
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and communication practices in the world of digitally global environments. The four trends, 

which the authors propose implementing in the classroom, include multimedia competency, 

collaborative communication, agentive participation, and multitasking competencies. In other 

words, language teachers ought to bring in multiple digital platforms in the classroom to 

enhance authenticity of communication and learners’ digital practices as ways of 

accomplishing particular social goals, enacting certain social identities, and developing 

collaborative work from the classroom to the global community. In this way, learners are 

agentive in their own learning with multitasking competencies by producing and interpreting 

texts as well as participating in social communication for collaborative discussion and 

assessment.   

Global technologies have given rise to digital literacies as new social practices for 

communication and affiliations (e.g., video or text chat, social networking, fanfiction writing, 

microblogging, and social gaming through massively multiplayer online games (MMOGs). 

These technology-mediated practices need to be brought in the 21st century classroom to 

expose learners to new visions of real world tasks – multimodal and multifaceted tasks – for 

discursive practices and identity dispositions (Coiro et al., 2008; Lai & Li, 2011; González-

Lloret & Ortega, 2014; Reinhardt & Thorne, 2011). For example, Thomas (2013) designed 

his Business Communication course – a blended learning course --with the implementation of 

a variety of communication technologies (e.g., videoconferencing software Adobe Connect, 

the 3D multiuser virtual environment (MUVE) Second Life, the collaborative mind-mapping 

application Bubbl, a web-based project management application Smartsheet, and a 

presentation application Prezi). In his technology-mediated course, Bubbl and Smartsheet 

were used for the course introduction and brainstorming for the entrepreneurial business 

ideas. Prezi was used for developing presentation skills as well as business language and 

communication. For the final phase as reflective learning, learners met the instructor and 
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classmates in Adobe Connect and Second Life for giving the final presentation and receiving 

feedback and comments. Through these digital literacies and practices, learners in the study 

had opportunities to engage in collaborative and learner-centered communicative activities. 

In particular, they improved their language abilities by noticing, error repair, and self-

correction within digital spaces. The findings further presented that these students 

experienced an increased sense of social presence and agency when interacting with others by 

positioning themselves as a language user through an avatar in the virtual world. 

Experiential Learning in the L2 Classroom 

This dissertation promotes experiential learning in the L2 classroom. The emphasis is 

not on academic learning, but rather on direct experience in doing things and contextualized 

actions as the primary source of learning. Experiential learning, according to Keeton and Tate 

(1978), is defined as:  

Learning in which the learner is directly in touch with the realities being studied. It is  

contrasted with the learner who only reads about, hears about, talks about, or writes  

about these realities but never comes into contact with them as part of the learning  

process. (p. 2) 

David Kolb (1984), an experiential learning theorist, explains that “learning is the process 

whereby knowledge is created through the transformation of experience” (p. 38). It includes 

understanding abstract concepts and applying in diverse situations. Kolb’s experiential 

learning theory is described as a dynamic view of learning represented by a four-stage 

learning cycle in which the learner “touches all the bases” (p. 39) (i.e., experiencing, 

reflecting, thinking, and acting). It is a recursive process in which the learner encounters a 

concrete experience before reviewing and reflecting on the experience. These reflections are 

then assimilated and transformed into an abstract conceptualization with implications for an 

action and ideas for future actions. The learner then actively tests or tries out what he or she 
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has learned – which in turn enables him or her to create new experiences. This learning 

process is the combination of grasping (i.e., concrete experience and abstract 

conceptualization) and transforming experience (i.e., reflective observation and active 

experimentation). The figure of Kolb’s experiential learning cycle is presented as follows.  

 

Figure 1 Kolb’s (1984) Experiential Leaning Cycle 

Many fields of study have implemented experiential learning in learning practices and 

training situations (e.g., business team-building seminars, medical and nursing internships, 

math and science classes). In L2 education, project-based and task-based learning become 

experiential when learners engage in sequenced phases of exposure, participation, 

internalization, and dissemination (Brown, 1987; Knutson, 2003). Projects or tasks that are 

challenging, communicative, and meaningful and that include those four phases can provide 

direct experience for learners to negotiate language use, social meaning, and their own 

shifting identities in a new culture. Ellis (2000) and Long (2015) argue that tasks in the L2 

classroom with experiential learning need to be informed by sociocultural concepts, which 
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emphasize the influence of cultural artifacts and mediational means such as language on 

experience. Learners must co-construct the activity they engage in through social interactions 

and the zone of proximal development (ZPD) – a developmental stage where learners interact 

with a mediational artifact or with someone in order to achieve something that they would not 

have been able to achieve on their own (Vygotsky, 1978). Within the ZPD, learners come to 

the point where they are able to perform tasks, first with assistance, then independently. In 

this manner, they are drawn into the ways of thinking, doing, being, and meaning making for 

learning and experiencing. González-Lloret and Ortega (2014) suggest considering 

simulation and gaming aspects as an experiential space for direct experience and use of 

specific language. For example, an online virtual world Second Life can provide experiential 

learning as students create avatars and identities and interact with native speakers of a 

language through voice chat, text messaging, and virtual representations. They have 

opportunities to create a sense of reality and agency through avatar-embodied characters 

traveling around the virtual world – wherein the language is used to meet and talk with other 

avatars (Gánem-Gutiérrez, 2014; Lin, Wang, Grant, Chie, & Lan, 2014; Thomas, 2013). The 

videogame 911 Paramedic provides experiential learning for players by exposing them to 

specific discourses and positioning themselves as a paramedic who responds to the call of a 

simulated accident or emergency and works through the case. Players develop their skills in 

medical treatment and triage through a process of trial and error; they can see what would 

happen when they did the wrong thing for the patients in their gameplay (Clem & Simpson, 

2008). These examples of a virtual world and video gaming exemplify spaces of experiential 

learning for learners to engage in synthetic environments with the use of specific discourses 

as well as symbolic competence. In this manner, the desired identities are developed beyond 

the classroom setting.  
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Another potential benefit of experiential L2 approaches relates to investment in 

learning meaning that students want to learn and practice the target language (Knutson, 2003; 

Parks, 2000; Spruck-Wrigley, 1998). In experiential learning, learners contribute a great deal 

of time, effort, energy, and resources (e.g., language, education, money, and social 

interaction) to their developed skills, knowledge and confidence. A case study by Parks 

(2000) illustrates that when learners worked hard and invested themselves in a task on a 

project with short documentary-style videos in English, their sense of agency and positive 

perception as successful language learners were developed. Norton (1997) states that 

learners’ investment in tasks involves issues of agency and sense of identity:  

I have used the term investment to signal the socially and historically constructed 

relationship of learners to the target language and their sometimes ambivalent desire 

to learn and practice it. ... The construct of investment conceives of the language 

learner as having a complex history and multiple desires. An investment in the target 

language is also an investment in a learner’s own social identity, which changes 

across time and space. (p. 411) 

Norton’s work suggests that through their investment in experiential learning, learners change 

and develop into speakers of a new language by becoming participants in a new social 

community. Their language learning is driven by the desire to negotiate social meaning and 

their shifting identities.   

Global Simulation 

One way of realizing experiential leaning in instructed L2 educational contexts is 

through global simulation. A global simulation entails the construction of an imaginary, but 

culturally grounded world, in which learners roleplay in a specific sociocultural context. 

Magnin (1997) argues that global simulation is different from other kinds of simulation such 

as functional simulations provided by many language textbooks which are limited to one 
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specific situation, concrete dialogs and language patterns. Rather, global simulation provides 

L2 learners with a context “where a world is constructed using a foreign language in a playful 

atmosphere” and where experience, learning, and culture are interconnected (Magnin, 1997, 

p. 55).  

 For Vygotsky (1967), roleplay or play creates a ZPD. He argues that “in play a child 

is always above his average age, above his daily behavior; in play it is as though he were a 

head taller than himself” (Vygotsky, 1967, p. 16). In other words, play can develop a child’s 

mental functioning as a process of projecting an ideal self or a regulating individual. 

Vygotsky gives the example of two sisters who pretend to be sisters in their play. In order to 

play at being sisters, children consciously focus on the concept of sisterhood as the rules of 

how sisters interact together. He states, “What passes unnoticed by the child in real life 

becomes a rule of behavior in play” (Vygotsky, 1967, p. 9). In this way, the ZPD is generated 

through play, and it is thus a way to act out new identities. Therefore, the rules for behavior 

in everyday life are performed and experienced through play or roleplay. In a global 

simulation, the roleplay performed by learners is informed by the ZPD.  

 Global Simulation provides learners opportunities for scaffolded assistance to 

complete tasks through interactions between the instructor and students as well as among 

students (Levine, Eppelsheimer, Kuzay, Moti, & Wilby, 2004). In other words, learners 

create imaginative characters and take on the roles related to a particular social context (e.g., 

a company, a hotel, or an apartment building). During simulation, they are motivated to find 

out more about their simulated characters and jobs associated with the existing social worlds, 

which they do by exploring how to enact certain discourses, multiple literacies, and practices 

in order to represent their roleplaying identities (Dupuy, 2006; Levine, 2004; Magnin, 1997; 

Michelson & Dupuy, 2014). For example, Michelson and Dupuy (2014) implemented a 

multiliteracies-based Global Simulation for the teaching of French. A global simulation was 
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situated in an apartment building where learners created French and francophone characters 

and interacted socially with each other through multiple Web 2.0 tools (i.e., Moodle modules, 

Facebook, Eyejot, and Google Docs). This global simulation provided learners opportunities 

to use different discourses for roleplaying (i.e., primary to secondary). The primary discourse 

was used to describe self, lifestyle, routines, and activities whereas the secondary discourse 

was used for civic and professional life. Through these multiple literacies, learners of the 

study established social identities in this simulated world.  

Accordingly, global simulation is a potential approach that provides learners with 

experiential learning through a global project or a series of real world tasks. The 

implementation of global simulation in the classroom not only increases learners’ 

engagement in learning but also develops their communicative and intercultural competence 

(Dupuy, 2006; Levine, 2004). Therefore, linking global simulation with pedagogies of new 

literacy can advocate the socio-cultural situatedness of global language in L2 learning in 

which learners participate in digital literacies and specific discourses as a way to shape and 

construct their alternative identities in the simulated situations. For this pedagogical 

integration, we as teachers must first identify global language and recognize potential global 

technologies as social practices that learners will be likely to encounter in the real world. 

Global simulation can be used as a sociocultural space for L2 learners to perform and 

experience certain discourses and literacies as well as understand alternative identities within 

a multifaceted community. In this manner, learners will have opportunities to develop many 

kinds of competence including linguistic, symbolic, and intercultural competence, authentic 

language, as well as having a sense of agency and investment in L2 learning.  
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Goal of the Dissertation 

This dissertation aims to integrate multiple literacies, experiential learning, game-

enhanced learning, and global simulation) into an extracurricular module which offers an 

alternative to traditional ways of teaching (i.e., lexical- or grammatical-only approach). The 

setting of the study is an English as a foreign language (EFL) program which focuses on 

business English at a private university in Bangkok, Thailand. Informed by these approaches, 

the game-enhanced simulation was specifically designed as a simulated social space for L2 

learners to experience the dynamic and real life contexts of language use. A strategy-

simulation video game RollerCoaster Tycoon 3 Platinum (RCT3) was selected in this 

implementation of the pilot course as an experiential space for business English learning. The 

game was embedded within a global simulation of a workplace context where learners were 

encouraged to play the role of a professional in a virtual company by using English language 

within a series of technology-mediated tasks (i.e., Gmail, Google Docs, and LinkedIn).  

Research Questions 

The larger question framing this dissertation is: How did Thai learners’ engagement 

within the game-enhanced simulation mediate their use of professional discourses and 

performance of alternative identities as speakers of English? To address the main research 

questions, I aim to examine learners’ motives, actions, and interactions within the gameplay 

and roleplay through interviews with learners and learning artifacts. The learners’ 

engagement and performance within this pilot thus constitutes one of the two interrelated 

studies in the dissertation: 1) a study of the pedagogical affordances of RCT3 gameplay for a 

business English simulation, and 2) a study of the use of professional discourses and 

expression of identities in a game-enhanced simulation. Hence, the research questions of this 

dissertation include:  
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1. What were the pedagogical affordances of the simulation-strategy game RCT3 for 

a business English simulation? 

2. How did the game-enhanced simulation provide a space for learners to engage in 

professional discourses and develop themselves as English-speaking professionals 

in their respective fields? 

Chapter Overview 

Chapter 1 presents the background of the study with a brief overview of the main 

concepts of L2 pedagogies; multiple literacies, experiential learning, and Global Simulation, 

as the rationale for a paradigm shift for a learning context in Thailand.  

Chapter 2 presents the contextual background of the study. The situation of teaching 

Business English as a global language at the university is portrayed with the tensions between 

the university mission and the regional and global competitiveness in employment. The 

chapter further presents how the paradigm shift is needed in this university by presenting its 

connection with the larger trends in policies and practices across the Asian region and 

worldwide.  

 Chapter 3 reviews relevant literature which situates the implementation of business 

English simulations for experiential learning. The concepts discussed within the chapter 

include current aspects of the teaching of business English, Global Simulation, and game-

enhanced learning.  

 Chapter 4 presents the pedagogical affordances of RCT3 gameplay for a game-

enhanced simulation.  Interview data were examined inductively to reveal learners’ motives, 

actions and interactions within their gameplay and roleplay. The game affordances were the 

focus of the findings; they represented language learning practices within a synthetic space 

for experiential learning and the development of agency. 
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Chapter 5 discusses a case study of how three learners participated in a roleplay 

through a series of real world tasks in the global simulation with the aim of enabling them to 

begin to develop an identity as a professional and a global English user. The learners’ 

artifacts as well as interviews showed how they reproduced professional discourses and 

developed a second language self as English-speaking professionals.  

Chapter 6 presents the discussion of the findings for the two interrelated studies. It 

further discusses implications for L2 pedagogies, limitations of the dissertation, and 

suggestions for future research.  
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CHAPTER 2 

Learning Business English in Thailand: 

Contextual Background of the Study 

The present study aims to introduce a game-enhanced simulation that provides 

experiential learning and discursive practices of Business English. It was presented as an 

extracurricular module at a private university in Thailand, in which participants were asked to 

connect gameplay with out-of-game tasks as part of a global simulation. My intent was to 

bring in this approach to enable my learners to go beyond the level of notions and functions 

in the textbook into the global language of business because, over the past decade, English as 

a global language has had an impact on policies and practices across the Asia-Pacific region 

(i.e., China, Hong Kong, Japan, Korea, Malaysia Taiwan, and Vietnam) (Nunan, 2003). 

English is used as a vital tool for economic, educational, and technological advancement for 

international competitiveness. In this chapter, I look at the situation of Business English 

language instruction at a particular private university in Thailand, and consider how it 

intersects with these larger trends, and the ways in which that manifests in the current 

curriculum and in the pilot project developed for this dissertation. 

English Language Teaching in Thailand 

Thailand is one of those countries in which the spread of British and American 

cultural influence has been driven at the policy level and has thus been following the 

Western-model of education since 1800 (Darasawang, 2007; Pimpa, 2009). Around 1900, 

English became a compulsory subject in schools and started in Grade 4 when students are 

eight years old. The teaching methods were grammar-translation and aural-oral. In the mid-

90s, the country encountered the financial collapse of the Thai Baht and a burden of foreign 

debt and attuned to the tensions of economic globalization around its industrializing 

neighbors in Southeast Asia. This severe economic crisis led to the reforms of all systems in 



26 
 

 

the nation (e.g., finance, governance, and education). Educational restructuration occurred at 

all levels to develop Thai learners with more global capability. Their proficiency in English 

needed to be improved to meet the demands of the globalized economy. Accordingly, the age 

at which English was a compulsory subject in primary schools was lowered to seven; 

moreover, English curricula were designed to be more functional and practical for 

communication (Chalapati, 2008).  

In 2015, Thai educators developed a curriculum to produce graduates that would be 

competitive for employment with regard to the agreement of the Free Flow of Skilled Labor. 

This agreement was set out between the Association of Southeast Asia Nations (ASEAN) 

Economic Community (AEC). It was a fully-fledged way to promote economic and social 

cooperation across the region for a globally competitive single market with a free flow of 

goods, services, investments, and workforce. The potential benefits are greater for those AEC 

citizens who are more fluent and proficient in English and other universal languages (e.g., 

business, technology, engineering, and tourism). Therefore, Thailand is presently taking into 

account the effects on higher education by paying more attention to the concept of 

globalization or internationalization in the Thai context. Thai educators place greater 

emphasis on cultivating a globally skilled workforce as well as learners’ English proficiency 

(Bhumiratana & Commins, 2012; Darasawang, 2007; Noom-ura, 2013).  

 Today, Thailand is one of the top 50 economies worldwide because it is easy and 

comfortable for Thai and foreign investors to do business there (the World Bank, 2015). 

However, a recent report from the Bangkok Post (James, 2015) shows that the English 

proficiency of Thai learners is relatively low for the competitive single market with other 

AEC citizens. Average scores on the Test of English as a Foreign Language (TOEFL) and 

International English Language Testing System (IELTS) are 76 out of 120 and 5.3 out of 9, 

respectively. Results from another test, the Education First English Proficiency Index (EF 
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EPI), which is an open online placement tests for anyone all over the world, led a reporter to 

conclude that Thai adults have poor English skills, since they scored an average of 45.35 out 

of 100, which makes them the third worst in Asia. Singapore, Malaysia, and India topped the 

list with an average score of 61.08, 60.30, and 58.21, respectively. These EF EPI scores 

denote economic and social indicators of earning power, innovation, and connectivity (EF 

Education First, 2017). This worrying situation caused by poor English skills could prevent 

Thailand from becoming a hub for international education among ASEAN and Thai 

graduates to compete in contemporary intercultural workplaces. Hence, the Thai educational 

system needs to be developed and internationalized to prepare learners for an increasingly 

competitive global era, especially at the regional level. Particularly, the causes of English 

education failures, including poorly-trained teachers, low-motivated learners, insufficient 

practice using English outside of class, rare opportunities for experiential learning in English 

classes and exposure to the language outside of class, and lack of confidence in using 

English, need to be understood and solved pragmatically (Dhanasobhon, 2006; ONEC, 2003; 

Noom-ura, 2013).  

Above all, English language teachers in Thailand and Thai institutions of higher 

education are confronted with how to enable learners to learn and practice the language so 

that they can better compete in a global market. One of the changes across the country for 

English language development in education at the tertiary level is to standardize English 

foundation courses by mandating 12 credits or 4 courses to complete the Bachelor’s degree. 

These courses focus on developing social language and academic language as well as 

communicative competence. Each university has to design the first two courses for 

foundation English and the other two for teaching English for specific purposes (ESP) (e.g., 

English for Medicine, English for Engineering, and Business English). The content of these 

ESP courses is developed by faculty in the particular discipline. At the tertiary level, the time 
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allocated for English generally covers 3-4 periods per week with each period ranging from 

50-70 minutes (Darasawang, 2007). The present study focuses on a course developed in this 

model at a private university, The University of the Thai Chamber of Commerce (UTCC) in 

Bangkok, Thailand. This university follows the commission on higher education by offering 

two English foundations for first-year students and two Business English courses for students 

in second year, which were developed by UTCC faculty. These English courses address the 

university’s stated slogan, “Business Smart,” by aiming to foster learners’ knowledge of 

written and spoken English for global business. The next section discusses the university 

mission in more depth, before turning to the course syllabus, which was the foundation for 

the project described in this dissertation.  

“Business Smart” 

 The University of the Thai Chamber of Commerce (UTCC), where this dissertation 

research was conducted, is a private non-profit university in Bangkok, Thailand. As presented 

on its website, the university was originally known as the College of Commerce, founded by 

the Thai Chamber of Commerce in 1940 to provide business and economics education to 

Thai youth (UTCC, 2015). At present, UTCC offers Bachelor’s degrees in Business 

Administration, Accounting, Economics, Humanities, Science and Technology, 

Communication Arts, Engineering, Law, Entrepreneurship and International College, as well 

as Master’s degrees (e.g., business administration, innovative entrepreneurship, commerce 

and business law) and Doctoral degrees (e.g., in logistics and economics).  In the 2016 

academic year, the total numbers of students enrolling in Bachelor’s degrees was estimated at 

4,300. Most students were Thais in both normal and international programs. The total 

numbers included international and exchange students from diverse countries worldwide 

studying in the international college (e.g., Cambodia, Vietnam, Myanmar, Laos, China, 

Brazil, Japan, South Africa, Congo, and the Netherlands). Half of the students were studying 
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in the Business School; Marketing, Finance, and Logistics Management were the top three 

most popular majors. Humanities and Accounting were ranked second and third, with 

approximately 700 and 600 students, respectively among the university’s enrolled students. 

With a small minority, there were only 60 students enrolled in law this academic year.    

 The university’s stated mission is “Business Smart” – a phrase which indicates that 

students in each of the majors will be prepared to compete in the global business market 

through enhancing their knowledge of business, foreign cultures, customs, languages and 

ideas. The Dean of International College expressed on the university’s website: 

Motivated by forces of internationalisation, our trade, industries, businesses and 

management now require a labour force that is equipped with higher specialised 

skills. The diffusion of innovation in trade means that our students must understand 

more about foreign culture, customs, religion, languages and ideas so as to be ready 

for the real business world. It is therefore important that we foster an international 

environment within our university. (UTCC, 2015) 

All curricula provided by the university integrate business theories and professional skills that 

are targeted at current trends in the international and regional business market. For example, 

recently developed curricula offered to meet the demands of the new economy include 

Entrepreneurship, Logistics Management, Logistics Engineering, Airline Business 

Management, and a Global MBA. As presented on its website: 

In the highly competitive and rapidly changing environment, our curriculums are 

incessantly improved and developed; furthermore, new curriculums such as Logistics 

Management and Global MBA are offered to meet the demands of the new economy. 

(UTCC, 2015) 

The university seeks to prepare learners to be competitive in the AEC labour market and 

beyond. Furthermore, UTCC promotes a Hybrid Learning System: a combination of e-
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Learning and Face-to-Face classroom instruction to prepare students for global technology 

and economy. The university’s website depicts the importance of modern technology for e-

commerce, e-business and e-transactions that “have enhanced well-established companies to 

expand beyond their national territories, threatening the survival of local businesses that are 

less prepared” (UTCC, 2015). Hence, students who are accepted to the four-year Bachelor 

degree courses are provided with a free laptop computer or an iPad. Instructors are expected 

to effectively use these tools in their classrooms and curricula.  

Business English at the University 

 In the scholarly literature focusing on English as a Second or Foreign Language, 

Business English is a recognized area of ESP (Dudley-Evans & St John, 1998; Nickerson & 

Planken, 2016). Business English is defined broadly as “any interaction, written or spoken, 

that takes place in English, where the purpose of that interaction is to conduct business” 

(Nickerson & Planken, 2016, p. 3). Beyond this broad definition, approaches to Business 

English can differ in their particular emphasis. For example, some focus on genres of 

institutional discourse common in business settings (see Bhatia, 2008), such as business 

reports, letters, memorandums, advertisements, promotions, job applications, and public 

relations. Others use principles of Intercultural Rhetoric to teach cross-cultural 

communication as well as the sociocultural context of production and interpretation of the 

text (see Connor & Rozycki, 2012). Because the motivation to teach Business English often 

relates to the language’s role as a lingua franca, some have focused on varieties of Business 

English, which exhibit different discursive features and discours strategies that real business 

people use to communicate across the globe (see Nickerson, 2012). As Pennycook (2007) has 

argued, Global Englishes and cultures are bound together with translocal and transcultural 

flows which offer various forms of communication and alternative identities in globalized 

worlds. Especially in East Asia, MacArthur (2003) suggests that English could even be 
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considered as an Asian language because it has been indigenized in the vastly socioeconomic 

life of people. The different patterns of Business English as they have evolved in Japan and 

China are connected to particular histories of economic growth and the pedagogies that have 

developed with them. That is, Japan’s Business English is closely associated to the 

development of American Business Communication whereas China’s development of 

Business English is more localized (Bargiela-Chiappin & Zhang, 2012).  

 Combining the Commission on Higher Education with Business Smart, the 

compulsory English curriculum offered by UTCC focuses on Business English, not General 

English for colloquial language. It requires learners to complete two English foundations (6 

credits) and two Business English courses (6 credits) for their Bachelor’s degree. The first 

two courses provide a foundation for first-year students, namely English for Communication 

1 and English for Communication 2, which the second two courses then build upon. The 

curriculum and learning objectives were written by cohorts of teachers responsible for the 

respective course. Below is a table illustrating the four compulsory English courses and the 

coursebooks selected by teachers teaching the courses. 

Time English Compulsory Courses Textbooks 

Offered in the first year as 

foundation English  

English for Communication 1 Business Plus :Preparing 

for the workplace 

(Helliwell, 2014) 

English for Communication 2  

Offered in the second year 

as Business English  

English for Communication 3 Business Objectives 

International Edition 

(Hollett, 2006) 

English for Communication 4 

 

From their course outlines, the English foundation courses aim to develop communicative 

English in everyday life, especially in business contexts (e.g., greeting, socializing, taking 

part in small talk, and introducing oneself). The coursebook used for these courses at the time 

of the study was Business Plus: Preparing for the Workplace (Helliwell, 2014). According to 
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the publisher’s website, Cambridge University Press, the book is “a three-level, integrated-

skills, business English course, from A1 (false beginner) to B1 (pre-intermediate) levels.” It 

provides learners with language used in English-medium workplaces in Asia. The lessons and 

activities within the book are related to basic grammar (e.g., present and past simple tenses, 

present perfect tense, modal verbs, some or any, and countable or uncountable nouns), 

vocabulary acquisition, and typical business situations (e.g., at the airport, types of office, 

business phone calls, meeting and greeting, customer services, and entertaining in the 

business world). These foundation courses focus on the communicative activities in generally 

appropriate ways to communicate straightforward ideas and short conversations with 

everyday speaking and listening skills in the workplace. At the end of these four courses, 

learners are expected to be able to express their opinions on business-related topics, get main 

points, give presentations, and report the main points of assigned reading and listening 

passages.  

  The second two courses offered for second-year students – the courses which this 

dissertation focuses on – are mandated as ESP, that is, Business English. The aim of these 

courses is to develop learners’ English language skills for business communication in the 

workplace. These courses integrate key communicative functions with more work-related 

tasks and complex texts. A variety of business genres are introduced in the classroom –

including greetings in business, business telephoning, writing business emails, writing 

memoranda, presenting products, comparing products, making a complaint and dealing with 

it, describing trends, being interviewed, writing a résumé and a letter of application, and so 

on. In this dissertation, English for Communication 3 was studied and redesigned for the pilot 

course. The tasks were created based on the communicative functions already presented in 

the course. Below is an excerpt of the course description and target performance.  
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Course Description 

This course is designed to improve student’s four skills for business interaction in 

everyday life and in various cultural contexts. The course contents consist of such topics as 

telephoning, presenting business information, describing trends, memorandum and emails. 

Students also practice reading business news and articles for main ideas and details. External 

reading and self-study through ‘Tell Me More’ program are required.                    

Target Performance 

- Reading business news and articles for vocabulary, comprehension and main ideas. 

- Writing e-mails, memorandum and describing trends. 

- Telephoning and presenting information on topics assigned. 

- Listening to the instructor or to the audio CD for main ideas and details.         

 

The textbook used for the courses at the time of the study was The Business Objectives 

International Edition (Hollett, 2006), which provides learners with models of English 

language used for business interactions in today’s international marketplace. On the website 

of the publisher, Oxford University Press, the description states that this book follows a 

functional syllabus based on key areas of business interactions, for instance, telephoning, 

meeting, giving a presentation, and socializing. It includes “the systematic coverage of basic 

language structures and skills, combining these with new contexts, exercises, listening 

material, and communication activities using North American English” (Oxford University 

Press, 2016). Grammatical features with the basics structures and tenses (e.g., countable and 

uncountable nouns, present and past simple tense, present continuous tense, present perfect 

tense, prepositions with time, question forms, and adjectives and adverbs) are provided for 

learners at the lower-intermediate level. The publisher further states: “The student-centered 

approach invites learners to draw on their own professional experience in activities and 
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discussions” (Oxford University Press, 2016). The contents within the book are presented 

with typical business vocabulary, such as consolidated profit and loss accounts, reviews of 

activities and operations, staff changes and restructuring, dealing with customer complaints, 

the launch of new products, financial results and figures, and so on. Audio files of dialogs are 

provided for listening practice with mostly North American voices and a wide range of non-

native accents. The transcripts are provided in the textbook itself. 

Based upon my experience of teaching and using this coursebook, the Audio-Lingual 

method and Interactionist models of L2 teaching seem to prevail in The Business Objectives 

International Edition (LaBelle, 2011; Larsen-Freeman, 1986; Saville-Troike, 2006). This 

book seems to follow the Audio-Lingual method because vocabulary and main activities 

featured in the book emphasize dialogues and drills with the same formats (i.e., answering 

comprehension questions, filling in blanks or charts, matching the explanations to the correct 

items, and some information exchange tasks). The substitution drill is predominantly 

provided for language practice by allowing learners to repeat language patterns from the 

dialogs (e.g., how to explain sales figures and results, and phrases of dealing with customer 

complaints) and then replacing a word or phrase in the pattern with given words. Those 

dialogs, passages, and figures are particularly contextualized through business and cultural 

information. This represents the Interactionist or the Social Constructivist model by teaching 

language through conversation, contextualization, and real thematic content (LaBelle, 2011). 

In other words, this book contains a variety of business communication and contexts 

integrated into the functional framework (e.g., the impact of Google, the rise of IKEA, the 

strategy of Harley Davison, the growth of Johnson and Johnson, and the History of Nissan 

Motor Company). It seems to expose learners to the input through noticing the language use 

in each thematic chapter and then practicing business interactions through activities that are 

provided. Accordingly, this textbook tends to offer a product-oriented approach which 
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primarily asks learners to imitate sample language and structures and produce them on their 

own, rather than a process-oriented approach, which might focus on how learners engage in 

authentic, real world language as they collaborate with others and engage in tasks and 

problems (Litz, 2005; Tok, 2010).  

 In addition to the textbook, supplementary materials focusing on the business 

memorandum genre were produced for the course by the same group of teachers designing 

and teaching this course. According to personal correspondence with the instructors, these 

materials were created due to the fact that memoranda are commonly used in real workplaces 

in both paper and email forms. The objective of these materials and associated lessons is “to 

develop students’ ability to write a well-organized memorandum using the accepted and 

suitable expressions and general formats studied” (see Appendix B). The content includes the 

definition and purpose of a business memorandum as well as samples of its parts (i.e., the 

heading, introduction, body, and conclusion). This is followed by exercises related to the 

content, which come in two forms – fill in the blanks and multiple choice.  

 With class sizes of more than 3,000 students in each year, summative assessments in 

the EFL courses are restricted to two standardized examinations administered as a midterm 

and a final exam. Both examinations are multiple-choice tests. The following are sample 

questions from the exams:   

1. Thai Logistics PCL has set up a number of overseas________ in Indonesia, 

Malaysia and Singapore. Most of its ________, especially blue-collar workers, are 

local people. 

   1. branch offices, CEOs  

                   2. branch offices, employees  

   3. domestic markets, volunteers          

                   4. domestic markets, logistics dealers  

 

2. If you want to be a good _______, you need to listen to your team and treat 

everyone equally. 

       1.  manage    2.  manager 

  3.  management   4.  Managing 
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3. A: Although the company has no-smoking policy, most of our ________ don’t     

         follow the rule. 

    B: I think the rule must be made clear before our company ________ new staff.  

         We don’t want serious smokers to join our organization.           

       1.  employers, employees  2.  employment, employ 

  3.  employs, employment  4.  employees, employs 

 

 

The questions presented above test students on the discrete knowledge provided in the 

textbook (e.g., fixed grammar, vocabulary, and discourse patterns).  Each question on the test 

is written within a business context, but focuses on only one point of the language at a time. 

Learners are asked to distinguish between words and their meanings to supply a correct one 

in the sentences. This way of testing represents learners’ knowledge as items and acquisition 

of the patterns of the language, rather than the knowledge of social and cultural actions and 

interactions with dynamic forms. 

   According to the university’s mission, all curricula designed with economic and 

business principles, including compulsory English, aim to help prepare students for economic 

globalization and to be competitive in single market in the region; however, because of the 

large class size and the resulting standardized assessments, the teaching methods of Business 

English do not go beyond traditional ways of drills and repetition based on the coursebook. 

Textbooks – rather than students’ needs when they graduate or authentic materials – seem to 

play a large part in how teachers designed the curriculum and how students learn and practice 

the language in class. While the university goal Business Smart suggests a curriculum that 

would foster Business English as a global lingua franca and promote real-world interactions, 

the EFL curriculum and its standardized assessment does not go beyond discrete and 

grammar-oriented knowledge. It is shaped by the language provided in commercial textbooks 

rather than what real business people say and write across the world (i.e., intercultural 

interaction) and how this impacts global market and industry.  
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Towards Applied Business English 

 Johns (1980) divides Business English into two categories – Academic Business 

English and Applied Business English. Academic Business English involves the language 

presented in textbooks and instructional materials with simplified or unauthentic texts. 

Business English at UTCC is taught with this approach through limited and discrete-point 

models of language presented in commercially produced materials. In this way of learning, 

students learn the language that has little to do with real business communication. Applied 

Business English, on the other hand, presents the ways real business people use the language 

in real letters, reports, and other forms of communication as well as intercultural 

communicative competence. There is considerable evidence of the disparity between these 

two approaches. In other words, researchers have found that the language presented in 

Applied Business English is much more complex and multifaceted than Academic Business 

English presented in the books in terms of linguistic features, language registers, styles, 

discursive practices, and genres (Bjørge, 2012; Gain, 1999; Li So-mui & Mead, 2000; 

Nickerson, 2005; Nelson, 2006; St John, 1996; Williams, 1988). For example, as Bjørge 

(2012) found in her study, the expressions of disagreement presented in textbooks were 

incompatible with the real language used in the presentations by graduate students in a 

Norwegian university. These students used more mitigated disagreement (e.g., yeah but, I’m 

sorry but), and supporting arguments in the actual communication.  

  Many scholars in the field suggest that Business English students need to be 

immersed in a wide range of business settings to develop communication and dynamic forms 

of everyday business situations, in diverse discourse domains, genres, and media in order to 

acquire Applied Business English (see Bhatia, 2008; Belcher, 2009; Cheng, 2008; 

Flowerdew, 2011; Johns, 2011; Myskow & Gordon, 2009; Nickerson & Planken, 2016; 

Paltridge, 2013; Zhang, 2007; Zhu, 213). If language use in globalized contexts is 
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characterized by linguistic and cultural hybridity, pragmatic unpredictability, semiotic 

uncertainty, as Kern (2014), Kramsch (2014), and Pennycook (2007), among others, have 

argued, then students working in a global market also need to be prepared to adjust to 

complex and dynamic situations. This is at odds with the current Business English course at 

UTCC, which tends to treat language as fixed patterns and items, which are assessable in the 

multiple choice tests. A contention of this dissertation is that this might create a situation in 

which learners miss out on opportunities to develop their fluency and proficiency in ways 

which would help them to compete with other nationals in the AEC job market after 

graduation – in other words, they might not be meeting the very goals the university claims to 

help them meet. 

 The motivation behind this study is thus a call to remodel the Business English 

curriculum and instruction in a way that better addresses the university mission and prepares 

learners to successfully communicate in more complex situations of global English that they 

are likely to encounter in the real world. The present study considers what a curriculum that 

promotes authentic communication and emphasizes the development of global English in real 

world workplaces might look like by developing a pilot project that integrates global 

simulation practices and digital gaming in order to provide more dynamic communicative 

contexts and more varied models of English language use than they typically encounter in the 

classroom. At the same time, the pilot project aims to provide learners with more 

opportunities to shape their identities as developing English-speaking professionals in their 

respective fields. This contributes to the field of EFL, especially ESP, as well as the 

curriculum development for the university in this study by responding to the need for a shift 

from Academic Business English to Applied Business English. The research examines the 

implementation of an extracurricular module which reforms conventional ways of language 
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teaching and learning in a context of Thailand, by integrating multimedia, promoting 

collaborative communication, and fostering agentive participation.  

 In the chapter that follows, I provide a more thorough summary of the relevant 

literature on Business English. Secondly, I look at Global Simulation as a pedagogical 

framework which allows for meaningful, complex interactions in a pedagogical environment 

and consider its applicability as a means of fostering Applied Business English. I will then 

review literature on game-enhanced language learning, with a focus on gaming as an 

opportunity for experiential learning and situated meaning making.  
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CHAPTER 3 

Literature Review: 

Business English Simulations for Experiential Learning 

This dissertation aims to reform the business English curriculum at UTCC by 

considering L2 pedagogies of new literacy, global simulation, and game-enhanced learning in 

order to provide learners experience with global business language. Informed by these 

pedagogies, a game-enhanced simulation was developed to provide an experiential space for 

learners to have opportunities to use professional language and form imagined identities, 

which they will encounter in the job market of AEC when graduating. This chapter discusses 

current issues and studies on aspects of teaching business English, Global Simulation, and 

game-enhanced language learning, which help frame this pilot study. The chapter mainly 

presents ways of how to teach business English by going beyond the level of notions and 

functions to the authentic language within dynamic and sociocultural contexts of use in the 

era of globalization. The game-enhanced simulation is developed as a new learning approach 

at UTCC in order to bridge the gap between the classroom setting and professional practices. 

In what follows, the recent issues and studies of business English instruction, Global 

Simulation, and game-enhanced learning are presented.  

Aspects of Teaching Business English 

 Business English refers to the teaching and learning of English with specialized 

linguistic and discursive features used in business settings and communication (Dudley-

Evans, 2000; Paltridge & Starfield, 2012; Swales 1990). Recently, Business English is seen as 

socially situated actions and is shaped by the sociocultural context of production and 

interpretation of the text, communicative purposes, audience’s needs, expectations of the 

particular discourse community, and genre systems (Bhatia, 2008; Flowerdew, 2009; Myskow 

& Gordon, 2009; Paltridge, 2001, 2013). The pedagogical focus might be a text-first or a 
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context-first approach. Teachers can begin with linguistic features or focusing first upon the 

social actions, rhetorical contexts or professional practices in which texts from the genre 

appear (Bhatia, 2008; Myskow & Gordon, 2009). Cheng (2009) suggests that teachers can 

design context-building activities by having students carry out ethnographic investigations of 

social and cultural context and explore insiders’ views in which texts occur. In this way, 

students have opportunities to read as a writer by considering the writer’s perspective and 

purpose, examining the audience of the text, and predicting what rhetorical choices the writer 

will make. Johns (1980) categorizes business English into Academic Business English and 

Applied Business English. Academic Business English is the language presented in textbooks 

and teaching materials whereas Applied Business English presents the ways real business 

people use the language for work. Many studies show the mismatch between these two types 

of business English, explaining that the language actually used by businesspeople is much 

more complex and multifaceted in terms of linguistic features, registers, styles, discursive 

practices, and genres (Bjørge, 2012; Gain, 1999; Li So-mui & Mead, 2000; Nickerson, 2005; 

St John, 1996; Williams, 1988). In other words, Academic Business English curricula have 

been criticized for an idealized version of language as well as limiting the complexity of 

business discourse. Many scholars suggest teaching business English with a focus on Applied 

Business English as a way to allow learners to understand the global language in the real 

world of work (Bhatia, 2008; Flowerdew, 2009; Nickerson & Planken, 2016; Tardy, 2009).  

Applied Business English includes realistic professional discourses that people 

produce to perform social actions and accomplish associated goals. Professional discourse is 

“language produced by a professional with specialist training to get something done in the 

workplace” (Kong, 2014, p. 2). Linell (1998) argues that professional discourse can be 

divided into three categories: intraprofessional discourse, which is discourse within a specific 

profession; interprofessional discourse, which is discourse between individuals from 
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representatives of different professions; and professional-lay discourse, which is 

communication between lawyers and their clients. Professional discourse is thus goal-

oriented with regard to the relationship between language and context. Moreover, it is based 

on intertextuality or a web of related discourses. Intertextuality takes place “where one type 

or genre of text (either spoken or written) is used by writers or speakers to construct, support, 

or co-create another type of text” (Nickerson & Planken, 2016, p. 11). For example, an email 

message may refer to a previous message or a previous finance committee meeting while a 

progress report may refer to a financial report or a business presentation for stakeholders. 

This interconnected nature of communication, called genre sets or networks, is used in daily 

practices by a group of professionals to construct and interpret texts within their community 

(Bhatia, 2004; Devit, 1991; Nickerson & Planken, 2016; Tardy, 2009). Furthermore, Charles 

Bazerman (1994, 2002) argues that texts from a particular genre set can be found in related 

texts by other professionals associated in the same field. He proposes the idea of a genre 

system, which refers to the interrelated genres or several genre sets that people construct and 

use in an organized way within a specific setting. Thus, a genre set is the collection of types 

of texts produced by a specific group of people in a community, whereas a genre system is 

comprised of many genre sets of people that work together in an organized way. Bazerman 

defines the system of genres as: 

 [T]he full set of genres that instantiate the participation of all the parties – that is the 

 full file of letters from and to the client, from and to the government, from and to the 

 accountant. This would be the full interaction, the full event, the set of social relations 

 as it has been enacted. It embodies the full history of speech events as intertextual 

 occurrences. (Bazerman, 1994, p. 99).  

From these notions of genre sets and systems, the teaching of business English at UTCC 

before the pilot curriculum presented in this dissertation seems to introduce language as items 
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or materials by focusing on Academic business English presented in the coursebooks rather 

than presenting the language with the genred activity system of discourses and social actions.    

  Moreover, Bhatia (2005) suggests that business English should be taught through 

different levels of genres (e.g., advertising or promotional genres, reports, and introductions), 

across disciplines (e.g., law, accounting, management, marketing, and economics), and 

subdisciplines (e.g., annual reports, project reports, sales reports, and memorandums). In this 

way, learners have opportunities to learn and experience professional language and practices 

within the genre systems of work that happen in daily life. Moreover, Bhatia advocates that 

specific disciplinary skills should be integrated in the business English course (e.g., drawing 

diagrams and interpreting graphs in the field of economics, investigating the needs of 

customers in marketing, and doing calculation-based reports in accounting). Such activities 

allow learners to experience and understand certain goals of business communication and 

particular professional activities in the realities of language use. Bhatia (2008) argues for 

bridging the gap between the ideal world of the language classroom and the real professional 

world by focusing on authentic professional discourses as well as practices and cultures in the 

teaching of business English.  In this manner, learners can extend the scope of global 

language they will encounter in the real world workplace. Bhatia (2008) says: 

 In order to fully appreciate and understand the implications of one of the key 

 questions in the analysis of professional discourse, that is, ‘why do these professionals 

 use the language the way they do?’ one needs to integrate the analysis of professional 

 genres with professional practices and cultures. (p. 169) 

Bhatia further suggests that the way to understand professional practices has to be viewed 

through interdiscursive exploitation of linguistic and other semiotic resources within socio-

pragmatic space. This can be done by considering manifold discourses and actions which are 

outside the boundaries of a particular professional activity. In this way, learners can fully 
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understand how businesspeople perform to accomplish their work aims as well as how they 

use language as a resource to facilitate their professional practices (e.g., how corporate 

disclosure documents combine the accounting discourse with financial accounting, banking 

and investment, business law, financial gap analysis).  

Identity is an important aspect for business English learning. Hyland (2015) argues 

that when we produce texts, discourses, and practices within a specific community, we also 

shape and construct an identity which can be both different from and similar to those of its 

members. He explains:  

The community’s collaborative practices do not just crush users into conformity but 

are also the options which allow writers to engage in a community and perform an 

identity. In other words, identity is what makes us similar to and different from each 

other. (Hyland, 2015, p. 33) 

In his genre study, Hyland found how genre can be seen as community processes, rather than 

as products of wider society. That is, genre helps maintain the norms and sophistication of a 

particular community and represent the performance of certain kinds of identities. Bazerman 

(1994, 2002) suggests that people develop an identity by participating in recognizable social 

situations and genred activity systems, for example, they identify themselves as partisans who 

give strong support to a political party by reading multiples newspapers or other information 

sources that aggregate information from intertextual records of polls, interviews, research 

files in libraries, and newspaper archives. Therefore, “identity and practice mirror each other” 

(Sachs, 2003, p. 126). In other words, a professional identity can be determinedly and 

strategically projected in discourses by an expert or novice member in order to present how 

he or she perceives, interprets, and acts within a specific context. Hence, learners should have 

opportunities to experience professional discourses and practices related to disciplines (e.g., 

business, engineering, law, and accounting) as the ways to understand how to develop an 
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alternative identity within a specific domain (Flowerdew, 2010; Bhatia, 2004). Accordingly, 

business English learners need to be involved in business discourses, practices, and cultures, 

especially systems of business genres in the learning practices in which they have 

opportunities to perform a professional identity by immersing in those business situations and 

communicative acts of professions. Therefore, this dissertation aims to offer UTCC learners 

opportunities to experience and see complex professional discourses and genres as embedded 

in systems and begin to understand the discursive practices and complications of the 

professional world. The pilot study used the gaming embedded with Global Simulation as a 

means of creating situated learning and the possibility for complex discourses and systems of 

genres. 

Global Simulation 

 One pedagogical framework with the potential to immerse learners in the dynamic 

systems of global business is Global Simulation. It entails the creation of a fictitious, but 

culturally grounded world in which learners take on imagined character roles by performing 

certain discourses and identities within the simulation (Dupuy, 2006; Levine, 2004; 

Michelson & Dupuy, 2014). Ken Jones (1982) defines a simulation as “reality of function in 

a simulated and structured environment” (p. 5). He states that a simulation must contain three 

essential characteristics: a reality of function, a simulated environment, and a structure. The 

representation of reality is simulated around interactive and immersive learning experiences 

and structured by problems for learners to find solutions and make decisions. A simulation 

used for L2 teaching is usually designed for a short period of time, in a day or a few class 

days. Global Simulation is intended to involve language learners in the realistic environment 

assembled with a sequence of tasks or small projects in a long-term of the teaching practice. 

It expands a way to form a representation of a reality of function in a simulated and 

structured environment, for example, a hotel, an apartment building, a museum, or a 
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company. Within a global simulation, learners experience and use the simulation discourse 

‘cohesive and functional language’ by nature, as Jones (1982) claims that “simulations and 

language are virtually inseparable” (p. 7). The language use in simulations encompasses 

cohesive relations through a variety of genres (i.e., analysis, discussion, argument, report, 

questioning, negotiation, explanation, problem solving, and decision making). The language 

is functional for learners to perform specific discourses to achieve goals of communication 

within specific situations. For instance, Dupuy (2006) used a global simulation called 

L’Immeuble, which means “the apartment,” to teach French by having learners take part in 

activities that simulated being residents in the same apartment building. Within the 

simulation, students had opportunities to enact as a speaker of French who engaged in 

everyday conversations that a person would encounter (i.e., small talk about weather, asking 

for a favor, receiving phone calls, posts on the apartment building blog, writings left on a 

door or in a mailbox, and announcements). Levine, Eppelsheimer, Kuzay, Moti, and Wilby 

(2004) created a global simulation situated in a museum to teach German language and 

culture. The simulation provided learners opportunities to perform a sequence of tasks for 

designing their virtual museum exhibits on a website (i.e., creating their exhibits, designing 

and carrying out interviews, and communicating with overseas e-pals). In the simulation, 

learners positioned themselves as a German speaker as well as a museum exhibit designer 

through the use of genres (e.g., interviews, emails, webpages) and the descriptive discourse 

about museum exhibit and German culture. In these two studies, the researchers found that 

the learners immersed in the global simulation had more motivation and engagement in L2 

learning and developed experiential learning with intercultural communicative competence. 

In this manner, a global simulation “allows to move away from a linear, sequential, formulaic 

approach to learning about the target language and cultures” (Levine, 2004, p. 34).  
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 Global Simulation is a potential approach for experiential learning that can move 

away from idealized discourse (e.g., Academic business English to the authenticity of 

communication and real language use – Applied Business English). Learners participating in 

Global Simulation take on discourses in their complexity, not as isolated tasks, from primary 

to secondary, from private to public (Michelson & Dupuy, 2014), especially to professional 

(Levine et al., 2004; Magnin, 1997). In this way, Global Simulation provides a space for 

learners to experience global language of business through the use of professional discourses, 

in which they have opportunities to perform as a speaker of global English – as a way to 

fashion professional identities within the simulated and structured business environment.   

 In this dissertation, I created a global simulation situated in a company to provide an 

experiential space for learners to use business English and the professional discourse within a 

dynamic system of work. A strategy-simulation video game RollerCoaster Tycoon 3 

Platinum (RCT3) was connected with out-of-game tasks as part of the global simulation. It 

was used as a virtual space for learners to experience professional practices related to the 

economics and dynamics of an amusement park business. In gameplay, players have attempts 

to grow the best business and balance investments, expenses, revenues, and resources (e.g., 

money, time, rides, landscape, and staff) by strategizing the gameplay in their own ways. In 

this dissertation, the implementation of the game-enhanced simulation for business English 

was informed by pedagogical principles in gaming that are presented as follows.  

Game-Enhanced Language Learning 

 In education research, the potential benefits of video games have been studied and 

discussed by scholars and researchers for applications in formal learning (Aldrich, 2009; Gee, 

2007, 2009; Prensky, 2001; Reinhardt, 2013; Reinhardt & Sykes, 2014; Shaffer et al., 2005; 

Squire, 2006, 2008; Van Eck, 2006). Those studies present many pedagogical principles 

embodied in games, which make games engaging and effective for learning. In this chapter, 
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five key principles in games are discussed for the implementation in this pilot study: features 

of simulation games, goal orientation in games, situated learning in games, video gaming and 

identity, and game-mediated interactions.  

Features of Simulation Games  

Simulation games, including those that are stand-alone and those that are part of a 

virtual world, provide players with a simulated world and learning goals which are 

encompassed by experiential and playful elements in gameplay. Distinct from other game 

genres (e.g., adventure, action, role-play games or RPGs), simulation games focus on 

planning, tactics, and management of a city, farm, business, or daily life tasks. The aspects of 

simulation games are usually open-ended and sandbox-like; in other words, they do not have 

endgame or win states (Juul, 2005; Reinhardt & Thorne, 2016). Players play these games 

through the player interface (e.g., keyboard, mouse, or other input devices), the system 

content (e.g., maps, buildings, communities, graphs, and chemical process), and the feedback 

and results (Aldrich, 2009). These aspects make the gameplay engaging with aesthetics and 

overall experiences (e.g., awards, simple and challenging situations, cool graphics, futuristic 

designs, and interactive levels). Pedagogical elements merged with the game include 

scaffolding, coaching, and references to make gameplay effective. An increasing number of 

studies indicate that commercial simulation games have potential benefits for experiential 

learning in different disciplines, in which they can be integrated into the existing curriculum. 

For example, many video games provide interactive and immersive learning experiences for 

players, wherein they can enhance awareness of real-world topics and transferable content. 

The builder games like the Civilization series and the tycoon-style games allow players to 

develop higher-order thinking skills when they analyze economy and values, govern models, 

probe, negotiate, and estimate benefits in gameplay (Aldrich, 2009; Charsky, 2010; Pagnotti 

& Russell, 2012). The simulation Shakshouka Restaurant from the My Money website 
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developed by the Hebrew University of Jerusalem was designed for 8-12-year old learners to 

experience a restaurant business with concepts of cost, price, and profit (Barzilai & Blau, 

2014). The videogame SimCity was used as a supplement for lessons on sustainable ecology 

for a 7th and 8th grade class to help learners gain more understanding of the content by 

designing a sustainable virtual environment through the game (Clem & Simpson, 2008). The 

Markstrat simulation game can be used for teaching marketing management. This game 

provides a real and dynamic models of a business organization and competitive markets for 

players to develop understanding of strategic marketing concepts and procedures and 

improve marketing management skills through the experiences of gameplay (Ranchhod, 

Gurău, Loukis, & Trivedi, 2014).  

In the area of L2 education, many simulation games provide learners with the 

opportunity for immersion in linguistic, cultural, and task-based settings. For example, in 

deHaan’s (2005) study, a videogame that simulates playing Japanese baseball offers rich 

authentic language spoken by three native Japanese announcers featured in the game. The 

study presents how an American male who was studying Japanese improved his listening and 

reading comprehension and kanji Japanese character recognition through his gameplay. This 

game also provided benefits from repeated exposure to vocabulary in rich contexts, the ability 

to pause the game to attend to the language, and the simultaneous presentation of aural and 

textual language, which all helped to learn the target language. Purushtoma (2005) found that 

The Sims provided an engaging environment for the study of everyday L2 vocabulary. With 

different languages provided, players in the study could play The Sims in their first language 

for scaffolding and then play the game in the L2 version to learn the vocabulary as a means of 

translation. This game also enhanced players’ incidental vocabulary acquisition with relevant 

realistic contexts in the forms of images and animations. Miller and Hegelheimer (2006) 

further found that The Sims could facilitate learning grammar, vocabulary, and culture. 
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Adding supplementary materials that were connected to the gameplay enhanced learning. 

Above all, these simulation video games seem to expose learners to vocabulary related to the 

game contexts. Sitzmann (2011) used meta-analytic techniques to examine the efficiency of 

simulation games from 55 research studies and found that the use of simulation games can 

increase declarative knowledge, procedural knowledge, retention, and self-efficacy. However, 

the results show that the learning effectiveness from simulation games can be enhanced when 

learners are actively engaged during gameplay. Furthermore, the games should be used as 

supplementary tools rather than using them as the main instruction. In this dissertation, the 

simulation RCT3 was not treated as the central activity for learning, but provided a set of 

situated experiences encompassing the economics and dynamics of a fictional amusement 

park business. This video game might offer learners experience in investments and managing 

resources (e.g., money, time, rides, landscape, and staff).  

Goal Orientation and Feedback Mechanisms in Games 

Many videogames promote goal orientation to develop specific skills in the gameplay: 

“it aligns player-driven goals with game-driven goals by scaffolding gameplay and offering 

players choices, which imparts player agency” (Sykes & Reinhardt, 2012, p. 20). In gaming, 

players master the control and movement to complete multiple tasks or scenarios by 

negotiating, interpreting, and constructing meaning of play through in-game contexts 

composed of rules and narratives. In this way, they make their own choices, strategize their 

play, and take actions based on their abilities to define goals, develop the skills necessary to 

reach them, reassess abilities, and choose how to interact or not interact with the game in 

their own ways. Good games provide scaffolding in gameplay by allowing players to collect 

knowledge, skills, and resources, which they can retrieve and use when needed. Sharritt 

(2010), Reinhardt (2013), and Sykes and Reinhardt (2012) state that learning takes place 

when the gaming environment is designed well for players to create the ZPD. In this learning 



51 
 

 

process, players are involved in individualized and contextualized assistance at just the right 

time through in-game mediated-tools (i.e., charts, graphs, textual hints, or other organizing 

systems to continue progressing the game and completing in-game tasks). Games work 

within the players’ ZPD supporting the move between what a learner can do independently 

and what he or she can do with assistance. Through scaffolded interactions with, through, and 

around games, players come to the point where they are self-regulated to use tools, deal with 

feedback and employ metacognitive strategies in their own way to control their playing and 

learning.  

Feedback mechanisms play an important role in the scaffolding by triggering learning 

and stimulating players to take up new tasks during gameplay. These mechanisms are 

provided frequently and meaningfully at the right time, amount, and level, with complex 

feedback loops to stabilize challenges, engagement, and motivation. In this way, players 

experience and deal with feedback systems – fail states, discernibility, positive and negative 

feedback, and social interaction. The in-game feedback helps balance difficulty between 

boredom and too much difficulty can affect the learner’s sense of engagement and flow of 

learning experience. With the goal orientation and scaffolding in the game, players develop a 

sense of agency to create their own experience and construct meaning in gameplay.  

Situated Learning in Games 

In gameplay, players use problem-solving and decision-making skills as a way to 

express their ideas like experts or professionals. In this way, they gain a set of situated 

experiences to develop new ways of thinking, knowing, and being, so as to be active 

constructors of meanings with their own goals, motivations, and ambitions in the game world 

(Gee, 2007, 2009; Eck, 2006; Prensky, 2001; Shaffer et al., 2005; Squire, 2006, 2008). 

Following Squire (2006, 2008), most contemporary videogames provide an interactive 

immersive environment and designed experiences which allow players to perform a story and 
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event in the virtual world. For example, in the Civilization series, they can play the role as a 

leader in world history by leading his or her citizens to build cities, use natural resources, 

engage in trade, and fight wars. In this colonial simulation, they can develop a sense of how 

and why civilizations grow and fade as well as how revolutions evolve as the products of 

connecting geographical, social, economic, and political forces. Within the simulation 

Supercharged! developed by a team of MIT researchers, players can enrich values, identities, 

and ways of thinking of a professional physicist by participating in the world of 

electromagnetism (Squire, 2006). Similarly, a game which simulates a business context might 

enable players to think and act in a number of roles, for example as accountants or lawyers. 

Video Gaming and Identity 

Gee (2007) argues that learning involves taking on and playing with identities in a 

way that game players have real choices and take actions as they relate multiple identities. 

For example, when a player plays Grand Theft Auto: San Andreas, he or she plays the 

character of Carl Johnson, who is a black man in the violent streets of San Andreas, which 

are wrought with gang warfare. The player has many choices to make in gameplay, but has to 

complete missions. He can run over people and things, shoot, steal cars, and drive a vehicle 

anywhere. During the play, he develops visions and ideas of aspects of 1990s Los Angeles 

urban culture and experiences the racial and violent events as well as a discourse of 

masculinity. In this manner, the choices and actions in gameplay represent how the player 

performs new identities in this violent world (Squire, 2006). Gee (2007) states that there are 

three different types of identities constructed in the gaming experience – a virtual identity, a 

real-world identity, and a projective identity. The virtual world identity involves one’s 

identity as a virtual character in the gameworld, in which players engage in words, 

interactions, and actions that allow them to develop a new and certain identity in the game 

(e.g., a scientist, a racer, or a warrior). Secondly, the real-world identity refers to the real 
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identity of the game player, for example, as a school learner, a learner learning science, a 

second language learner, an Asian girl, and/or a game player. Lastly, the projective identity 

involves a bridge between one or more of real-world identities and the virtual identity during 

the gameplay. If players can bridge the relationship between these two forms of identities 

through time by their own choices, goals, and actions, they can learn from the juxtaposition 

of their real-world identities and the virtual-world identities for their understanding of 

themselves and their current and potential capacities. Related to Norton’s (1995) concept of 

investment in language learning, Gee states that learners’ investment in gameplay involves 

deep, active, and critical learning. Their investment in learning and gameplay is connected to 

their willingness to construct or change their identities and “to see themselves as the kind of 

person who can learn, use, and value the new semiotic domain” (p. 54, italics original). In 

gameplay, learners as players play the game with the sense of agency by making choices and 

actions to complete the game objectives aligning with their own goals. In this manner, they 

gain a set of situated experiences to develop new ways of thinking, knowing, and establishing 

self and new identities within the gameworld. For this dissertation, a strategy-simulation 

RCT3 was used as an experiential space for learners to make decisions and actions within the 

gameplay – that might possibly develop alternative identities as amusement park 

professionals (e.g., a tycoon, a technician, or an investor) at some point of gaming sessions. 

Game-mediated interactions 

 Video games are especially effective for learning when game-mediated interactions 

are well designed. Following Holliday’s (1978) and Kumaravadivelu’s (2006) ideas of three-

part understanding of language (i.e., ideational meaning, interpersonal meaning, and textual 

meaning), Sykes and Reinhardt (2012) propose that there are three levels of interactions in 

gaming – the ideational interactions with games, the interpersonal interactions through and 

around games, and the textual interactions about games. Most videogames provide for 
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interactions with games. This means that players learn linguistic and cultural content created 

by game designers through interacting, negotiating, and making meanings with the game. For 

example, in the gameplay of the Civilization series, players gain historical and cultural 

understanding; in SimCity, players might discover concepts of civil engineering by using 

English vocabulary in everyday lives in The Sims; and in the RollerCoaster Tycoon series, 

they experience business and economics (Eck, 2006; Purushtoma, 2005; Squire, 2006). 

Several massively multiplayer online games (MMOGs) provide the interpersonal interaction 

for players to interact with other players in affinity spaces such as in-game guild chat 

channels and game-external websites (e.g., fanfiction, FAQs, walkthroughs, and YouTube) 

(Black & Steinkuehler, 2009). In game design, the cultural, historical, and political discourses 

are provided for players to connect their understanding and experiences between the game 

worlds and the broader and current situations with the world outside, as the textual 

interactions about games. For example, in Squire’s (2008) study, the Civilization series 

helped his learners make connections with content about the conquest of Native Americans 

and the war in Iraq, which was a current event at the time.  

Interactions can be used to relate the game to a global simulation for exposing 

learners to simulated professional practices. The meanings that they constructed during 

gameplay can be leveraged as narratives for roleplaying in the simulation. Sykes and 

Reinhardt (2012) explain that games contain two perspectives on narrative; “designed 

narrative” and “personal narrative.” Game designers use designed narrative to contextualize 

gameplay, game rules and structures. Personal narrative is created when players realize 

narratives and contexts in the game through linguistic and cultural content and then have 

opportunities to negotiate, interpret, and construct meanings by creating their own stories.  

In this dissertation, these concepts of Business English, Global Simulation, and game-

enhanced learning were used to inform the pedagogical design for Business English learning. 
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A game-enhanced simulation was created as an experiential space for UTCC students to learn 

Applied Business English in a global context of business. It bridges the gap between the 

classroom and business by involving learners in professional practices in gameplay and 

encouraging them to produce professional language through a series of real world tasks using 

roleplay. In this fashion, learners can go beyond discrete language by forming systems of 

genres and discourses that real professionals genuinely use in the context of work. Moreover, 

the ways learners make choices and interactions in the gameworld and then present their 

narratives through task performance represent a means of developing identities as global 

business professionals. 

 In the next chapters, I will present my findings of this implementation of the game-

enhanced simulation for business English learning. Chapter 4 focuses on the pedagogical 

game affordances of RCT3 gameplay for experiential learning in business, which emerged 

from interview data of ten learners’ experiences of gameplay. In Chapter 5, a case study of 

three learners demonstrates how this business English simulation allowed learners to immerse 

themselves in professional discourses and perform as speakers of global English as well as 

develop alternative identities related to their disciplines.  
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CHAPTER 4 

The Pedagogical Affordances of Game-enhanced Simulation 

Introduction 

In recent years, video games have been recognized as learning environments for both 

first- and second-language learners. The potential of well-designed video games lies not only 

in that they provide players with multiple literacy resources for meaning (e.g., language, 

images, sounds, graphs, and video clips) and semiotic domains for situated learning, but also 

in that games are social spaces: communities that enable a nexus of practices (Aldrich, 2009; 

Gee, 2007; Khine, 2011; Prensky, 2001; Reinhardt, 2013; Reinhardt & Sykes, 2014; 

Steinkuehler, 2010; Squire, 2006, 2008a, 2008b; Sykes & Reinhardt, 2012; Van Eck, 2006). 

Video games can serve as experiential and interactive environments whereby players can 

develop their understanding of a particular subject, process, or situation (Prensky, 2001; 

Shaffer, Squire, Halverson, & Gee, 2005; Van Eck, 2006, 2007). Through designed 

experiences, games also allow players to engage in new practices and ways of being and 

thinking (Gee, 2007; Kim, Park, & Baek, 2009; Squire, 2006, 2008a). Examples include the 

MMOG Gersang, which exposes players to economic contexts (e.g., inflation, investment and 

international trade) in the Choseon Dynasty of Korea; Food Force, which was developed by 

the UN World Food Program to provides users with ideas for humanitarian work; and 

FarmVille, a social networking gameplay that involves farm management (e.g., plowing land, 

growing and harvesting crops, and raising livestock). In these ways, players can actively 

construct meanings and develop new identities with their own goals, motivations and actions 

in synthetic worlds. In gameplay, players practice problem-solving and decision-making 

skills as well as certain discourses in the sorts of situations the domains involve. 

Within the context of second-language (L2) education, the socio-cultural ecologies of 

texts and practices as well as games provide immense affordances for L2 use and learning 
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(Reinhardt & Thorne, 2016). Different gaming genres provide different possibilities for 

communication in situated and meaningful contexts. For example, the narrative mechanics of 

action-adventure games, like Tomb Raider and Interactive Fiction, offer learners experiential 

engagement in a cinematic context and L2 pedagogical tasks for language use (e.g., 

discussion forums and theatrical roleplaying) and the potential to develop creativity (Lacasa, 

Martínez, & Méndez, 2008; Neville, Shelton, & McInnis, 2009). Simulation games – such as 

The Sims and tycoon games – offer players the ability to engage in daily life tasks and 

encounter contextualized vocabulary items. Many MMOGs, such as World of Warcraft, 

Ragnarok Online, and Quest Atlantis, offer players language learning through quests, chat 

channels, and game-related websites (e.g., fanfiction and walkthroughs). These multiplayer 

games also serve as affinity spaces (Gee, 2007), i.e., sites of common interest and shared 

activities whereby players form new affiliations to interact with others online so as to talk 

about the typical ways of gameplay experiences. Hence, video games can become L2 

learning ecologies in that they have the potential to afford learners different environments 

and experiences for literacy and social practices. Learners can develop their literacy through 

engagement with game paratexts (Thorne, Fischer, & Lu, 2012; Walsh, 2010) – those 

provided through game designers and producers (e.g., in-game text talk, guidebooks, 

cheatbooks, mod chips, quest texts, synchronous chat channels, and email systems), and those 

created by communities of players (e.g., fanfiction, stories, and game critiques). New ways of 

using language are thus developed as learners develop their awareness of discourses and what 

roles these ways of speaking can play in communication and self-representation (Black & 

Steinkuehler, 2009; Reinhardt & Thorne, 2011; Thorne, 2013). Because different genres of 

games offer different affordances and L2 learning ecologies, language teachers and 

curriculum designers need to carefully select suitable games and understand their 

implications for educational purposes. From this understanding, educators can design game-
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enhanced activities for certain learning and align them with the curriculum and course 

content. 

In the present study, a simulation-strategy videogame – RollerCoaster Tycoon 3 

Platinum (RCT3) – was used as an experiential space for business English learning at UTCC. 

The game was selected because it encompasses the economics and dynamics of a fictive 

amusement park business in which players attempt to grow the best business with their own 

plans and decisions. The gameplay was not treated as the central activity for learning, but it 

was augmented by a global simulation to involve learners in a sequence of tasks situated 

within a simulated work setting. Particularly, I designed an extracurricular module in which 

ten Thai students were asked to participate in video gameplay and perform roleplaying tasks. 

The experiences of gameplay and roleplay were investigated to see what opportunities for 

business English learning arose through this game-enhanced simulation. In what follows, I 

present my design of game-enhanced simulation. The summary of RCT3 characteristics is 

demonstrated based on my own gameplay experience and gaming scholars’ reviews. The 

series of roleplaying tasks is also explained. 

Simulating Business 

The game-enhanced simulation designed in this dissertation aims to enrich students’ 

experiential learning by their performance of professional actions and interactions through a 

combination of gaming experiences and roleplaying tasks. RCT3 gameplay was used as a 

space in which students could engage in a sequence of situated experiences related to running 

an amusement park business. The gaming was embedded with a global simulation which 

engaged students in ways of acting, valuing, and thinking with disciplinary knowledge and 

skills. Student participants simulated roles of personnel working for a corporate owner of an 

amusement park. What follows is a summary of the RCT3 videogame used in this pilot study 

and the roleplaying tasks within a global simulation. 
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A Summary of RollerCoaster Tycoon 3 Platinum (RCT3) 

The first game in the RollerCoaster Tycoon series was developed by video game 

designer and programmer Chris Sawyer and released for Microsoft Windows in 1999 

(Wikipedia, 2016). Currently, the series comprises six games: RollerCoaster Tycoon, 

RollerCoaster Tycoon 2, RollerCoaster Tycoon 3 Platinum, RollerCoaster Tycoon 3D, 

RollerCoaster Tycoon 4 Mobile, and RollerCoaster Tycoon World. Most games in the series 

operate on PC platforms; exceptions are RollerCoaster Tycoon 3D developed for the 

Nintendo 3DS and RollerCoaster Tycoon 4 Mobile available for iPhone, iPad and iPod touch 

devices. In this study, Roller Coaster Tycoon 3 Platinum or RCT3, developed by Frontier 

Developments and sold by Atari for Windows and Mac OS X, along with expansion packs 

Soaked! (a water-park building game) and Wild! (a zoo-type theme-park building game), , 

was selected for the genre-focused course and used as part of a virtual world of 

entrepreneurial cultures and business management. 

RCT3 gameplay simulates the dynamics of an amusement park business. The goal is 

to build and grow the best amusement park by completing objectives in each scenario. In this 

series, there are three game modes to build amusement parks: Career mode (a pre-designed 

objective-based set of scenarios), Sandbox mode (a non-restrictive building mode), and 

Custom Scenario (allowing for the customization of specific gameplay elements). For the 

purposes of this pilot study, Career mode was selected for learners to experience the game 

objectives focusing on the number of visitors (who are called “guests” in the game), park 

values, park ratings (popularity and satisfaction), roller coaster specifications, and successful 

VIP visits. Career mode offers 18 scenarios, for example, Vanilla Hills, Goldrush!, 

Checkered Flag, Box Office, Fright Night, Go With the Flow, and Broom Lake. RCT3 

belongs to two game genres: simulation and strategy. Players start in a scenario with a certain 

amount of money and do their best to balance their investments, expenses and revenues, as 
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well as to manage their resources (e.g., money, time, rides, landscape, and staff) before 

moving onto subsequent scenarios. To build the best park and gain as much profit as possible, 

players must keep their guests and VIPs satisfied and entertained by constructing, purchasing 

or modifying diverse roller coasters and other rides in the park, keeping the rides inspected 

and fixed, balancing the needs of shops and facilities, creating and improving landscaping 

and plant scenery for the park’s attractiveness, and training and disciplining staff. In 

gameplay, the scenarios have three levels of objectives: Apprentice, Entrepreneur, and 

Tycoon. Players have to build and grow the park by achieving the objectives of each level. 

The excerpt below presents an example of the game objectives for the Vanilla Hills Scenario. 

It is the first scenario in which the player must complete all objectives and levels before 

moving onto the next scenario. 

Apprentice Level: 

1. Guests in park: 400. Condition can be achieved at any time. 

2. Minimum park value: $20,000. Condition can be achieved at any time. 

Entrepreneur Level: 

1. Guests in park: 500. Condition can be achieved at any time. 

2. Minimum park value: $60,000. Condition can be achieved at any time. 

Tycoon Level: 

1. Guests in park: 600. Condition can be achieved at any time. 

2. Minimum park value: $100,000. Condition can be achieved at any time. 

Players use in-game materials such as interactive icons, windows, drop-down menus, 

textual hints, images, and in-game objects. They navigate the gameworld according to the 

content and feedback mechanisms that they observe, and they participate in the game through 

the use of a point-and-click interface with a computer mouse and keyboard on a computer 

screen. They progress gameplay and complete tasks from a bird’s-eye view of events as they 
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happen. In gameplay, players choose items that are valued for their economic structure and 

success of the amusement park – including roller coasters with various excitement ratings, 

different types of rides (e.g., gentle rides, junior rides, thrill rides, water rides, and transport 

rides), a pool complex, zoos (e.g., animals and enclosures), shops and stalls (e.g., for drinks, 

foods, ice cream, balloons, hats, sun screen, and souvenirs), facilities (e.g., ATMs, first aid 

rooms, information kiosks, and restrooms), numbers of guests, VIPs, staff, path items, and 

available scenery (e.g., trees, flowers, gardens, fences, fountains, and statues). During 

gameplay, drop-down textual information shows recent situations and problems in the park 

for players to cope with and address with action. The table below presents the textual 

information provided during the gameplay. 

Sample Drop-down Textual Information Provided in RCT3  

 Drinks 4 has just broken down. 

 New attraction: Loop-O-Plane 

 Ice Cream 2 has been fixed. 

 No animal keeper can refill the troughs in Carnivore House 1, consider 

changing your keepers’ tasks or patrol zones, or hire more. Also ensure that 

the entrance of the house is not blocked. 

 Cindy the Chimp is getting very hungry. Ensure that its animal house is 

getting restocked with food by an animal keeper. 

 The enclosure attached to Viewing Gallery 3 has an excessive amount of 

dung. Ensure you have a sufficient number of animal keepers to keep the 

enclosure clean. 

 The pool connected to Generic Changing Room 1 is dangerously dirty! 

Consider using a more powerful cleaning fluid or increasing the frequency of 

mechanic visits. 

 The filters on Ship themed Changing Room 1 have become clogged. 

 Janitor 1 is lazy. Consider some training or discipline. 

 Janitor 7 is thinking about quitting. 

 Mechanic 5 has quit. 

 Mechanic 8: I’m being run ragged. 

 

Content in RCT3 contains a wide range of information about, for example, business 

management, economics, sales management, and physics (Foster, Mishra, Koehler, 2011).  

The RollerCoaster Tycoon series has been used in science pedagogy for teaching the basic 

principles of physics, such as velocity, altitude, and G-forces (Knock, 2007; Van Eck, 2006; 
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Squire, 2006). In gaming, learners control and modify in-game ratings of ride excitement, 

intensity, and nausea through the measurement of those principles. However, RCT3 exists 

first and foremost in the economic simulation-strategy game genre; hence, one of the main 

content areas addressed in its gameplay is economics, specifically microeconomic principles, 

e.g., supply and demand, or scarcity; and production-economics, e.g., managing resources 

such as money, time, workers, and space (Foster et al., 2011, p. 208). RCT3 gameplay is 

based on common business management activities, rather than on an existing film or drama 

or the literary genre of fantasy – as is the case in some simulation games. Simulation games 

are different from other games – like MMOGs, RPGs, and action-adventure games – which 

include narrative-based activities and media through the remediation of cinematic 

associations (Apperley, 2006; Van Eck, 2007). RCT3 gaming progresses experiences and 

events based on goal orientation; game scenarios start with a few sentences of background for 

each scenario and its objectives. During gameplay, players choose their own actions and 

stories as secondary phenomena from the application of game mechanics to achieve the game 

goals (Aaseth, 2004; Juul, 2001). 

The Global Simulation: Roleplaying Tasks 

In this dissertation, RCT3 gameplay was coupled with global simulation tasks to 

simulate an amusement park business. The game was used as an experiential space in which 

student participants could situate meanings from their gameplay and simulated business 

contexts. Within five weeks, the students played four scenarios of RCT3 in Career mode: 

Vanilla Hills, Goldrush, Checkered Flag, and Box Office. The global simulation of this 

dissertation was situated in two amusement park companies whereby students worked in 

groups of five to form characters and socially interact with others through communication-

based and technology-based tasks (see task details in Appendix A). These roleplaying tasks 

were designed based on the communicative functions already present in the university’s 
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curriculum for English Communication 3: communicating business information, writing 

business memoranda, describing trends, and telephoning (see an excerpt of the course 

description and target performance in Chapter 2). Ten second-year students from five 

disciplines participated in this study. They were majoring in Accounting, Logistics 

Engineering, Technology and Creative Business, Logistics Management, and Airline 

Business Management. Two virtual companies were creatively named by the students – “The 

ABET, or Amusement Park of Bangkok Entertainment in Thailand Company” and “The 

Funniest World Company.” Within the simulation, students selected to play the role of a 

department head working for one company. As it turned out, the roles chosen were related to 

each student’s respective discipline: department heads of Financial Management, Technical 

Service Management, Customer Relationship Management, Legal and Operations 

Management, and Human Capital Management. 

For the task design, I used diverse communication media, e.g., Google Docs, Gmail, 

and LinkedIn, to provide learners with opportunities for performing real world tasks 

commonly experienced in the workplace. In this manner, learners produced and interpreted a 

range of disciplinary discourses through written and spoken texts and images. In the global 

simulation, learners realized their roles as department heads by performing a series of tasks: 

creating company and personal profiles on LinkedIn, writing memoranda to the CEO (chief 

executive officer) and colleagues on Gmail, giving business presentations, and creating 

conversations for phone calls on Google Docs. They had to submit and share their work with 

me and c.c. their peers via Gmail. In the global simulation, I playacted the company’s CEO 

and helped to facilitate a collaborative atmosphere in the simulation. 

In this chapter, the conceptual framework of the study drew on two often-contrasted 

approaches to the study of video games: ludology and narratology. A ludo-narrative analysis 

helped me examine the pedagogical affordances emerging from gameplay and roleplay 
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experiences. A ludological approach was used for analyzing game mechanics, i.e., those 

related to game structure (e.g., rules, gameplay, game architecture, and feedback), whereas a 

narratological approach helped study narrative systems, i.e., those related to the story effects 

of gaming (e.g., storylines in games, cut scenes, text boxes, and player narratives). In what 

follows, I present the two approaches in terms of the debate and integrated perspectives in the 

critique of games and gaming. Together these form the basis for my analysis of gameplay 

experiences and the development of a pedagogical game analysis model for a global 

simulation in classroom practice. 

Conceptual Framework 

Ludology vs. Narratology: the Debate 

Since the beginning of the 21st century, there has been a debate between two academic 

camps, ludology and narratology in game studies, as to what is the best methodological 

approach to understand video games. Ludologists understand games as a player’s interactive 

effort through game mechanics, rules, and gameplay to maintain the flow, whereas 

narratologists view games as a form of storytelling with characters, settings, plots, stories, 

and events. A contentious interpretation of digital gaming seems to have begun with 

narratologist Janet Murray (1997), who wrote the book “Hamlet on the Holodeck: the future 

of narrative in cyberspace.” She argued that a video game was: 

 [A] kind of abstract storytelling that resembles the world of common experience but 

 compresses it in order to heighten interest. Every game, electronic or otherwise, can 

 be experienced as a symbolic drama. (p. 142) 

Murray interpreted Tetris, a tile-matching puzzle game, as “a perfect enactment of the 

overtasked lives of Americans in the 1990s” (p. 144). For her, it was a metaphor for the 

everyday workflow of Americans with tasks piling up on their desks. 
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Narratologists such as Celia Pearce, Henry Jenkins and Marie-Laure Ryan have 

agreed with Murray that narrative plays a part in video games to contextualize and represent a 

world in gameplay. They believe that stories can be told by the game on different levels. 

Pearce (2004) says that narrative “operates at a fundamentally different level in games than it 

does in other media” (p. 144). She indicates six narrative operators that can occur in a video 

game: experiential, performative, augmentary, descriptive, metastory, and story system. Ryan 

(2001) proposes different narrative types of interactivity in gameplay that go beyond diegetic 

narration (i.e., a verbal act of storytelling) and dramatic narration (i.e., gestures and dialogue 

performed by actors). She sets up two pairs of opposing concepts: internal/external 

interactivity and exploratory/ontological interactivity. 

Among ludologists – a term that stems from the latin “ludus,” meaning play 

controlled by rules – are many game studies scholars, for example, Espen Aarseth, Gonzalo 

Frasca, Markku Eskelinen, and Jesper Juul. They understand games primarily in terms of 

game mechanics (i.e., rules and interactivity) and gameplay. Espen Aarseth (1997) argues 

that gaming is most importantly an ergodic medium where a “non-trivial effort is required to 

allow the reader to traverse the text” (p. 1). He claims that gaming requires players’ ergodic 

actions and interaction for the experience of play. Frasca (2003b) asserts that the study of 

video games “should focus on the understanding of its structure and elements – particularly 

its rules – as well as creating typologies and models for explaining the mechanics of games” 

(p. 222) while ripping game studies away from narratives. His work suggests a typology of 

the different kinds of rules in video games, including “manipulation rules” (what the player is 

able to do within the model), “goal rules” (what the player must do in order to win), and 

“meta-rules” (how a game can be modified and changed). Eskelinen (2001) upholds that 

video gaming needs to be studied as gameplay. He says: “If and when games and especially 

computer games are studied and theorized they are almost without exception colonised from 
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the fields of literary, theatre, drama and film studies” (Eskelinen, 2001, para. 1). He views 

gaming as configurative practice or the player’s strategic operation upon the elements of a 

game. He thinks games should be analyzed based on their rules, materials, and events that 

create the gaming situation. He absolutely refutes Murray’s interpretation of Tetris as 

storytelling by attacking her idea in the following paragraph: 

In abstract games like Tetris there are settings, objects and events but definitely no 

characters. In addition there are events in games that change situations but do not 

convey or carry or communicate stories … Instead of studying the actual game 

Murray tries to interpret its supposed content, or better yet, project her favourite 

content on it. (Eskelinen, 2001, The Equipment: situations, events, and existents 

Section, para. 3) 

Eskelinen points out that the gaming experience should be understood by the players’ 

actions and functions of interpretation, exploration, and configuration in gameplay. For 

example, in Tetris players can only interpret the movement in the arena (not the game 

content); in adventure games, they can explore the space within the game; and in Civilization, 

a turn-based strategy game, players can configure its space in gameplay. Congruently, Juul 

(2001) thinks that “no matter how variable or even absent the protagonist in computer games, 

the player is always constant” (The Player and the Game section, para. 4) in the interactivity 

of play. He argues that narration inflicts upon the gameplay and is incompatible with the 

interaction, claiming: “you cannot have interactivity and narration at the same time. And this 

means in practice that games almost never perform basic narrative operations like flashback 

and flash forward” (Juul, 2001, italics original, Time in the Computer Game section, para. 3). 

Soon after the debate, Frasca (2003a) argued in “Ludologists love stories too: notes 

from a debate that never took place” that scholars should make more moderate claims and 

that the debate between ludologists and narratologists is the outcome of some 
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misunderstandings and misconceptions. The ludology/narratology debate was a debate that 

has never really taken place. He explains that ludologists never rejected narrative; however, 

they think that the principal role in computer games is not story but gameplay, and there is a 

boundary between them. Juul (2005) subsequently argues that video games are “half real” (p. 

166) and agrees that when players interact with the game rules, they create imaginative 

experiences provided by fictional worlds and that the narrative is contingent on the gameplay. 

Later on, game scholars have considered these two perspectives for studying and 

understanding games, especially contemporary ones. 

Ludology and Narratology: An Integrated Model 

 Recently, several game scholars have proposed a way out of the schism between 

ludology and narratology by suggesting a variety of integrated models for game studies 

(Apperley, 2006; Dovey & Kennedy, 2006; Esslin, 2014; Filipowich, 2016; Jenkins, 2004; 

Keogh, 2014; Kokonis, 2014; Ryan, 2009). Dovey and Kennedy (2006) state that case studies 

of earlier games, e.g., Tetris, Pacman, or Space Invader, are not helpful or sufficient to 

understand contemporary games like RPGs (e.g., Final Fantasy, World of Warcraft, and 

Baldur’s Gate) or action games (e.g., Rise of the Tomb Raider, Grand Theft Auto, and Mad 

Max). These games are “rich in representational pleasures that overlay and enhance the 

gameplay mechanic” (Dovey & Kennedy, 2006, p. 88) in which the features are more 

developed and complicated in terms of the techniques of film, graphics, and text. To 

understand current games as the interplay between ludic and narrative elements, Apperley 

(2006) suggests looking at four levels of “ergodic interactivity” within games. These levels 

include game genres (e.g., MMOGs, social networking games, action games, first-person 

shooter games, simulation games, and augmented reality roleplaying games), platforms (e.g., 

personal computers or PCs, consoles like Sony PlayStation 2 or Nintendo, handheld devices, 

and mobile phones), modes (refers to the mode in which the gameworld is experienced in 
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single- or multi-player versions), and milieus (such as science fiction, fantasy, business 

management, adventure, and horror). 

 Jenkins (2004) offers a middle-ground position by connecting story worlds to a 

concept of spatiality. He believes that games function as a structure for a story that is co-

authored by the players’ interaction, and the storyline is driven by a character’s spatial 

movement. In this manner, gaming and story can play together through pre-existing narrative 

associations that provide evocative spaces, enacting stories, embedded narratives, and 

emergent narratives. In his own words, Jenkins says: 

 When game designers draw story elements from existing film or literary genres, they 

 are most invested in world-making and spatial storytelling. Games, in turn, may more 

 fully realize the spatiality of these stories, giving a much more immersive and 

 compelling representation of their narrative worlds. (p. 122) 

For example, in Persona 3, a Japanese RPG, players experience the game by way of 

exploration, movement, and identity formation through the interplay of ludic and narrative 

elements (Filipowich, 2016). They play the game as a protagonist who explores and interacts 

with the in-game plot and runs their stories based on their choices (e.g., choosing free 

activities in the virtual school, entering the Tartarus tower to battle the Shadows, or not 

fighting but taking a rest or recovery) in the gameplay. For MMOGs, Calleja (2007) 

developed a model of game involvement and immersion that categorizes the ways in which 

players experience online gaming and narrative into six frames – tactical, performative, 

affective, shared, narrative and spatial frames – all working together during instances of play. 

The six frames are defined as follows: 

1. Tactical involvement refers to all forms of plan formulation, decision-making and 

strategy made within the context of a game, how the player interacts with the game 

mechanics and other players. 
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2. Performative involvement relates to the game piece control and movement through 

the player’s view of the gameworld. It relies on how the player masters the controls and 

exerts agency in the game. In this frame, the player actualizes the strategies one has formed 

within the tactical frame. 

3. Affective involvement refers to the player’s moods and emotional states during the 

gameplay through the cognitive, emotional, and kinesthetic feedback loop formed between 

the game processes and the player’s actions. 

4. Shared involvement involves the interpersonal interaction through the gameworld, 

how the player interacts with other agents (either game- or human-controlled in multiplayer 

games). 

5. Narrative involvement helps the player have a sense of context in the gameplay. 

There are two perspectives on narrative in gaming: designed narrative and personal narrative. 

The designed narrative provides a game’s background and story that contextualizes game 

content (e.g., quests and the cut-scenes). The personal narrative refers to “the player’s 

interpretation of the gameplay experience” (p. 250). 

6. Spatial involvement relates to how the player can locate one’s self within the 

gameworld beyond what is visible on the screen. In this way, the mental maps of the area and 

a sense of grandeur – “the sensation that beyond those mountains, there are further lands to 

be explored” (p. 253) –  are developed and internalized, which can make the player feel more 

involved in the game and the real world. 

Ryan (2006, 2009) proposes methodological strategies to synthesize ludological and 

narratological analyses, called “functional ludo-narrativism”. She believes that “whereas 

ludic immersion presupposes a physically active participant, narrative immersion is an 

engagement of the imagination in the construction and contemplation of a storyworld that 

relies on purely mental activity” (Ryan, 2009, p. 54). She proposes a framework to analyze 
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games by examining, for example, the heuristic use of narrative, narrative roles and 

manifestations, structural types of game narrative, player interactivity, objects internal and 

external to the fictional world, connections between gameplay and narrative, and actions and 

events produced by the rules. Astrid Ensslin (2014) draws on Ryan’s framework to create a 

toolset called “functional ludostylistics” that includes four main components for game 

studies: 

1. Ludology: ludic mechanics, e.g., rules, gameplay, game architecture, victory and 

termination conditions, risks and challenges, feedback, agency, and game genres. 

2. Ludonarratology: in-game narrative, game-story relationship, and external 

narrativity.  

3. Ludosemiotics: interface design, verbal language, text and discourse, procedural 

rhetoric, and multimodality. 

4. Mediality: platform, hardware, software, ergodicity, and textuality. 

Above all, these integrated perspectives of ludology and narratology show different 

models of game analyses for different game elements and genres. Although they are 

suggested for game analyses of MMOGs, action-adventure games, and RPGs, they could 

potentially guide me to study RCT3 gaming, which belongs to two game genres: simulation 

and strategy. Hence, to explore the pedagogical affordances of RCT3 gameplay and the 

game-enhanced practices for business English, qualitative analysis of interviews was mainly 

employed in the study. Interview data were examined inductively to reveal learners’ motives, 

actions, and interactions within their gameplay and roleplay. Data analysis was informed by 

the integrated views of ludology and narratology. In other words, I focused on examining the 

ways in which learners immersed and experienced the gameplay, that is, how they mastered, 

interpreted, and constructed meanings through ludic mechanics offered by the game and the 
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narrative developed in the global simulation. In the following sections, the findings of the 

study are presented. 

Methods 

In this dissertation, I aim to explore the pedagogical affordances of game-enhanced 

simulation for business English learning. The pedagogical affordances emerged from the 

analysis of learners’ motives, actions, interactions and agency during the gameplay as well as 

roleplay. This is an extracurricular pilot study that recruited participants from core business 

English classes and was intended to inform future curricular decisions. Ten students from 

different disciplines voluntarily participated in this study. They were EFL students taking the 

same business English course required at UTCC. They were from five disciplines: 

Accounting, Logistics Engineering, Technology and Creative Business, Logistics 

Management, and Airline Business Management. Within the simulation, the imaginative 

characters were created by the students as they related to their fields of study. Table 1 below 

displays students from their disciplines and the roles they played in the simulation. 

Name School Major Department Head 
Virtual 

Company 
Role Signup 

Hugo Accounting Accounting Financial Management 
The ABET 

Company 
Hilla Flower 

Benz Accounting Accounting Financial Management 

The Funniest 

World 

Company 

Zero Blacken 

Fareast Engineering 
Logistics 

Engineering 

Technical Services 

Management 

The ABET 

Company 

Fareast 

Smith 

Ping Engineering 
Logistics 

Engineering 

Technical Services 

Management 

The Funniest 

World 

Company 

Meghan 

Trainor 

Nam Law 

Technology and 

Creative 

Business 

Legal and Operations 

management 

The ABET 

Company 

Mike 

Wazowski 
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Ohm Law 

Technology and 

Creative 

Business 

Legal and Operations 

management 

The Funniest 

World 

Company 

Sulley 

Sullivan 

Fern Business 
Logistics 

Management 

Customer Relationship 

Management 

The ABET 

Company 
Kin Pukk 

Yim Business 
Logistics 

Management 

Customer Relationship 

Management 

The Funniest 

World 

Company 

Jessica Ray 

Coffee Humanities 
Airline Business 

Management 

Human Capital 

Management 

The ABET 

Company 

Coffee 

Kukimiya 

Mi-oh Humanities 
Airline Business 

Management 

Human Capital 

Management 

The Funniest 

World 

Company 

Linda Moore 

 

Table 1 Students from their disciplines and the roles they played in the simulation  

To explore the pedagogical affordances of RCT3 and the game-enhanced practices for 

business English, I used qualitative methods and analyses. The data sources mainly included 

interviews and learning artifacts. Interview data were examined inductively to reveal 

learners’ motives, actions, and interactions within their gameplay and roleplay (see interview 

questions in Appendix C). Data analysis focused on the ways learners immersed and 

experienced the gameplay, that is, how they mastered, interpreted and constructed meanings 

through ludic mechanics offered by the game and the narrative developed in the global 

simulation. The analysis was informed by ludo-narrative analysis, particularly drawing on 

Apperley’s (2006) genres and game studies, Calleja’s (2007) game involvement and 

immersion, Ryan’s (2006) functional ludo-narrativism, and Ensslin’s (2014) functional 

ludostylistics. Although these models were suggested for game analyses of MMOGs, action-

adventure games, and RPGs, they could potentially guide me to study RCT3, which belongs 

to two game genres: simulation and strategy. The learning artifacts – the products of the 

roleplaying tasks – were collected and analyzed to see whether this game-enhanced 

simulation had potential for learners to develop Applied Business English by going beyond 
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the language use presented in coursebooks and teaching materials. In the following sections, 

the findings of the study are presented. 

Findings 

 I begin the findings of the study by giving an overview of learners’ general 

preferences and experiences in video gaming, as reported before the study began. Then I 

describe their experiences of gameplay using RCT3 and the affordances for learning business 

English that were most salient. In the final part, the game-enhanced simulation indicates how 

learners’ language learning took place. 

An Overview of Learners’ General Preferences and Experiences in Video Gaming 

Based on interviews conducted at the start of the study, the ten students had had 

diverse gameplay experiences before participating in the pilot study. They had played 

different game genres, such as MMOG, MOBA or multiplayer online battle arena, simulation 

games, action-adventure games, and mobile games. Playing games on a mobile phone 

seemed to be most common for students of the study, but the preferences for gaming sub-

genres were still varied. Below is a table of learners’ preferences and experiences on gaming, 

as reported before the pilot study began. Table 2 presents learners’ preferences and 

experiences in gameplay. 

Learner Game Genre Video Game 

Hugo 

MMOG  

MOBA  

Mobile game 

Echo of Soul 

Defense of the Ancients  

FarmVille 

Benz 

Simulation 

MOBAs  

MMOG 

The Sims, SimCity, RCT2 

Defense of the Ancients, Heroes of 

Newerth Echo of Soul 

Fareast Mobile games  Racing games online 

Ping 
Mobile game  

Simulation 

I LOVE PASTA 

The Sims 
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Nam Mobile games The Sims, RCT 4 

Ohm 
Simulation  

Sport game 

The Sims, RCT2, RCT3 

Pro Evolution Soccer 

Fern Mobile games Bubble Shooter, Jewel Quest  

Yim 
Mobile games  

Simulation 

Games on LINE, Audition Mobile 

The Sims 

Coffee Mobile games a flight simulator, a train simulator  

Mi-Oh 

Action-Adventure  

Mobile game  

Simulation  

Grand Theft Auto 

Airline Tycoon 

The Sims 

 

Table 2 Learners’ preferences and experiences in gameplay  

Hugo played FarmVille (a farm simulation game on Facebook); Fareast loved car 

racing games; Ping played I LOVE PASTA (a restaurant simulation) on Facebook; and Yim 

enjoyed playing games on LINE (a free communication application) and Audition Mobile (an 

audition dancing game). Fern liked playing puzzle games (e.g., Bubble Shooter and Jewel 

Quest). Nam played The Sims and RollerCoaster Tycoon 4 online; Coffee liked playing flight 

and train simulators on his iPad; and Mi-Oh played Airline Tycoon online. There were only 

two students, Benz and Ohm, who did not play mobile games. Five students reported that 

they had played The Sims (a daily life simulation game on PCs). Two students, Benz and 

Hugo, loved playing multiplayer games. They were playing Echo of Soul (an MMOG) and 

Defense of the Ancients (an MOBA). Benz described these online games as more 

entertaining than other game genres because he had an opportunity to interact with other 

players: 

In the past, I loved playing simulation games like The Sims, SimCity, and RCT2. 

They are stand-alone games. Now my friends and I play online games like Echo of 

Soul, Defense of the Ancients 2, and Heroes of Newerth. These games are much more 

fun because we play with others. 
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Hugo told me that she most enjoyed multiplayer games: “I love playing online games 

because I can interact with others. They are Thai, not foreigners.” In contrast, Ohm loved 

playing stand-alone video games, especially simulation and sport games. He had been playing 

RCT series and The Sims for ten years. At the time of the interview, he was playing Pro 

Evolution Soccer. He expressed: 

I love playing stand-alone video games. I have been playing The Sims and RCT series 

for 10 years. Now I’m playing a football management game, Pro Evolution Soccer. I 

really enjoy playing this game. I play as a manager of a football team. 

Interestingly, Coffee and Mi-Oh, two students majoring in Airline Business 

Management, most often played games that were relevant to their disciplines. Mi-Oh 

explained, “I like Airline Tycoon. I can see what is inside an airport and how they manage 

the systems in there.” Coffee said, “I like playing a flight simulator. The missions are fun and 

challenging. I could be a pilot and see beautiful scenarios.” The Thai learners’ gaming 

experiences and interests vary according to game genres, platforms, modes, and milieus 

(Apperley, 2006). The most common genres were MMORGs, with MOBAs and mobile 

games the most prevalent platform. These games are free, online, and easily accessible. 

Learners also seemed to prefer playing games on personal devices, e.g., a PC or mobile 

phone, rather than on dedicated hardware platforms like handheld game consoles, 

PlayStation, or Nintendo. 

 Only two of the students, Benz and Ohm, had played the RollerCoaster Tycoon 

(RCT) series before participating in this study. Others had never played this game, but they 

had heard about it. From the pre-interviews, they understood that the RCT game was about 

managing an amusement park business. Hugo stated, “I think it is about building many roller 

coasters and trying to make profits for the park. It might be similar to FarmVille.” Ping said, 

“I think it is about a business of amusement parks. I have to build roller coasters and rides, 
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manage finances and staff, and have a lot of customers.” Fareast speculated, “I think I will be 

an entrepreneur of an amusement park by managing everything about the park to gain a lot of 

profits.” Mi-Oh mused, “RCT might be similar to Airline Tycoon. Players should have good 

plans to invest and build things. When I play Airline Tycoon, I have to build terminals and 

shops in the airport. I provide good services for my customers.” 

Hence, this information indicates that the video games the learners played had 

prepared them for RCT3 gameplay, with its PC platform, simulation features, and game 

milieus in business and management. The interviewees’ responses could also suggest a 

potential videogame that might be further studied and implemented in a language classroom 

setting. In what follows, I present the main findings of this study – the pedagogical 

affordances of RCT3 gameplay. Data analysis of learners’ experiences of play presents how 

this game could be implemented in a business English simulation. 

The Pedagogical Affordances of Game-Enhanced Simulation 

This section presents the findings of the pedagogical game affordances of RCT3-

enhanced simulation that emerged from the interview data analysis of learners’ interactivity 

within the game, i.e., the ways learners experienced the gameplay, as well as their roleplays 

in the global simulation. In other words, learners’ motives, choices, actions, and interactions 

during the gameplay were analyzed to see how they situated meanings and learning for 

business English through ludic mechanics afforded by the game (i.e., simulation-strategy 

genre features) and narratives constructed in the global simulation. From these gaming and 

roleplaying experiences, I found four pedagogical affordances of RCT3 gameplay for the 

game-enhanced simulation: exploratory interactivity, goal-orientedness in gameplay, goal-

orientedness for roleplaying, and emergent narratives. These affordances in RCT3 function as 

both ludic and narrative interactivity that connect game mechanics and play to story worlds as 

explained below. 
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Exploratory interactivity.  

Exploratory interactivity is a gaming feature that provides players with the ability to 

move around and explore an open world where players can discover things on their own. This 

simulation game is different from other games like RPGs that are represented by character 

completion of quests for rewards and experience, or action games that entail quick reaction 

time and physical skillfulness (e.g., shooting and driving). For RCT3, players use a ludic 

interface between the game and a player, e.g., a joystick, trackball, point-and-click interface, 

double-clicking, or scrolling window, to implement the game structure and play (Ryan, 2001, 

2006). Within this interactivity, players can understand and discover the gameplay and game 

stories from a bird’s-eye view in which their interactivity has no effect on the overall 

scenario. The findings of this study present the potential that ludic affordances in RCT3 

provide learners with exploratory interactivity that imparts the development of learner choice 

and agency from what they learn in this game-enhanced simulation. 

In the briefing session, after I explained the ideas of this pilot with the use of RCT3, I 

asked all learners involved in the study to play the Vanilla Hills scenario in Career mode, i.e., 

pre-designed parks. This scenario provides players with one gentle ride named Tumbler with 

paths connected to the amusement park’s entrance. The interviews revealed that all learners 

began the game by exploring the gameworld for in-game materials (e.g., objectives, icons, 

windows, drop-down textual hints, and visual aesthetics) to facilitate their gameplay through 

the point-and-click interface. There were notable difference between the students who had 

prior experience with this game and those who hadn’t. Hugo, Yim, Fern, Ping, Fareast, Nam, 

Coffee and Mi-Oh, who had never played this game series, explored the game for overall 

ideas (e.g., aims, tools, methods, choices, and moves). In contrast, Benz and Ohm, who knew 

this game well, started their play by exploring specific features for the global simulation, i.e., 
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financial and legal features. What follows are how these learners explored the RCT3 

gameworld for the first gameplay, which was uncovered in their interviews. 

Hugo started playing this game by searching for what she could do in the game. She 

initially found the zoo aspect, i.e., icons of Purchase Animals and Enclosures, interesting for 

her amusement park business. She then set up her first park with a zoo by picking two 

animals and building a suitable enclosure for them. At some point, the pop-up information in 

the game revealed that her animals were being confiscated due to their poor health. She had 

to cope with a failure. She explained: 

When I bought two polar bears and built an electric fence for them, I didn’t know how 

to take care of them so they were sick and weak. Then I got a message from the 

Animal Protection Society threatening to take away my animals if I didn’t hire an 

animal keeper. So I hired one for the zoo for the wellbeing of my animals. 

However, Hugo ultimately restarted the scenario because she could not see business growth 

with the zoo in her park. The in-game messages and feedback mechanism exposed her to a 

failed state and discernibility – which helped her learn the game rules and tactics better. 

Yim also had no idea how to play the game at first: “I didn’t know how to play the 

game. I just clicked icons and put things in the park to see what would happen.” Yim had 

difficulty making paths, i.e., regular and queue paths, to connect shops and rides. She learned 

how to do so through trial and error. In the interviews, she revealed that she had deleted her 

tryouts and rebuilt her amusement park: 

I felt frustrated trying to create paths and connect everything in the park. I tried hard 

to make them. It took too much time to complete the objectives. I lost profits and 

guests. So I restarted my game and rebuilt my park. I understood the game better and 

better after I played it for a while. 
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Similarly, Fareast explored the game for general ideas. He found it difficult to use 

terrain tools to adjust terrain tiles in the Checkered Flag scenario. He said he learned to save 

the game in different files to try several possibilities and learn from his mistakes: 

The terrain in Checkered Flag was really annoying. I couldn’t figure out how to 

smooth it and I kept making it worse. I didn’t want to delete my game and restart it. 

Later, I found out that I could save the game in many files. When I did not like what I 

did, I just resumed to what I had saved and started doing it again. 

All three of these students explored the gameworld and discovered different game 

materials for their amusement park business. They began and then restarted gameplay so that 

they could learn by trial and error, but ultimately they deleted their mistakes from their final 

roller coaster park. 

Whereas Hugo, Fareast, and Yim learned by exploring the materials the game 

provided, Ping and Nam started playing the first scenario by carefully reading the game 

objectives, i.e., increasing the numbers of guests and park values. Ping said that she focused 

on using the windows of Finances to serve those objectives: “I carefully read the objectives 

and tried to complete them by increasing the numbers of customers and park values. I used 

the Finances window to see what was going on.” When she failed at some point, she restarted 

gameplay: “I restarted my game at the beginning because I situated rides and shops at 

random. So it was so messed up.” Nam mainly looked at the Ride icon to create her 

amusement park. She thought that a beautiful park could attract more guests and gain more 

profit: “I tried to build a beautiful park with many rides and roller coasters to catch the 

attention of customers and gain more profits. I rebuilt my park a few times and then got a 

good one.” This evidence indicates that these learners understood the game goals through 

exploration and realized the in-game context to play with their own choices and creativity. 
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I learned in the interviews that the learners had independently built a group chat on 

LINE, a communication application for making free calls and messages, as an affiliated space 

for them to discuss gameplay and ask for advice. Some of the students relied heavily on 

advice from their fellow learners to discover the game’s mechanics. During exploration, Fern, 

Coffee, and Mi-Oh were confused about connecting rides, shops, and paths, so they asked for 

advice on LINE. Fern said, “When I made a mess of rides and paths through my first 

amusement park, I asked for suggestions on LINE. They told me to build the paths in front of 

the doors.” Coffee and Mi-Oh gained more understanding of placing the entrances and exits 

for rides by linking them to the paths. Coffee explained: “My friends suggested that I had to 

build queue paths for the entrances and regular paths for the exit.” Mi-Oh said, “Constructing 

paths for rides was so confusing. I understood better when my friends told me on LINE how 

to do it.” Most learners who had no experience in RCT3 explored general ideas of game 

mechanics to facilitate their gameplay. They created an external social space on LINE for 

communication and advice about game rules and tactics. 

Although Benz and Ohm had played the RCT series before, they began playing RCT3 

by exploring the gameworlds and materials for facilitating their gameplay as well as their 

roleplays in the global simulation. While Benz had played RCT2, it was his first time with 

RCT3 in this pilot course. In his past experience, Benz played without strategic planning or 

any effort to make profits in his amusement park business. When Benz started playing RCT3, 

he looked for in-game materials that enabled him to use more strategic financial plans for his 

role as the Financial Department head and for the task completion in the global simulation. 

He clarified: 

I played RCT2 just for fun, built a lot of roller coasters and rides. I didn’t care much 

about profits and losses. For RCT3, I had to learn what the game provided to me. I 

clicked all icons and windows to see how to put rides and shops in the park and how 
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to increase my park rating, profits, and numbers of guests. I wanted to play this game 

with strategic planning for good financial management. In the beginning, I restarted 

the game because everything was not as good as I had wanted. 

Ohm’s experience was similar to that of Benz. Ohm had played the RCT series just 

for fun without planning or effort to grow his business. Although he had a few years of 

experience in RCT3 gameplay, Ohm started playing the game in this pilot with an exploration 

for what RCT3 could afford him to perform legal tasks in the global simulation. However, he 

found that RCT3 gaming did not contain features connected to the field of law, as he 

expressed: 

When I played RCT series in the past, my goals were to build a variety of roller 

coasters and rides and beautiful scenery. For this project, I had to understand the 

gameworld more and search for icons and windows that I could use for information 

about law for the project. But I couldn’t find any features related to the field of law.  

Thus, Benz and Ohm, who seemed to know this game well, had to explore through a process 

of trial and error, not mainly for their experiences of gameplay, but for their roleplaying in 

the global simulation. 

One of the RCT3 gaming features is that it allows players to use a point-and-click 

interface to explore and navigate in-game materials and gameplay from a bird’s-eye view as 

the exploratory interactivity with the game. RCT3 does not give immediate feedback to 

players; instead it provides them with scaffolding and contextualized assistance based on 

their prior choices and actions. While exploring, students had opportunities to try things and 

then learn from failures. They noticed what would happen from their choices and actions. 

Moreover, they used LINE to create a group conversation for their discussion and advice 

about gameplay and its strategies. All of these learners restarted the game when they could 
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grasp ways to build their better amusement parks; in short, they understood the game rules 

and played through a process of trial and error. 

Goal-Orientedness in Gameplay. 

In well-designed videogames, goal orientation develops the specific skills in the 

gameplay. “It aligns player-driven goals with game-driven goals by scaffolding gameplay and 

offering players choices, which imparts player agency” (Sykes & Reinhardt, 2012, p. 20). 

With in-game contexts combined with rules and narratives, players make their choices and 

actions in their gameplay based on their understanding to define goals. It is thus a way to 

develop a sense of agency to create the experience and construct meaning in the gaming 

environment. In the present study, students built their theme parks in Career mode by meeting 

a set of objectives provided by the game, such numbers of guests, park values, park 

popularity and satisfaction, and successful VIP visits. This mode is not a sandbox or an 

extremely free-form building method with unlimited money and no objectives. In Career 

mode, players get involved in their exploratory interactivity to discover and create things on 

their own with goal-orientation that players have to achieve to move up a level; for example, 

in the Apprentice Level of Vanilla Hills scenario, they must have more than 400 customers in 

the park and gain a park value of $20,000 before moving to the Entrepreneur Level. The 

accomplishment of these objectives represents the players’ business success in RCT3 gaming. 

Based on the interviews, all of learners understood the overall RCT3 game goals 

through the in-game objectives, that is, growing the amusement park business. At the start of 

the pilot, students were asked to begin with the first scenario Vanilla Hills so as to help them 

understand the gameworld and how to play. However, these students valued different in-

game items, such as a zoo, pool complex, roller coasters, rides, shops, and kiosks, and built 

them as the park’s main attractions. For instance, Hugo started her play by building a zoo 

with wild animals and a big enclosure. She said she thought it could attract more guests: “At 
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first, I thought a zoo in the park was a cool idea and good as an investment. So I bought two 

polar bears and built an electric fence for them.” Later on, when Hugo was failing in 

managing the zoo, she restarted her gameplay and had a new plan for the investment. She 

explained, “I spent too much time and money on the zoo, so I decided to restart the scenario. 

I think building a pool complex is much easier and more profitable.” Similarly, Nam also 

built a pool complex as well as a roller coaster for the park attraction: “A pool complex and a 

big roller coaster could attract a lot of guests to the park. I always built a big pool with a slide 

in all scenarios.” Benz, who wanted to play RCT3 with financial and strategic planning, 

thought that many drinks and food shops should not be built near entrances to the amusement 

park where guests first arrive. Thusly, he considered information kiosks as more profitable 

investments in the beginning of scenarios. He said, “I don’t think they were hungry. They just 

came into the park. So I built many information kiosks near the entrance to sell park maps 

and umbrellas.” Yim, Fern and Mi-Oh tried to complete the game objectives by constructing 

a few gentle rides and shops in their park. Yim explained: 

I only purchased a Merry-Go-Round and some shops for drinks and foods in the park 

to attract more guests. I didn’t want to use a lot of money to buy a roller coaster. I just 

wanted to make sure that I would have a lot of money and complete the objectives. 

Fern said, “I didn’t spend a lot of money for building a roller coaster. I bought a Merry-Go-

Round and a dodgem for my park.” Mi-Oh said, “For my first gameplay, I built two more 

shops in the park. I wasn’t sure about spending a lot of money for a roller coaster. So I just 

had a small business to pass the game objectives.” 

In contrast, Benz, Ohm, Nam, Fareast, Ping and Coffee agreed that having a roller 

coaster in the amusement park could invite more guests and raise revenues. Benz stated, “I 

think a roller coaster with a high excitement rating can attract more people to the park and 

increase more profits.” Fareast said, “I invested in a roller coaster. It was so expensive, but 
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it’s worth a try for higher income.” Ping told me that “I think having a fancy roller coaster 

was a great idea for an investment. When I had enough money in the game, I always had one 

for my park.” Coffee also said, “A roller coaster in the park is important because it could help 

increase the number of guests and profits.” 

The in-game objectives represent business success in the gameworld of RCT3. 

Aligning with them, these learners defined their goals for their experiences of gameplay. 

They valued and chose those in-game objects with different reasons for their amusement park 

business and investments. Each object entailed certain kinds of narrative meanings of 

financial management, investments, park attractions, and values. 

Goal-Orientedness for Roleplaying. 

After the first gameplay, learners were assigned to role-play a department head of a 

virtual company through a series of tasks within the global simulation. The interview data 

present how these learners used specific game materials to contextualize and strategize their 

gameplay for specific goals related to their roleplays. For example, Benz, who simulated the 

department head of Financial Management, stated that he mainly used the Finances window 

to observe in-game figures, e.g., financial summary, park values, and monthly profits and 

losses, and then took actions in gameplay. Benz’s goal for his gameplay was to increase 

profits in the park. The information from the Finances window helped him decide whether to 

increase the prices of ride tickets, foods, and drinks at the operating modes of rides and 

shops. He clarified: 

In my gameplay, I mainly used the Finances window to see my profits and losses. I 

wanted my park to gain more and more money and higher values. So I increased the 

prices of ride tickets, foods, and drinks and reduced the expenses in the park. 
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Benz’s goals and actions of gameplay represented the game narrative connecting with 

financial management in the amusement park. His game goals and stories could be seen in his 

first memorandum of the project plan, as illustrated below. 

The Funniest World                                               Memorandum            

To:              Sofia Kerr, Chief Executive Officer 

From:          Zero Blacken 

Date:           16 November 2015 

Subject:      The Project Plan about Amusement Park 

 

As assigned to find out information about the project plan of how to increase guests and park value. 

The details are as follows: 

1. The cash investment started for the project is $10,000. 

2. Budget allocation about purchasing asset for amusement park; 

 -Investment for rides are $6,000.  

 -Investment for shops are $500 and the stocks are $35 per month.  

 -Investment for foods & drinks are $1,000 and the stock are $350 per month.  

 -Investment for researches are $180-200 per month. 

 -Staff Wages expenses are $439 per month. 

 -Staff Training expenses are $1,250. 

3. Fees about plaything tickets are $0.5-4. 

4. Price of foods, drink, ice-cream, and other shop are $1.25-5.5. 

5. No Admission fees for amusement park. 

Also, I would like to suggest that our company should invest for swimming pool and the zoo 

because they are attractive for the family’s guests to increase guests. 
Please let me know if you need more information on this project.    

 

 

 

In this project plan, he described the in-game events related to how he managed the 

finances in the park, e.g., the investments in rides and shops, the prices of foods and drinks, 

and the park entrance fee. He thought that constructing a pool complex and a zoo could be a 

profitable investment. In this memo, Benz used his accounting knowledge to write the budget 

allocation, which he explained in the interview that he actually calculated the money for the 

allocation. He said, 

I did calculation of the budget I had in the game for allocating money for the park 

development. I wanted to make sure that I made good investments. And I wanted to 

have a good report for the project. 
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From the data, Benz tried to align the goals of the game’s missions with goals that 

would be relevant to his roleplay in the global simulation. He defined his goals for financial 

management and benefits by predominantly focusing on information from the Finances 

windows and then creating his fiction in the global simulation. This indicates that the game 

affordances in a simulation like RCT3 can activate meaningful narrative by the roleplaying 

tasks in a global simulation. 

Fern and Yim simulated roles of department heads for Customer Relationship 

Management (CRM). In gaming, they navigated and managed the park through the windows 

of Guests’ thoughts, Status, and Guest statistics in order to observe guests’ needs, reactions 

and satisfaction. Yim revealed that her game goal was to satisfy the park’s guests: “My job 

was to please guests in the park. I had to understand their needs and problems. In gaming, I 

used Guest windows to see what guests wanted.” Accordingly, when she got messages of 

complaints about inadequate toilets, food shops, and drinks stalls, she interacted with the 

game system to solve those problems by building more restrooms and shops to respond to 

customers’ needs. Yim expressed: 

I don’t  understand why guests always complained that there were not enough toilets, 

food and drinks stalls, despite many toilets and shops already built. However, I had to 

provide those things more for their needs and happiness. 

Yim’s icon selection of Guest windows represented her gaming experience in 

customer service. She observed what was going on in the gameworld and then intervened 

with the game systems. In this way, the game stories were developed, as presented in her 

memorandum about progress update. 

The Funniest World Company                                                    Memorandum 

To:        Sofia Kerr, Chief Executive Officer 

From:   Jessica Ray, Head of Customer Relationship Management Department 

Date:    3 December 2015 

Re:       The Project Plan for Amusement Park Operations  
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This memo responds to your memo of 23 November 2015. I contacted journalists and photographers 

to produce advertisements in order to increase rating of our amusement park. I will promote our 

amusement park on newspaper, youtube, and facebook. 

 

As requested to report progress of my plan, new rides and roller coasters can attract many guests. 

They are very happy. But many guests complained that they are hungry and thirsty. So we 

should have many shops for example Burgers, Donuts, and Drinks. 
 

Please do not hesitate to let me know if you need more information on this matter. 

 

In the memorandum, Yim described the game events of customers’ complaints and how she 

took actions to solve the problem. It indicates that Yim was creating her game stories during 

the gameplay. The storytelling was further presented in another activity such as the task of 

making a phone call. 

Jessica:  Good Morning. Are you Head of Financial Management Department? 

Zero Blacken: Yes, I’m Zero Blacken, Head of Financial Management Department, who I am  

                   speaking? 

Jessica:  I am Jessica Ray, Head of Customers Relationship Management. I want to have  

  more shops for example Burgers, Donuts, and Drinks because many guests  

  complained that they are hungry and thirsty. How many shops can I have?  

Zero Blacken: Just wait a minute. We have $2651.9 on hand. I think we can purchase 5-6 shops. 

Jessica Ray:  That’s great. It’s enough to needs of guests, of course. 

 

In this telephoning activity, Yim created an event of asking for cooperation from the 

Financial Management Department by describing her situation. This evidence shows that 

game stories were taken shape during some sessions in gameplay. 

Similarly, Fern applied her ideas of market research in the gameplay. She took on the 

virtual personnel in marketing through the use of Guests windows as a market survey to 

develop customer services in the amusement park. Fern explained: 

For my jobs, I focused on my customers’ satisfaction. I think this is important when 

we start a business. We need to survey our customers’ needs to please them in the 

park. I used Guests window in the game to see their needs and satisfaction. If they 

needed more food or drinks, I had to build more food and drinks shops for them. 

She aligned the roleplay in the global simulation with her game goals by creating imaginative 

characters of CRM personnel who controlled the gameworld through the Guests window. 
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Below is a memorandum written by Fern that displays how narrative has potential for this 

game-enhanced simulation. 

ABET Company  Memorandum 

To: All staff  

From: Kin Pukk Head of CRM 

Date: 8 December 2015 

Subject: A summary of presentation 

 This memo summaries the presentation at the meeting on December 8, 2015. The details are 

as follows: 

 The amusement park has 4 rides & roller coasters and a swimming pool. The number of 

guests are 399 persons. The most of guests love to join the swimming pool. We can see them so 

satisfied with our service at the guest’s thought.  

In the future, we will make a sharp increase in profit by the new marketing plan and build the oversea 

of ABET park. 

 Please don’t hesitate to let me know if you need further information on this matter. 

 

In brief, Yim and Fern specifically used Guest windows to observe their guests’ 

behaviors before taking actions for the goal accomplishment in customers’ satisfaction and 

higher park ratings. This data illustrate how Yim and Fern created CRM characters and 

stories in their gameworld and global simulation. 

Mi-Oh and Coffee role-played the department heads of Human Capital Management 

in this pilot course. Relatedly to the simulation, the Staff windows were mainly used in their 

gameplay to monitor their staff’s status, satisfaction and welfare before taking actions based 

on their decisions and purposes. Mi-Oh explained: 

I acted as someone, like a boss of staff in the amusement park to observe, evaluate, 

and train them through the Staff windows. I explored areas in the park where workers 

were needed in order to increase park satisfaction. 

Her game story was written in a progress update report in a roleplaying task as presented 

below. 
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The Funniest World, Co., Ltd.          Memorandum 

To: Ms. Sofia Kerr, CEO 

From: Linda Moore 

Date: 21 November 2015 

Subject: A Progress Report 

  As requested to report the progress about The Funniest World Co., Ltd Week 3 (17-23 

November 2015) the details are as follows: 

1. The Funniest World Co., Ltd has the staff total 5 staff .There are one janitor, three 

mechanics, and one park inspector. 

2.  A mechanic no.1 and a janitor are trained. 

3.  I increased salary for a janitor because he always works hard for our company. 

4. We have problem with the rides. They are usually broken so our mechanics must have 

more three person.  

5. I concern about the feeling with our staff in company because they are happy the 

result will be happy.  

6. I always focus on the attraction of customers.  

Also, I would like to make increased in the profit and I will have many guests in the park then 

I can increased salaries for our staff it can make them happy with their job 

 

 

Similarly, Coffee stated, “I mainly used the Staff windows to take care of my employees 

working in the amusement park. I adjusted their salaries, trained them, and sometimes fired 

them.” The memorandum written by Coffee, as presented below, shows how he defined game 

goals and created stories in the game-enhanced simulation. 

Amusement  park of  Bangkok 

Entertainment  in  Thailand                                                    Memorandum 

To:   Miss Maurer, CEO 

From :   Coffee Kukimiya 

Date:   15 November 2015 

Subject: The Project Plant of Amusement Park 

  As requested to find out some information about the project plan of Amusement Park 

I found interesting about Human Capital Management at Amusement Park of Bangkok 

Entertainment  in  Thailand How to increase guests and park value beneath responsibility of my 

department. The details are as follows: 

 1.  HR selection: quality and experience in the work and have the ability to carry it. 

 2.  Salary adjustment for staff in appropriate positions. 

 3.  Before going to work with the coaching staff and coaching staff every three          

months to work to move towards our work.   

 4. Manage welfare to workforce quality and increasing salaries to be paid. 

 Also, I would like to suggest that to be able to compete with Amusement  park of  Bangkok 

Entertainment  in  Thailand, our company should pay more attention to advertising and Human 

Resource Development to make the our park better known in Thailand. 

 Please let me know if you more information of this matter.  

cc. Vice- Human Capital Management 

 

In this task, Coffee wrote a plan of how to increase numbers of customers in his amusement 

park by focusing on his jobs in his department. He also mentioned an advertising job in the 
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memorandum which didn’t seem to fit his profession. Hence, Mi-Oh and Coffee set up work 

contexts of Human Capital Management in RCT3 through the control of in-game staff, e.g., 

mechanics, janitors, security guards, and zookeepers, and Staff windows. Their learning 

experiences aimed to develop employment in the amusement park with a higher rating for 

park satisfaction. 

In brief, embedded with the global simulation, students defined their game goals and 

plotted game stories more specifically in gameplay for the roleplay. They navigated and 

controlled the game through the views of their simulated roles above, outside the gameworld. 

Each student selected specific in-game icons and windows to observe game events and then 

intervene in the game based on their choices and decisions. Their icon and window selections 

symbolized character creation, definition of goals, narrative design, and professional 

experience. Hence, RCT3 can be a possibilities space (Squire, 2008a, p. 5) for learners to 

have their agency and work experience by defining their purposes of playing and creating 

stories in a simulated and meaningful environment. 

 Emergent Narrative. 

Emergent narratives are game stories that are not designed by game developers. They 

are constructed by players through their interactions with the game systems. Jenkins (2004) 

defines: “Emergent narratives are not prestructured or preprogrammed, taking shape through 

the game play, yet they are not as unstructured, chaotic, and frustrating as life itself.” He 

argues that games function as a structure for a story in which players can define their goals 

and create their own stories. In the present study, there appeared emergent narratives created 

by some students that took shape in their gameplay. Differently from the goal-orientedness 

discussed above, these students defined alternative goals and constructed stories that were not 

particularly aligned with the game objectives. Their narratives emerged as they were 

exploring and continuing to play the game, which might be influenced by their random 
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factors (e.g., game constraints) and interpretation. For instance, while Fern was exploring and 

experiencing RCT3 gameplay in a particular game session, a story of creating brand names 

was fashioned. As she described it: “When I was exploring and playing the game, I thought 

about the brand name of rides and products in the park. I thought about creating a logo for the 

ABET company and how to advertise it.” This narrative was further presented in a 

roleplaying task written by Fern as follows.   

ABET Company                                                 Memorandum 

To:            Ms.Sunny Maurer, Chief Executive Officer  

From:        Kin  Pukk 

Date:        16 November 2015 

Subject:   The Project Plan of Amusement Park  

 As requested to update :  What is a plan of  CRM (Customers Relationship Management). 

ABET Company is in Thailand we would like to make our company to be one of the famous and 

reputed amusement park.  I’m talking about (CRM) Sales, Service, Marketing, Advertising. It is my 

department let’s see the ideas; 

 - We have to make our products recognizable >Brand everything 

 - Understanding customers what they want from us> what they want what they need 

whatever we have to find out.  

 -  Promote on the social> the fastest how to communicate, seeing information, make it easy. 

Let them know what we can offer them more than anywhere.   

 Thank you for your cooperation. 

From the report above, it is quite clear that Fern role-played a member of the customer 

service personnel, specifically a marketing expert. This emergent narrative arose when Fern 

immersed herself in the game mechanics and played through her view of the gameworld, 

especially her roleplay in CRM. 

During gameplay, Fareast and Ping created a similar narrative when they were 

experiencing and strategizing within the in-game context of technical services. Their stories 

emerged when they interacted with a game material: the Ride Operation Options. They 

interpreted the context with an understanding of the logistic concept of quick action and 

response for maintenance. Fareast said: “My gameplay was related to a logistic concept of 

quick response and action in doing things like fixing, constructing and transporting things.” 
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Ping explained: “I applied my knowledge of Logistics Engineering to the gameplay by being 

aware of a quick response to the broken ride.” Fareast explained that he constantly read drop-

down textual information for recent messages or warnings, e.g., “Loop-O-Plane has just 

broken down,” before using the Ride Operation Options to take actions for maintenance: 

“When I got the message of broken rides and roller coasters, I just put the mechanics to fix 

them right away.” Ping also focused on using the Ride Operation Options to control the in-

game technician to repair broken rides and roller coasters without delay. She said: “If the ride 

stays broken for a long time, you can lose customers in the park. So my mechanics inspected 

very often and fixed things very quickly.” Her idea of a logistic concept of quick response 

and action was also written in the project plan task. 

Memorandum of The funniest world company 

To : Ms.Sofia Kerr, Chief Executive Officer 

From : Meghan Trainor 

Date : 15 November 2015 

Subject : The Project Plan of Amusement Park 

   As requested to find out some information about the project plan. I think ponder 

carefully how to increase guests and park value beneath responsibility of my department. 

  1. I’ll organize a training course for mechanics to work efficiently and must provide an 

adequate number of mechanics with care unit for safety. 

  2. I’ll create a smart player who is very scary for the players to have fun and feel safe making 

players want to play more and more players regularly checked for safety and confidence of the players 

in Amusement Park. 

  3. I’ll make the player more variety to accommodate a wide range of gender and age, such as 

carousel child or adult was able to play this player. Or anyone who likes adventure, the player will 

have a lot like a roller coaster. 

   Also, I would like to suggest that to be able to respond our customer. If we maintain regular 

and correct mistakes quickly provide customers with a positive attitude and trust companies, I 

think that if the company does business under this plan, the company and the value of the park 

will certainly increase. 

Please let me know if I have a mistake or you need more operation in this department. 

 

Hence, the logistic concept is not certainly designed within the RCT3 game mechanics; 

however, the interpretation emerged from these learners’ game engagement. 

Nam and Ohm, two law students majoring in Technology and Creative Business, 

discovered that RCT3 did not afford them any features related to the field of law. When Nam 

and Ohm explored the game features related to their simulated legal job, the limit of RCT3 

made them build a roller coaster on their own and claim the copyright. Ohm explained:  



93 
 

 

I couldn’t find any features related to the field of law. So I built a roller coaster by 

myself and I got an idea about the copyright that I’m studying in class. I claimed the 

copyright as intellectual property of my park. I made up the lawful situations that 

could happen in an amusement park business. I got ideas from a class about copyright, 

franchising and real estate. I integrated these issues into the gameplay and roleplay. 

This is similar to Nam’s situation when she explored the game features related to her 

simulated job. She stated: “There’re no features relating to legal issues.” Thus, the limit of 

RCT3 also made Nam build a roller coaster on her own and claim the copyright. Not only 

that, she renamed in-game shops and stalls as ABET for developing a franchise system, as 

she explained: 

I’m learning about copyright and franchising in class. So I applied this knowledge to 

the gameplay and this project. That is, I built my own roller coaster to create the 

copyright and renamed shops and stalls as ABET to form a franchise system. 

This constraint of RCT3 affordances made these students define alternative goals and 

create stories in order to make the gameplay relate to the global simulation. For instance, 

Ohm’s game narrative was created from his imagined situation of owning the copyright on a 

roller coaster as his intellectual property. He wrote about his ideas for the copyright and 

franchise system in a memorandum task, as illustrated below. 

The Funnies World                 Memorandum 

To: Ms. Sofia Kerr (CEO) 

From: Sulley Sullivan 

Date: 15 November 2015 

Subject: The Project Plan about The Funnies World 

   As requested to find out some information about the law and operations of law. The details of 

project plan are as follow. 

   I think about the legal management. Copyright law I used to be in the field of copyright. It’s 

about the trade secrets of the foods, drinks and other. And the franchise law, it is about the 

foods, drinks and other business with a model or a different identity out. 
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   Also, I would like to suggest that, if possible our company should increase the area more. Because 

can be seen that available space may be too small. For people who have come to enjoy the theme park 

more. 

This written task demonstrates that game goals and narratives could emerge when learners 

explored the gameworld for what they could or could not do in the gameplay. Ohm not only 

constructed a roller coaster on his own to form the copyright issue, he also used the operating 

modes to retitle shops with the company name “Funniest World” as well as recolored staff 

uniforms in order to develop the copyright and franchise system in his gameplay. Ohm 

interwove his game events with his discipline of Technology and Creative Business and 

gameplay experiences. His creativity and narratives were shown in a memorandum of 

progress report as follows. 

To: Ms. Sophia Kerr (CEO) 

From: Sulley Sullivan 

Date: November 22 November 2015 

Subject: The Project Plan about The Funniest World 

 As requested to find out some information about the law and operations of law. The details of 

project plan are as follow: 

 Copyright law should include about registration of Real Estate of The Funnies World. We 

have the right in this The Funnies World exclusively. That is, we can bring the law into line with 

the franchise, if someone is interested to buy the brand of our The Funnies World. It can be sold 

to them in this brand. 

 Also, I would like to suggest that, for the janitor, mechanic and entertainer, we can design 

uniforms with our copyrighted brand. If there are violations, we can sue them. 

 Please let me know if you need more information on this matter. 

 

These two memoranda present game narratives created by Ohm regarding the 

copyright and franchise systems for selling the amusement park’s products and services. In 

this way, Ohm’s gameplay represents a realistic flow of events and experiences in which he 

met challenges and engagement in the gameworld. Briefly, Ohm and Nam similarly used the 

Ride icons for constructing their roller coasters, labelling them with their companies’ names, 

and operating them for profits. This strategy made within the in-game context presents the 

narratives emerging from the learners’ agency within the tactical frames. 



95 
 

 

Hence, beyond the goal-orientedness in gameplay, RCT3 provides a space with 

narrative potential for players to define their own goals and create their imaginative stories. 

During a particular game session, narratives can emerge from players’ exploration and their 

interactions within the game. In this study, some students defined their alternative goals and 

wrote stories from their understating of game affordances and constraints in order to 

accomplish the tasks of the global simulation. 

Conclusion 

The findings show that RCT3 shares some characteristics with other game genres that 

learners had played, i.e., the PC platform, the simulation-strategy features, and the milieu of 

business, which seemed to help prepare learners to understand the gameplay easily. The 

analysis of interview data revealed that the learners’ interactivity within the game depicted 

the pedagogical affordances of RCT3 for a business English simulation – that is, the 

exploratory interactivity, goal-orientedness in gameplay, goal-orientedness for roleplaying, 

and emergent narratives. All learners started the gameplay by exploring the gameworld of 

amusement park business with the use of the point-and-click interface from a bird’s-eye view. 

Due to different levels of RCT3 gaming experiences, these learners explored the game based 

on their motives and the ludic mechanics, i.e., in-game scaffolding and contextualized 

assistance. Students who had never played the RCT series explored the game for overall 

ideas, e.g., game materials, objectives, and rules, and played through a process of trial and 

error. Two students who had played this game series explored the gameworld for facilitating 

the game strategy and play as well as their roleplays in the global simulation. During 

exploration, all of these learners discovered game affordances and constraints for their 

experiences of play. They experimented with mechanisms and learned from their failures. In 

this way, they could grasp ways to create game goals and stories. Since RCT3 is a stand-

alone game that does not provide an in-game channel for interpersonal interaction, learners of 
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the study created an affinity space (Gee, 2007) on LINE where they could discuss with others 

the gameplay strategies and rules. 

Data analysis uncovers goal-orientedness in RCT3 gameplay, in which learners 

aligned their goals with the in-game objectives, i.e., the metrics of business success. The in-

game objects (e.g., a pool complex, gentle rides, roller coasters, shops and information 

kiosks) were chosen and valued differently based on their business goals, e.g., small or high 

investments. This object selection represents certain ways of narrative design constructed by 

each learner. Coupled with the global simulation, there were indications of how learners 

experienced their gameplay specifically through the views of their simulated roles of 

department heads in the virtual companies. They selected and used specific in-game icons 

and windows, e.g., Finances windows for financial management, Guest windows for CRM, 

Staff windows for human resources, and Ride Operation Options for technical services, to 

observe the events in the gameworlds and then intervene for the best outcomes. Their 

selections and actions were symbolic and interactive representations for the meaningful 

construction of professional practices and new identities in gameplay. In the stage of 

understanding the gameworld better, these learners did not explore and observe the game as 

the whole system; instead they focused on the features and semiotic system of the game 

based on their goals and gaming experiences. In this manner, player narratives were 

established throughout the process of observation and intervention within the gaming spaces. 

Lastly, it was indicated that RCT3 provided a space for external narrativity (Ensslin, 

2014). During exploration of the game mechanics and interaction with the game, some 

students initiated ideas and narratives from their interpretation in gaming as related to their 

disciplines. Two law students created narratives that were influenced by the limitations of the 

game content. These students defined their alternative goals and created their own narratives 

beyond the goal orientation in gameplay. This videogame thus offers a potential space for 
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narrative interactivity through the use of ludic mechanics. The emergent narratives represent 

how learners interrelated their gaming experiences with their disciplinary knowledge as well 

as their roleplays in the global simulation. Hence, RCT3 can be a possibilities space (Squire, 

2008a, p. 5) for experiential learning of business English through those four pedagogical 

affordances. In gameplay, learners interact with in-game ludic mechanisms to complete the 

in-game objectives along with their defined goals. Through their choices, actions, and 

interactions in RCT3 play, the player narratives emerge at some point during the gaming 

sessions. Embedded with the global simulation, learners had opportunities to think and 

perform in certain ways as global professionals. 

In the next chapter, data analyses of interviews and learning artifacts demonstrate how 

this game-enhanced simulation provided opportunities for learners to immerse in virtual 

social actions through the use of professional discourses within genre systems of work – in 

which the ways of professional identities were shaped and performed. 
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CHAPTER 5  

The Use of Professional Discourses and  

Expression of Identities in Game-enhanced Simulation 

Introduction 

The global spread of English has challenged language educators to begin to 

conceptualize what it means to teach a language as pluricentric, i.e., without a standard 

variation. At the same time, as the field of English-language teaching has recognized 

interconnections between global English and the plurality of cultures in which it is used, there 

has also been increased attention to the multiplicity of codes, modes, discourses, genres and 

registers situated in social practices and mediated for alternative and professional identity 

construction (Bazerman, 2002; Bhatia, 2004, 2008; Kern, 2014; Kramsch, 2014; Lantolf & 

Thorne, 2007). Many social approaches, in particular those informed by sociocultural theory, 

view language learning as a process of engaging in social activities that are mediated by sign 

operations, e.g., facial expressions, gestures, linguistic shapes, and sounds (Kramsch, 2000; 

Lantolf &Thorne, 2007; Vygotsky, 1978). Through these sign and mediation systems, 

identities are shaped and performed. According to Vygotsky (1978), the mediated human 

mind is organized by cultural artifacts, such as language, music, art, and inventions. He 

writes: “The internalization of cultural forms of behavior involves the reconstruction of 

psychological activity on the basis of sign operations” (Vygotsky, 1978, p. 57). In other 

words, we learn language not by memorizing arbitrary linguistic and acoustic signs and 

placing them to use in an activity, but rather we learn through mediational means or sign 

operations in which “external social interactions become ‘internalized’, i.e., reconstructed 

internally, as psychological processes—ways of thinking, modes of learning” (Kramsch, 

2000, p. 134). We primarily learn language by engaging in social activities, e.g., schooling, 
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shopping, working, and communicating, through all kinds of sign operations and cultural 

artifacts in which our identity is individually and socially constructed. 

Focusing on the specificities of language learners, Block (2007) reports that language 

learners constitute and negotiate identity in three distinct L2 learning contexts: naturalistic 

communication in the surrounding environment, the L2 classroom, and the study-abroad 

setting. Learners need to be prepared to move between and situate themselves in these 

contexts. Especially in the age of global media, learners are being socialized into various new 

literacy practices and discourses in which they develop and invest in alternative identities 

depending on different social relations (Lam & Kramsch, 2003). For example, in Lam’s 

(2009) study, an adolescent girl, migrating from China to the United States, used a variety of 

linguistic and non-linguistic resources in instant messaging exchanges, i.e., standard 

American English, hip-hop English, the Shanghainese dialect, Mandarin and Cantonese, to 

develop an online self. As this study shows, in digitally networked spaces language learners 

mediate meaning-making and identity construction through a hybridity and diversity of 

linguistic and cultural repertoires. The present study takes the complexity of communication 

that English-language learners are likely to encounter in the real world, as well as the 

mediated identity formation they are likely to be pushed to develop as professional users of 

English, as points of departure for a pedagogical intervention. Using global simulation 

practices and digital gaming as a virtual, rich context that the project reported on, learners 

were given opportunities to shape identities as developing English-speaking professionals in 

their respective fields. Based on a case study of three students, the results of this pedagogical 

pilot study suggest that global simulation could move away discrete language, i.e., academic 

business English, to the use of applied business English by allowing learners to be socialized 

into disciplinary discourses and genres in which a desired identity was developed within the 

simulated global workplace. 
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Becoming a Speaker of Discourse 

Given the global situation of English-language teaching and use, new pedagogical 

objectives need to be envisioned for instructed language teaching in order to help learners 

master how to position themselves through language and discourses within diverse and 

layered contexts. James Gee (2005) argues that language use involves a combination of what 

he calls “Discourses” with a capital “D”, that is, “ways of combining and integrating 

language, actions, interactions, ways of thinking, believing, valuing, and using various 

symbols, tools, and objects to enact a particular sort of socially recognizable identity” (p. 21), 

and little “d” discourse,” which involves stretches of language in use. In this sense, the little 

“d” discourse” contributes to the construction of capital “D” Discourses. Capital “D” 

Discourse is “a sort of identity kit” through which a person says, does, values, and believes in 

a certain way and in so doing becomes part of a group. For such a person to be accepted fully 

into a discourse community, he or she must first thoroughly learn and understand its norms 

and language. Through the use of Discourses, language learners are socialized into ways of 

thinking, doing, being, learning and meaning-making in new social spaces. 

For this dissertation project, I introduced a game-enhanced simulation that provided a 

space for learners to engage with business genres as a form of professional discourse and thus 

as a means of constructing professional identities. The tasks were designed based on real-

world professional activities involving typical genres found in business communication (e.g., 

writing email and memorandums, communicating business information, giving business 

presentation, and business telephoning). Genre theorist Charles Bazerman (1994, 2002) posits 

that people develop an identity by participating in familiar social situations and 

communicative acts through systems of genres – the interrelated texts and genres that people 

construct and use in an organized way within a specific community. Bazerman gives an 

example of how we become income-tax payers by engaging genres of taxation and economic 
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life, e.g., aggregated annual financial forms, income statements, broker and bank statements, 

and tax-reporting forms. In the classroom context, Bhatia (2008) argues that authentic 

professional discourses and professional practices should be brought in for extended 

understanding of “Why do these professionals use the language the way they do?” (Bhatia, 

2008, p. 169). He argues that learners should understand interdiscursivity as a way to 

understand professional practices – how people perform to accomplish their work aims and 

how they use language as a resource to facilitate their practices and shape identities. He 

defines interdiscursivity as: 

[A]ppropriation of semiotic resources (which may include textual, semantic, 

sociopragmatic, generic, and professional) across any two or more of these four levels 

… text, genre, professional practice, and professional culture …, especially those of 

genre and professional practice.” (Bhatia, 2008, p. 165). 

He exemplifies interdiscursive practices within corporate disclosure documents (e.g., 

annual reports) that contain the discourses of accounting, finances, financial gap analysis, 

banking, investment, business law, etc. Above all, the understanding of intertextuality as well 

as interdiscursivity is crucial for L2 learners to use language and discourses in the ways that 

fit specific situations and purposes as well as to position themselves within the complexities 

of the global language of business. 

This pilot study introduced an experiential space in which learners could role-play 

through a series of real-world tasks with the aim of enabling them to begin to develop 

identities as professional and English-language users. This study’s focus is an extracurricular 

module in which the tasks were created based on the communicative functions already 

provided in the EFL curriculum at UTCC. The researcher invited 10 Thai learners to 

participate in a game-enhanced simulation in which they role-played department heads of an 

imagined amusement park company. The present study considers how three of these 
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participants reproduced professional discourses and argues that the opportunity to perform 

alternative identities in the business English simulation enabled them to develop a second-

language self as English-speaking professionals. 

Methods 

This chapter presents a case study of three learners, Hugo, Fareast, and Nam, who 

worked together in the simulation to form an imaginary company, named by them as ABET 

Company or Amusement Park of Bangkok Entertainment in Thailand. These learners were 

selected for this chapter because of their different disciplines – Accounting, Logistics 

Engineering, and Technology and Creative Business – and their different simulated roles as 

department heads of Financial Management, Technical Services Management, and Legal and 

Operations Management that they played in the same virtual company. These roles were 

selected by the students based on their understanding of their fields of study. They were 

drawn primarily from a textbook’s representation of jobs in an organization (Hollett, 2006). 

Table 3 displays learners’ nicknames with their disciplines and roles in simulation. 

Name School Major Department Head 
Virtual 

Company 
Role Signup 

Hugo Accounting Accounting Financial Management 
The ABET 

Company 
Hilla Flower 

Fareast Engineering 
Logistics 

Engineering 

Technical Services 

Management 

The ABET 

Company 

Fareast 

Smith 

Nam Law 

Technology and 

Creative 

Business 

Legal and Operations 

management 

The ABET 

Company 

Mike 

Wazowski 

 

Table 3 Learners’ nicknames with their disciplines and roles in simulation  

During a four-week period, they were asked to perform in their roles a series of tasks 

related to the business English curriculum  such as , creating an organization chart on Google 

Docs, creating company and personal profiles on LinkedIn, writing emails and memoranda to 

CEO and colleagues, giving business presentations, and making phone calls to other 

departments (see more details of this extracurricular module in Appendix A). 
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The data sources for this study included focus group interviews, individual interviews, 

and learning artifacts. The focus group interviews were used in the study to capture the 

dynamics of group interaction and reveal reflections on the experiences of roleplaying when 

they met the researcher each week. The individual interviews were conducted to offer each 

participant an opportunity to explain and reflect on the events, activities, feelings, and 

experiences of gameplay and roleplaying. They also helped verify information from the focus 

group and the unobtrusive data for a deeper insight and more confidence in those findings. 

The interview questions were guided by the concepts of game-enhanced learning, ESP 

concepts, task-based approach, GS, and digital literacies (see sample questions in Appendix 

C). The learning artifacts – the products of the tasks – were collected and analyzed to provide 

a set of unobtrusive data that were unfiltered by students’ perceptions and interpretations in 

order to find indirect ways to obtain profound and insightful data (Hatch, 2002). The learning 

artifacts comprised work that the students completed as themselves, e.g., memoranda, emails, 

work on Google Docs, slides for presentations, and posts on LinkedIn. The analysis of the 

learning artifacts was informed by the concepts of discourses with a capital D (Gee, 2005), 

intertextuality (Bazerman, 1994, 2002), and interdiscursivity (Bhatia, 2004, 2005, 2008). I 

principally looked at how learners engaged in the global simulation by ways of using and 

combining words, discourses, actions, and interactions, and how they positioned themselves 

within these multiple texts. This analysis helped me see how students developed themselves 

as imagined identities through intertextual or interdiscursive texts as they co-constructed their 

virtual professional world. The next section presents the main findings of the study. 

Findings 

At the start of the gameplay, students worked in groups of five and formed a virtual 

company for a global simulation. They started their role-playing through the first task: the 

creation of an organization chart in the second week of the gameplay. For this task, students 
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worked together on Google Docs where they could create, share, edit and collaborate online. 

To create the ABET Company chart, the coursebook, Business Objectives International 

Edition (Hollett, 2006, p. 32), was used to guide them in creating their virtual departments 

and divisions. The diagram below is the content of an organization chart exemplified in the 

coursebook. 

 
Figure 2 The content of an organization chart exemplified in the coursebook (Hollett, 2006, 

p. 32) 
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What they produced is presented as the following Figure Y below. 

Figure 3 The organization chart of ABET Company 

This company chart presents how learners initially organized their sense of their 

professional roles and how they related to the roles of others in this game-enhanced 

simulation. Three case studies are presented in the following section to demonstrate how 

three learners – Hugo, Fareast, and Nam – produced texts and used discourses to develop 

their roles as English-speaking professionals in this simulated professional community. While 

their writing contains grammatical mistakes, the interview data and their artifacts (e.g., email 

memoranda and their personal and company profiles on LinkedIn) show evidence of how 

these learners produced professional discourses and performed alternative identities in the 

business English simulation. In the following sections, the findings show how these three 

learners engaged in the global simulation in different ways based on their motives and 

interactions as related to their disciplines and gameplay experiences. 
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Ways of combining and integrating language, actions, interactions as an accountant: the 

case of Hugo 

Hugo, an accounting student, simulated Hilla Flower – the department head of 

Financial Management. In the creation of an organization chart, Hugo thought that Customer 

Accounts presented in the coursebook (see Figure 2 above) would not fit in this global 

simulation because there were no features of this issue in RCT3 gaming. Thus, she created 

her department with two divisions – Purchasing and Financial Services (see Figure 3). Hugo 

explained: 

I didn’t copy all of the divisions from the book into my chart. For my department, I 

had only two divisions; Purchasing and Financial Services. I don’t think Customer 

Accounts would be relevant to this amusement park company. There is no feature 

about this issue in the game. The game doesn’t allow customers to make a late 

payment for the admission fee. 

Hugo’s explanation reveals how she started interrelating gameplay experiences and 

content in the coursebook to develop her understanding of her academic discipline. Hugo 

played the game by mainly managing an amusement park business through the use of the 

Finances window – observing in-game figures (e.g., financial summary, park values, and 

monthly profits and losses) and taking actions for investments and finances. Hugo stated: “I 

focused on using the window of Finances in the game. I mainly looked at the windows of 

financial summary and figures to manage my amusement park for investments and profits.” 

Hugo played the game with an eye toward motives and skills appropriate to her professional 

identity, i.e., calculation-based reporting, in this project: 

In gaming, I was serious about my accounts. I wanted more and more profits and 

wanted to repay the loan as soon as possible. I used my skills and knowledge of 
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accounting in this project. I always planned well and calculated everything with my 

calculator. 

This is a type of identity that Gee (2007) calls a projective identity, whereby participants play 

the game with an understanding of themselves and their potential capacities. This projective 

identity was constantly developed in other tasks when her gameplay experiences were 

described through other genres and discourses, e.g., memoranda, presentations, telephoning 

conversations, and a personal profile on LinkedIn, for the task performance. 

For example, learners were asked to write a set of memoranda, i.e., a project plan and 

progress reports, based on their gameplay experiences. The supplementary material of 

Memorandum, produced by two teachers at the university for the course English for 

Communication 3, were employed to guide their writing (see this material in Appendix B). 

The memorandum for the project plan written by Hugo is illustrated as follows. 

ABET Company      Memorandum 

To:            Ms.Sunny Maurer, Chief Executive Officer  

From:        Hilla Flower, Department Head of Financial Management 

Date:        13 November 2015 

Subject:    The Project Plan about Amusement Park 

 

As requested to find out some information about the project plan, how to increase guests and park 

value. The details of project plan are as follows: 

1. The cash investment for the project is $100,000. 

2. Budget allocation about purchasing assets for amusement park; as follows. 

- Investment for the swimming pool and changing rooms are $18,500. 

- Investment for playthings of amusement park are $8,000. 

- Investment for shops of amusement park are $4,500 and the stocks are $50 per month. 

- Investment for other equipments are $250. 

- Reserve money for maintenance or exchanging decayed equipments are $100 per year. 

- Investment for researches are $100-200 per month. 

- Wages and trainings expenses are $100-400 per month. 

3. Specification of fees about plaything tickets are $2.50-5.00. 

4. Specification about price of foods, drinks, and other are $1.00-5.00. 

5. No admission charge of amusement park for the project. 

 

Also, I would like to suggest that to be able to use investment efficiency, attraction of guests and least 

complaining from guests, our company should not invest for the zoo because the survey showed 

that requests a lot of cash investment for building and maintaining the zoo. And that may cause 

the dangers for guests, if the animals escaped from the cages. 

 

Please let me know if you need more information on this project. 
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Hugo used the supplementary material related to the genre memorandum, which was 

provided in the course, to guide her creation of the memoranda in this project. She made use 

of all phases of the memorandum outlined in those pedagogical materials – the heading, 

introduction, body, recommendation – as an opportunity to perform her imagined 

professional identity. As clearly presented in the heading, she positioned her character as the 

department head of Financial Management within this simulated community. The body phase 

presents her ways of using language and actions as an accountant by explaining the 

investment plans with calculations and financial reporting skills. The final recommendation at 

the end was created from a failed start in the game, related to an investment in the zoo, whose 

narrative she then channeled into the text to reproduce a business Discourse – that presented 

the chance to perform her imaginative identity in the workplace simulation. In this manner, 

Hugo took a more fixed model of language, provided by the course discussion of the genre 

memorandum, and embedded it effectively in professional Discourses, fashioning herself as a 

person who worked in accountancy and finances for a company. 

The memorandum of a financial report, i.e., a progress update, produced by Hugo 

presents how she continuously formed the sense of who her character was in this virtual 

company through the use of accounting and financial Discourse, as presented below. 

Hugo’s memorandum of a financial report 

 

ABET Company   Memorandum 

To:            Ms.Sunny Maurer, Chief Executive Officer  

From:        Hilla Flower, department head of Financial Management 

Date:        21 November 2015 

Subject:   The Finance Report of Amusement Park 

 

As assigned to present the finance report of amusement park. The overall operations of amusement park are 

as follows: 

1. The financial report shows an increase in profits in previous months. But we have not had any profits 

this month yet because we have just purchased a new plaything.  

2 .The park value is $154,584.80 . 

3. The company value is $156,479.66 . 

4. The amusement park doesn't have a loan or liability. 

5. Cash on hand is $1,894.86 . 

6. The assets of amusement park that is 14 rides or playthings, 15 shops, 10 facilities, and 2 pools. 
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7. The number of guests are 1,541 persons. 

8.The park rating is 854 ; +115 number of guests,+500 happy guest,+196 ride up-time,+227 ride excitement 

& intensity ,and -184 litter&vomit. 

9.The awards of amusement park; following below. 

- The Best Reliability Award  

- The Best Value Award  

- The Safest Park Award  

 

Also, I would like to suggest that to be able to increase guest satisfaction, our company should increase 

the numbers of food & drink shops, and get feedbacks from guests in order to improve our 

services. For the cash on hand and the profit that are decreasing this month because of the new 

plaything, we’re certain that they’ll increase next time when we open the new plaything. 

Please let me know if you need more information on the finance report. 

 

In the same way as the previous memorandum, Hugo wrote her report of the 

gameplay by following the memorandum format presented in the supplementary material in 

the course. She used this memorandum as a space to intertextually link her experience of 

gaming with the narrative she created for her character in the simulation, by drawing from her 

emergent knowledge of a professional genre, the financial report. She wrote: “The park value 

is $154,584.80, The company value is $156,479.66, The amusement park doesn’t have a loan 

or liability, Cash on hand is $1,894.86.” Hugo used accounting jargon, i.e., cash on hand and 

the assets of the amusement park, which she told me was learned from her accounting 

classes, not from the video game. She explained: 

I added “cash on hand” and “assets” in the memo. I learned these words from an 

accounting class. The park value (presented in the game) are different from assets of 

the park. The park value is about the value of things in the park whereas the assets are 

things that a company owns, like my assets including clothes, my bag, and my watch. 

This evidence indicates how Hugo integrated disciplinary practices and Discourses from her 

major area of study into the role-play. She acted out an accounting identity by participating in 

this business simulation through these interrelated texts and genres. 

 In another writing task, creating the company profile on LinkedIn, Hugo reported that 

she wrote the first draft of the profile for her group. She said: “For the company profile, I was 

the one who started writing it as a draft on LinkedIn; then I shared it with my friends. They 
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liked it and helped me design the page.” The company profile of ABET on LinkedIn is 

presented below: 

Amusement Park in Bangkok Entertainment of Thailand Company is the perfect place 

for families with small children. With over 30 rides & roller coasters, shops, and 

entertainment. ABET Company has consistently earned honors from Amusement 

Today magazine as being among the TOP 3 Best Children’s park in the world. And 

the ABET company has a campaign on Parents Magazine, The Nation Newspaper and 

other every month. Come on to enjoy with us! 

In the interview, she told me that she had Googled for information from magazines 

(e.g., Amusement Today and Parents) and newspapers (e.g., The Nation) related to the 

amusement park industry in order to refer to them in the profile and have it appear real. She 

said: “I searched for the names of magazines and newspapers that related to the amusement 

park business on Google and added them in the profile on LinkedIn. I wanted to make the 

profile look real.” This task indicates that Hugo was developing into the “kind of person who 

can learn, use, and value the new semiotic domains” (Gee, 2007, p. 54, italics original). She 

invested in the global English and professional identity construction by reorganizing a sense 

of who she was and connecting herself to the social world in this virtually social community.  

For the presentation task in the final week, Hugo used information from the financial 

report shown above as the basis for her presentation. Below is the script of the presentation 

produced by Hugo. 

Hugo’s script for a presentation 

 

Hello everybody, I’m Hilla Flower in Financial management with ABET company. 

Let me present the finance report of the Amusement park. 

The amusement park is founded for three years. There are 14 rides, 15 shops, 10 facilities and 2 pool 

complexes. The number of guests in there are 1,541 persons. And the most of them are adult. We have 

$1,894.86 cash on hand and we had the profit in previous months. Could you see that in this 

graph? The profit has a sharp decrease on July same as the cash on hand. Because we had a 

dramatic rise in expenditure about purchased a new roller coaster on July. But we certain that 

cash on hand and the profit will increase next time when we open it. (The picture is a new roller 

coaster.) Then, we have $154,584.80 for park value, $156,479.66 for company value and no loan. 
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In the future, we will increase the number of food&drink shops for respond to guest’s feedbacks. And 

we will get another feedback to improve our services. 

 

Hugo told me in the interview that she used the chapter of the coursebook on 

“Describing Trends” (Hollett, 2006, pp. 88-92) to describe and discuss figures and graphs as 

preparation for the simulated presentation. “I used some language patterns from the 

coursebook to write the script for the presentation, for example, ‘a sharp decrease’, ‘a 

dramatic rise’.” This business presentation was given in the internal meeting simulation, 

which showed an interconnected nature of communication called a genre set (Bhatia, 2004; 

Nickerson & Planken, 2016). It was created with elements of other genres, i.e., a previous 

financial report and email memorandum written to the CEO. Moreover, this presentation 

presents an interdiscursive form between business genres (such as financial report, 

accounting description, describing trends, project plan, progress report, and 

recommendations) indicating that these tasks began to form a genred activity system for 

Hugo. Through these interrelated texts and genres, Hugo’s professional identity as a 

department head of financial management or an accountant emerged within the simulated 

system of work and community. In this way, this game-enhanced simulation allowed Hugo to 

engage in tasks that went beyond the coursebook. The written and spoken texts Hugo 

produced indicate that she made intertextual and interdiscursive connections among her 

gameplay experience, the coursebook, and her emergent accounting professional knowledge 

in her field. This simulation seemed to provide learners with an opportunity to form a 

projective identity by bridging their academic identity, e.g., as an accounting student and an 

L2 learner, with their virtual identity as an accountant or a professional in a simulated 

workplace (Gee, 2007). 
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Ways of thinking, believing, and valuing as a mechanic and logistician: the case of 

Fareast 

Fareast, a student majoring in Logistics Engineering, role-played Fareast Smith, 

department head of Technical Service Management. He revealed in the interview that the 

English coursebook did not provide any content related to technical services for creating the 

organization chart (see Figure 2). Therefore, he brought in basic mechanical and logistic 

knowledge from his engineering studies to define the game goals and form the virtual 

department in the global simulation. Fareast ultimately completed his portion of the ABET 

company diagram with four divisions: Installation and Equipment, Ride Maintenance and 

Technical Services, Building and Infrastructure, and Logistics (see Figure 3). Based on the 

supplementary material related to memorandum writing, Fareast wrote a memorandum 

regarding the project plan of the company, in which he further defined his role within the 

company. 

Memorandum of ABET Company 

To : Ms.Sunny Maurer, Chief Executive Officer  

From : Fareast Smith, Department Head of Technical Services Management 

Date : 13 November 2015 

Subject : The Project Plan of Amusement Park 

As requested to find out some information about the project plan. I think method how to increase 

guests and park value beneath responsibility of my department. 

1. Training mechanics how to install playthings because I want everybody to know about 

plaything and preform quickly for fasting when playthings have a problem. 

2. Usually give an order to mechanics that maintain plaything constantly  

3. I’ll send mechanics to plaything which has a problem  

4. I’ll manage mechanics sufficiently so I connect with human resources department. 

Also, I would like to suggest that to be able to respond our customer. The fast Maintenance makes 

customers have good attitude and trust company. I think if company operates follow this plans, 

guest and park value will increase certainly. 

Please let me know if I have a mistake or you need more operation in this department.  

 

This memorandum illustrates Fareast’s goals of increasing the number of guests and park 

values by focusing on staff training related to technical services. He also introduces here a 

professional way of thinking related to the field of logistics, which he described in an 

interview: 
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In the field of logistics, we focus on quick response and action in doing things like 

fixing, constructing, and transporting things. This is good for the company by 

increasing customer satisfaction. So in gaming, when I got the message of broken 

rides, I just put the mechanics to fix them right away. 

The memorandum indicates how Fareast projected himself as the department head of 

Technical Services Management and as a specialist in technical and logistic services by not 

only speaking, but also thinking in particular ways – as he understood its norms and language 

(Gee, 2005). Although Fareast makes some errors in word choice, for example, selecting the 

wrong word “plaything” referring to rides and roller coasters, the memorandum exhibits how 

he defined his work through professional Discourse, i.e., his plans to train mechanics and 

assign tasks to them and giving a recommendation for fast maintenance. 

Within a later task, in a progress report memorandum below, Fareast continues to 

integrate logistics Discourse as he describes the jobs in the amusement park. 

Memorandum of The ABET Company 

To: Sunny Maurer, Chief Executive Officer 

From : Fareast Smith, Department Head of Technical Services Management 

Date : 30 November 2015 

Subject : A progress report of technical services and operations 

 

 As requested to find out some information about a progress report from my department. I 

checked and took care of every roller coaster and ride around the park. I assigned my staff to fix 

and install them when they had a problem. Staff in my department always work very well. When our 

park is operated anything quickly, the number of guests will increase and park value will 

increase too. 

 Also, I would like to suggest that, the park shouldn’t have a lot of high rides or roller 

coasters because they will block the scenery.  

 

 

In this progress report, the multiple action verbs (e.g., checked, took care, to fix, to install, 

operated) establish a series of professional practices related to his identity as a mechanic. In a 

later task, a written simulation of a telephone conversation on Google Docs, Fareast made a 

phone call to Nam, who role-played Mike Wazowski working in Legal and Operations 
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Management, to ask for some legal advice. What follows is the telephone conversation 

between Fareast and Nam. 

Fareast Smith :  Hello. I’m Fareast Smith, Department head of Technical Services 

Management. Could I speak to Miss Mike Wazowski? 

Mike Wazowski :  Yes, I’m Mike. What can I do for you? 

Fareast Smith :  I’m going to control transport of Parachute Drop (a Thrill Ride) on Saturday. 

The weight of Parachute Drop is 28 tons. But I don’t know the truck that can 

load it legally. Could you tell me what kind of trailer can load it for 

transporting the ride to our park. 
Mike Wazowski : You can use a 22 wheel trailer to transport the ride. According to the law, 

this trailer can’t weigh more than 30 tons. So, I think you can use it 

legally. 

Fareast Smith :  Okay. I’m going to speak with trailer company about kind of trailer.  

  

 

In this telephone conversation, Fareast pretended to call Nam and ask for more information 

about transport law in order to manage how to deliver a ride to the amusement park. Fareast 

used his knowledge of product transportation, while also setting up an opportunity for Nam to 

exhibit professional knowledge in the role of a lawyer. Fareast explained: 

I bought a ride, Parachute Drop, in my gameplay. So for this telephoning task, I 

thought about logistics and transportation law which I’d just learned in class. I know 

that there is something about weight limits and trailers, so I asked for more 

information from Nam. 

In this manner, Fareast valued the knowledge of logistics and transport law in this 

global simulation by integrating actions, interactions, and language to represent the 

recognized identity as a logistician. Participants were asked to draft a confirmation 

memorandum following up on the phone call. Fareast’s memorandum is illustrated below.   

Confirming the Phone Call from Fareast 

 

ABET Company    Memorandum 

To:         Mr. Fareast Smith, Head of Technical Services Management 

From:    Mike Wazowski, Head of Legal and Operation Management 

Date:     02  December 2015 

Subject: Information about the Trailer of the Amusement Park 

 Regarding our telephone conversation today, I’m writing to confirm the Information 

of  amusement park are as follows: 

 1.You can use a 22 wheel trailer to transport the ride. 
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 2.This trailer can’t weigh more than 30 tons. 

 3.You can search more information about trailer on www.google.com 

 Also, I would like to give people to guests visiting the amusement park of ABET Company is 

more than before. 

 Please let me know if you need more information on this matter 

 

********************************************************************** 

A Reply from Nam 
 

ABET Company                                              Memorandum  

 

To:         Mike Wazowski, Head of Legal and Operation Management 

From:     Fareast Smith, Head of Technical Services Management Department  

Date:       8 December 2015 

Re:          Information about the technical plan of the Amusement Park  

 This memo is in response to your memo, dated 2 December 2015, on the information about 

the transportation law of the amusement park. Thank you my colleague. I’m going to choose this 

kind of trailer for moving the ride. I agree with your detail about transport law. 
 Please don’t hesitate to let me know if you need more information on this project. 

 

 
This confirmation of the phone call intertextually linked to the telephone conversation he made 

previously as a constant way to perform a professional identity within the simulation. The cross-

disciplinary domains (i.e., law, logistics, and transport) and business genres (i.e., telephoning, 

memoranda, and confirmation email) were created as an interconnected system of work as social 

actions, in which he continually used the professional Discourse and fashioned his professional 

identity in this virtual business community. 

To sum up, within this game-enhanced simulation, Fareast connected disciplinary 

knowledge from his field and the experience of gameplay. In this manner, he performed 

professional identities as a department head of Technical Services and Management, a mechanic, 

and a logistician. Moreover, Fareast engaged in socially recognizable ways of speaking and 

thinking in these professional roles, while adhering to the norms of typical business genres. This 

helped him constitute and perform his imagined identity as a future member in a professional 

context. 
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Struggling for a socially recognizable identity as a lawyer and a legal advisor: the case of 

Nam 

Nam, a student majoring in Technology and Creative Business in the field of law, 

discovered that the game RCT3 did not afford her any features related to her field. This 

constraint made Nam define alternative goals in order to make the gameplay relate to this 

global simulation. She explained: “I started exploring what I could do inside the game for my 

simulated jobs. But there’re no features relating to legal issues.” In the organization chart, 

Nam created three divisions: Operations, Hotels, and Legal Advisor for the Department of 

Legal and Operations Management. Drawing from her knowledge of legal specialization and 

the kinds of activities afforded by the games, Nam further created several sub-divisions under 

the office of Legal Advisor (i.e., Logistics, Contracting & General Purchasing, Institutional 

Relations, Franchise, and Copyright) – see her creation in Figure 3. She clarified in an 

interview: 

I think my department should have three main divisions – Hotels, Operations for 

shops and stalls, and Legal Advisor. For Legal Advisor, I have subdivisions which I 

created from what I’ve learned in the classroom. 

Similarly to Hugo and Fareast, Nam invested in this global simulation by relating her 

disciplinary knowledge to existing social worlds in which she had an opportunity to develop 

an alternative identity. Her divisions were related to her discipline of Creative Business in the 

field of law, i.e., hotels, legal operations of the amusement park business, logistics, franchise, 

copyright, etc. This in turn affected her gameplay. The limits of RCT3 in relation to her 

professional motivations prompted Nam to build a roller coaster on her own and claim the 

copyright, so that she could find a legalistic angle from which to approach the game.1 She 

                                                           
1 In RCT3 game, players could either purchase prefabricated roller coasters from an in-game list or they could 

construct their own roller coasters with their own designs, e.g., with curved and sloped sections, inversions, 

banked curves, and brakes. 
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also renamed in-game shops and stalls as ABET in order to develop a fictional franchise 

system. Although RCT3 game activities did not involve legal issues, the game provided 

content for Nam to construct a fictive context of work in the global simulation that was fitting 

to her disciplinary identity. From this imagined context, Nam constructed a narrative in 

which the department was being formed. Nam role-played a character named Mike 

Wazowski. Below is the memorandum of the project plan produced by Nam in this role. 

ABET Company                  Memorandum 

To: Ms. Sunny Maurer, Chief Executive Officer (CEO) 

From: Mike Wazowski 

Date: 15 November 2015 

Subject: The Project Plan About Amusement Park 

     As requested to find out some information about the project plan for legal operation and 

management. The details of project plan are as follow. 

    I think about legal management should have legal advisors providing advice about the logistics 

law, contracting and general purchasing law, franchise law and copyright law. And operation 

management to deal with operations and hotel. 

    Also, I would like to suggest that if there is an expert in the legal division, we will have the 

accurate interpretation of the law.  
    Please let me know if you need more information on a progress report 

 

In her memorandum, she described her plans for the legal operation and management 

by giving a recommendation for having legal advisors in different fields, e.g., logistics, 

contracting and general purchasing, franchise, and copyright, in the company. She further 

maintained her recommendation at the end of the memorandum that a legal expert could help 

the company accurately interpret the circumstances. Through the language and Discourses, 

Nam’s writing presents how she was trying to act out a professional identity in a legal 

department by relating what she had learned in the classroom to the potential situations she 

might encounter at work. Nam continued this narrative in the memorandum of a progress 

report. 

ABET Company Memorandum  

To:           Ms.Sunny Maurer, CEO 

From:      Mike Wazowski, Department Head of Legal and Operations Managements 

Date:       2 December 2015 

Subject:   The progress report about the project plan 

As requested to report the progress about the project plan of amusement park are as follows:  

1. Copyright law: The adviser provided advice about patented rides and roller coaster. 

2. Franchise law: We took care of foods, drinks and shops including rides and roller coasters. 
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3. Logistic law: If we have people are interested in our brand of rides, roller coasters or foods, drinks 

and shops. We can export by air transport and maritime transport.  

Also, I would like to suggest that if there is an expert in the copyright law and franchise law, it is very 

good for business. Because if the violation occurs, we can sue for clutter immediately. 

Please let me know if you need more information on this matter. 

 

In comparison with the first memorandum, Nam added the position in the company in 

the memo’s heading, positioning the role more prominently. This progress report presents 

how she described in more detail the main jobs in the simulation: copyright law, franchise 

law, and logistic law. She demonstrates this knowledge in her character by relating it to the 

game. In this report, Nam formed an interdiscursive connection between the legal issues and 

logistic concepts regarding air and maritime transport as recognizable communicative acts. 

In the written simulation of a telephone conversation on Google Docs, Nam made a 

phone call to Fern, who was simulating Kin Pukk from Customer Relationship Management. 

She asked a question about the brand name of the company and a logotype being developed 

by Kin Pukk. 

Mike Wazowski : Hello Kin. It’s Mike Wazowski, Head of Legal and Operation Managements. 

Kin Pukk :   How’re you doing? 

Mike Wazowski : I’m doing fine, thank you. How’re you? 

Kin Pukk :   I’m good. What can I do for you, Mike? 

Mike Wazowski :  I want to know about the brand of ABET Company. 

Kin Pukk :  The brand’s name is “ABET” which is our company’s name. And I have 

talked with creator for making a logotype (logo of brand) they are creating. 

I’m waiting to choose the best of it. I will send you all of an information to 

your email.  

Mike Wazowski : That’s good. Would you send me an email please?  

Kin Pukk :   yes. Let’s me have your email. 

Mike Wazowski : Mike@gmail.com 

Kin Pukk:   thank you.  

 

This short conversation presents how Nam found a way to connect her professional practices 

with the role of a marketing expert in order to facilitate her roleplay as a legal professional. 

She explained: “I asked for information about branding because it was related to the franchise 

job.” 
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When Fareast made a phone call to Nam and asked a question about transport law (as 

presented in the analysis of Fareast’s contributions above), Nam was surprised. In the 

interview he stated: 

When I saw Fareast’s questions about transportation law, I was surprised. I had never 

learned much about this issue in detail. But I understand. It is his field of study and 

it’s related to my field. So I Googled the information and got what he wanted to 

know. 

Nam was willing to learn and search for information about transport law on Google in order 

to complete this task and maintain the role of a professional in the field of law, which seems 

to suggest an investment in at least this simulated identity. However, in the confirmation 

memorandum, Nam added a suggestion that Fareast search for more information about the 

trailer on Google. 

Confirming the Phone Call from Fareast 

ABET Company    Memorandum 

To:         Mr. Fareast Smith, Head of Technical Services Management 

From:    Mike Wazowski, Head of Legal and Operation Management 

Date:     02  December 2015 

Subject: Information about the Trailer of the Amusement Park 

 Regarding our telephone conversation today, I’m writing to confirm the Information of 

amusement park are as follows: 

 1.You can use a 22 wheel trailer to transport the ride. 

 2.This trailer can’t weigh more than 30 tons. 

 3.You can search more information about trailer on www.google.com 

 Also, I would like to have guests visiting the amusement park of ABET Company is 

more than before. 
 Please let me know if you need more information on this matter 

 

Although she maintained the genre system, this memorandum displays that she may 

have been struggling with finding her footing in the professional Discourse and identity. It 

further appears in the conclusion of the memorandum that she seemed to be unaware of her 

imagined identity as a legal person by changing the topic to talk about her need to have more 

guests in the amusement park, rather than relating to transport law or other legal issues. This 

interdiscursive practice seemed to make Nam perform her professional role less consistently. 
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This might be because of her lack of understanding of the issue of transport and its relevant 

laws. This also seemed to be the case in her LinkedIn profile, as presented below.  

 

 

 

 

 

 

 

 

 

 

 

 

 

Nam presents herself here in ways that were unrelated to her simulated career; for example, 

she talked about security guard training without any explanation of her legal career. Nam’s 

personal profile on LinkedIn consists of formulaic language, which she just copied from the 

other tasks. In addition, her use of language in the LinkedIn page is partially inappropriate 

and informal for professional networking: “We took care of food, drinks, and shops including 

rides and roller coasters efficiently so that we’ll not be sued by guests.” The cartoon alien 

used to present herself as an employee of the ABET Company suggests that she may not have 

taken the task seriously, but in her interview, Nam reveals another explanation:  
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I’d never used LinkedIn before. This social media is very new for me. It looks very 

professional and formal. It’s not like Facebook. I didn’t want to share things much. 

I’m afraid that I would be in trouble if they knew my profile was fake. 

Nam seemed to be concerned with the fictiveness in this simulation. Her lesser contribution 

to the simulation might be due to her unfamiliarity with LinkedIn and her lack of disciplinary 

knowledge as well as the input the game gave for her field. 

The limits of the RCT3 game encouraged Nam to develop her fictional systems of 

work, i.e., the franchise and copyright practices which were mediated through business 

language and professional Discourses that gradually shaped her professional identity in the 

field of law and Creative Business. However, Nam seemed to struggle with the challenge of 

professional interdiscursive form (i.e., a confirmation of the telephone call and a personal 

profile on LinkedIn), which was used as a form of social interaction in this simulation. 

Conclusion 

The game-enhanced simulation appeared overall to provide learners with an effective 

social context for promoting global English development and professional identity formation, 

which moved them beyond traditional learning practices in the coursebook and classroom 

setting. The three students in this case study had opportunities to use professional Discourses 

related to their disciplines as ways to establish a desired identity within the simulated global 

workplace. Although these learners’ writing presented grammatical mistakes and wrong word 

choices, the disciplinary Discourses used by them indicated their ways of integrating 

language, actions, and interactions as well as ways of thinking, valuing, and doing things as 

professionals in the field (Gee, 2005). In the global simulation, learners had opportunities to 

be socialized into new social spaces through disciplinary Discourses and genres, e.g., 

gameplay, a company organization, memoranda, presentations, telephoning conversations, 

and a company profile on LinkedIn. Within this genred system of work, they created 
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language by means of professionally intertextual and interdiscursive forms in which their 

professional identities were shaped and performed. However, the findings show that these 

learners engaged in this simulated workplace in different degrees. 

Hugo, for example, actively engaged in this simulation by contributing to particular 

choices and jargon with knowledge from her discipline of accountancy. She related as an 

accounting student to the existing professional world of finance. This relationship allowed 

her to form the work system and a projective identity as an accountant within this global 

simulation. Fareast was a student who engaged with ways of thinking and professional 

activity related to his academic discipline, i.e., logistics engineering. He fashioned his 

identities as a mechanic and logistician in the virtual amusement park company by including 

recognizable acts in his professional roles within the norms of typical business genres. Lastly, 

Nam – the law student in Creative Business – worked to be productive in the game, but was 

less productively engaged with the simulation. For example, in the confirmation phone call 

task, she seemed not to refer to her discipline much, in that she recommended using Google 

rather than bringing further legal knowledge to the interaction. In the creation of a personal 

profile on LinkedIn, she was reluctant to perform her virtual identity on this digital 

networking space. These struggles for her task performance and identity formation might 

possibly came from her lack of disciplinal knowledge and input from the gameplay. In the 

final chapter, the discussion of the findings of the whole pilot study is presented. It also 

includes limitations of the study, implications for design and pedagogy, directions for future 

research, and concluding thoughts. 
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CHAPTER 6 

Discussion and Implications 

This dissertation aims to introduce potential ways to reform the business English 

curriculum at UTCC by integrating diverse pedagogies, i.e., multiple literacies, game-

enhanced learning, and global simulation into the learning practices. This game-enhanced 

simulation was designed to provide experiential learning for learners to experience real 

language use, i.e., applied business English, within a simulated discourse community. Within 

five weeks, learners were encouraged to participate in professional practices and discourses 

related to their disciplines through gameplay and roleplay, in which they formed an identity 

as business professionals and English-language users in simulated contexts of work. 

Accordingly, I examined what opportunities for business English learning arose through 

engagement in this game-enhanced simulation. In Chapter 4, I reported learners’ ludic 

interactivity along with narrative interactivity informed by the analysis of their interviews. 

These two features of interactivity presented an interplay between ludological and 

narratological perspectives in RCT3 gaming, especially when embedded with global 

simulation. This present study depicted four pedagogical affordances of RCT3 gameplay in a 

business English simulation: exploratory interactivity, goal-orientedness in gameplay, goal-

orientedness for roleplaying, and emergent narratives. Chapter 5 presents a case study of 

three learners role-playing professional characters in the global simulation. The findings 

show how they learned beyond discrete language, i.e., academic business English from the 

coursebook and teaching materials. Within the global simulation, learners combined words 

and used professional discourses in their respective fields, wherein alternative identities as 

users of global English were shaped and constructed. In this chapter, I aim to discuss the 

findings of the two interrelated studies: 1) a study of the pedagogical affordances of RCT3 

gameplay for a business English simulation, and 2) a study of the use of professional 
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discourses and expression of identities in a game-enhanced simulation. The limitations of this 

dissertation is then described. Implications and further studies are presented in the final 

section.  

Discussion 

This dissertation presents how a game-enhanced simulation could be a potential 

pedagogy for learners to immerse in a synthetic discourse community for learning applied 

business English with dynamic forms of everyday business communication. The approach of 

game-enhanced learning, i.e., the use of RCT3 gaming, could be efficiently coupled with 

global simulation for providing a set of professional practices that support the development of 

specific discourses and desired identities. In this study, RCT3 gameplay offered a 

“possibilities space” (Squire, 2008a, p. 5) for learners to create ideological worlds and 

storytelling in which they interacted with the game systems to define their goals and create 

fictions. With the use of a point-and-click interface, learners began playing the game by 

exploring the gameworld to outline their gameplay through the views of their simulated roles 

in the global simulation. In this early stage of play, these learners could discover the game 

affordances and limitations for their choices to perform or not to perform in their gameplay. 

This gameplay experience characterizes the strategy game genre whereby players start 

playing games as beginners with minimal strategizing (Apperley, 2006; Myers, 2002) and at 

a slow pace to explore for choices (Foster et al., 2011). Through this process, learners had 

opportunities to develop strategic planning skills and discover their game goals through a 

process of trial and error. At the level of expert play, learners then contextualized and 

strategized their gameplay by taking actions based on their goals, while at the same time 

aligning with the game objectives. With their increasing level of expertise, learners gradually 

learned how to intervene in the game for the best outcomes. They observed gaming events, 

made independent choices, understood how to strategize, and maneuvered their fictional roles 
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throughout the gameplay. In this way, the RCT3 interactivity depicted certain ways the game 

was experienced, and a realistic flow of events took place. This flow state is achieved with 

goal orientation and interactions that allows players to progress their gameplay experiences 

and virtual events (Sykes & Reinhardt, 2012; Theodoulou, Avraamidou, & Vrasidas, 2015). 

In this study, all stages of pedagogical affordances of RCT3 gameplay encompassed 

the narrative types of interactivity, i.e., exploratory, external, and ontological interactivity 

(Ryan, 2001), and narrative involvements, i.e., tactical, performative, affective, interpersonal, 

personal narrative, and spatial involvement (Calleja, 2007). This game itself is not narrative 

and is not played by a protagonist in an interactive story. Players start a scenario with a few 

sentences of background for each scenario and its objectives. It provides exploratory and 

negotiable operations through an omniscient point of view outside the gameworld. Learners 

of the study interacted with game mechanics, e.g., rules, icons, windows, objects, and textual 

hints, based on their own motives and ludic actions for constructing narratives for their 

roleplays in the global simulation. The study’s findings demonstrate that learners placed 

different values on various in-game objects, e.g., a pool complex, roller coasters, rides, and 

information kiosks, based on their fictions for the business goals and their tactics for 

gameplay. Particularly, they selected specific icons and windows, e.g., Finances, Guests and 

Staff, based on their goals of professional discourses for their roleplays. In this manner, their 

icon selections represented their game goals and stories as a way of simulating professional 

practices in this virtual world. Foster et al. (2011) and Gee (2007) argue that in-game 

materials represent semiotic domains of the game as a set of practices that are symbolic and 

interactive for players’ goals, actions, motives, and meaning-making. Gee (2007) states that 

with the semiotic domains of the game, the meanings are not general or decontextualized; 

indeed, they are situated in embodied experience. In gaming, players construct meanings 

through the use of problem-solving and decision-making skills as well as knowledge in the 
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manner of professionals. When players actively and critically play the game, “They situate 

meaning in a multimodal space through embodied experiences to solve problems and reflect 

on the intricacies of the design of imagined worlds and the design of both real and imagined 

social relationships and identities in the modern world” (Gee, 2007, pp. 40-41). Accordingly, 

the RCT3 simulation particularly provided an epistemic space for learners to take on 

characters of professionals, e.g., as a department head, financial manager, marketing 

personnel, accountant, or lawyer, and run stories in gameplay. In this manner, learners gain 

experiential learning and simulated field experiences to develop generative ways of thinking 

and doing things as social and professional practices, as well as to perform new identities in 

the virtual world (Kebritchi & Hirumi, 2008; Shaffer et al., 2005; Squire, 2008a). 

Therefore, the narrativity taking place in RCT3 gameplay entails player narrative 

experience (Calleja, 2007; Jenkins, 2004; Ryan, 2006) or external narrativity (Ensslin, 2014), 

as opposed to the narrative designed by the game developer. In this study, learners created 

their fictions throughout the gaming sessions by aligning with their game goals. Ryan (2006) 

describes: 

For a game to inspire specific retellings, to be narratively designed, it must involve 

actions whose purpose is not just winning or losing but fulfilling a concrete goal. … 

Players learn from past mistakes and plan strategies for future actions by mentally 

constructing the developing story of the game. The greater our urge to tell stories 

about games, the stronger the suggestion that we experienced the game narratively. 

(Ryan, 2006, p. 193, italics original) 

With the ludic mechanics of RCT3, learners had opportunities to make efforts and 

meet challenges in gameplay experiences to discover their own goals, strategic plans, and 

game narratives. In addition to creating player narratives, the results present emergent 

narratives fashioned by some students who found limitations in the game content and 
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materials. In their gameplay, they defined alternative goals and created their narratives 

beyond the goal orientation in gameplay. The fictions were initiated from their interpretation 

of gaming by relating to their disciplines. Hence, without cut scenes and voice-over back 

stories, the RCT3 game offers an experiential space for narrative interactivity through ludic 

interactivity, in which it presents how this game features an interplay between two game 

perspectives – ludology and narratology.  

Embedded with global simulation, RCT3 was enhanced with game paratexts (Thorne 

et al., 2012; Walsh, 2010) in order to provide learners with narrative immersion. Game 

paratexts are game-external activities that refer to activities provided beyond the game, e.g., 

discussion forums in which players can discuss strategies for dungeons, walkthroughs, game 

wiki, game lore, and fan fiction (Thorne, Black, & Sykes, 2009). In this dissertation, RCT3 

game was treated not as main instruction, but as a set of professional practices, while global 

simulation was used as the game paratexts for learners to create professional discourses and 

expressions of identities as professional speakers of English. As Jones (1982) states, the 

simulation provides learners with experiential learning through the use of cohesive and 

functional language with a variety of genres and discourses. In this way, L2 learners can learn 

beyond fixed language or academic business English presented in textbooks and classroom 

settings. The findings on Chapter 5 present a case study of how learners had opportunities to 

use applied business English and create communication as an interconnected set of 

communicative actions within a simulated professional community. In other words, learners 

became speakers of professional Discourses with a capital D in which they combined and 

used discourses in a certain way of being in the world for becoming part of a community 

(Gee, 2005). Kong (2014) explains that professional discourses or Discourses have been 

regarded as a form of social practices by which users project their identities as members of a 

community. Practice and identity are thus an inseparable relationship. 
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The reason why a professional speaks and writes in a certain ways is because he or 

she carries or is developing a legitimate identity which is projected in his or her 

discourse. In other words, language use frames and indexes one’s professional 

identity, determining how one perceives, interprets and behaves, which can be seen as 

a part of social practice itself, denoting the unconscious role of identity in shaping 

language use. (Kong, 2014, p. 7) 

In this dissertation, the ways learners produced their professional Discourses in the global 

simulation present how they shaped and performed alternative identities as developing 

English-speaking professionals in their related disciplines. 

Within the global simulation, the learners had opportunities to form dynamic 

communication through the technology-mediated tasks, i.e., using Gmail, Google Docs, and 

LinkedIn, as employed by people in the reality of the workplace. These are opportunities for 

learners to develop multiple literacies and multimodal resources in professional discourses in 

the simulated world of digital environments. Through these technology-mediated tasks, 

learners used professional Discourses related to their respective disciplines by creating 

dynamic forms of language to facilitate their virtual jobs in the global simulation. This 

evidence indicates how learners created their goals, particularly from gameplay experiences, 

in professional Discourses; as Kong (2014) argues, professional discourse is typically goal 

oriented for professional communication. For example, Hugo engaged in the global 

simulation by aiming to perform as an accountant as a way to bridge between her academic 

identity, i.e., as an accounting student, and her virtual identity as an accountancy professional 

(Gee, 2007). Therefore, she interconnected her gameplay experience with accounting 

Discourses based on her goals for roleplaying. In this manner, learners participating in global 

simulation are agentive in their learning; they seek to accomplish specific social goals and 

enact desired identities through competencies of multiple literacies and the discursive system 
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of each profession. Accordingly, business English seemed not to be pure discourse in this 

study. It was part of gameplay and was drawn from various literacies, discourses and 

contexts. This seems to show what actually business English looks like – negotiating between 

Discourses, rather than language patterns presented in a coursebook. 

In particular, the case study found intertextual and interdiscursive forms produced by 

learners for their roleplays in the global simulation. For example, learners intertextually 

linked their gameplay experiences to the memoranda of a project plan and progress report. A 

presentation by Hugo encompassed an interdiscursive connection between accounting 

Discourse and business genres, e.g., financial report, accounting description, describing 

trends, project plan, progress report, and recommendations, indicating that this task began to 

form a genred activity system. Bazerman (1994, 2002) and Bhatia (2005, 2008) argue that 

intertextuality and interdiscursivity is crucial as a resource to facilitate professional practices 

and construct identities. Hence, it is crucial for learners of applied business English to 

experience this dynamic and layered system of language. Bazerman (1994) clarifies this 

system as genre systems that reflect the social practices and discourses in the real world 

context. He describes: 

The system of genres would be the full set of genres that instantiate the participation 

of all the parties – that is the full file of letters from and to the client, from and to the 

government, from and to the accountant. This would be the full interaction, the full 

event, the set of social relations as it has been enacted. It embodies the full history of 

speech events as intertextual occurrences, but attending to the way that all the 

intertext is instantiated in generic from establishing the current act in relation to prior 

acts. (Bazerman, 1994: 97) 

Bhatia (2004, 2008) argues that the systems of genres can be used to fulfill the 

professional objectives of specific professional communities; however, they may not be 
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enough to understand the discursive realities and complexities of the professional world. He 

asserts that a more comprehensive understanding of the professional discourses and practices 

is necessary to consider manifold discourses and actions that are outside the boundaries of a 

particular professional activity – as an interdiscursive form. This can create closely linked 

group of genres in a particular professional domain. In this fashion, intertextuality and 

interdiscursivity are needed for the learning practices of business English to understand how 

professionals perform to accomplish their work aims and use language as a resource to 

facilitate their professional practices. Learners need to be immersed in the genred system of 

work as the way they develop a second-language self as a user of global language within a 

professional community. This can be intersected with identities as a professional in the field. 

However, the findings of the case study reveal that no true discipline-specific genres came 

into play much with the possible exception of Hugo’s accounting work. For example, to form 

the system of genres, Nam, the law student, did little to draw on her discipline in the 

confirming phone call task, in which she recommended using Google rather than bringing 

further legal knowledge into the interaction. Her struggle in the task performance and identity 

construction might be influenced from a lack of legal knowledge about transportation and 

limitations in the gameplay. 

In conclusion, this game-enhanced simulation can be a potential space for experiential 

learning of applied business English, in which learners experience professional practices in 

gameplay and develop professional language and Discourses in roleplays. The aspects of 

gameplay and roleplay could be a mediational means for learners to invest in professional 

discourses and identities within synthetic genred activity systems. Their investments in this 

simulation presented issues of agency and L2 identity in that learners tried to connect 

themselves with real world and move away from classroom practices (Norton, 2000). 
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Limitations of the Dissertation 

This dissertation has four limitations. First, a small number of learners participated in 

this pilot study. Participation was voluntary and offered to students from all disciplines. 

However, only 10 students from five disciplines participated in the study. Thus the final pool 

of participants may not represent a wide range of learners’ actions and interactions for 

disciplinal and professional Discourses within the game-enhanced simulation. Second, it was 

not known to what extent students’ prior language background and disciplinal knowledge 

may have affected the findings. I did not survey or test their knowledge before the pilot 

started. Third, the findings reported in Chapter 4 were based on the learners’ interview data, 

which may contain potential bias as a result of interpretation of the learners’ actions and 

interactions in gameplay. The interview data are limited by the fact that learners may not 

recognize significant experiences during the play. Finally, the implementation of a broader 

range of assessments (e.g., formative or summative assessment) throughout the simulation is 

limited. The study only focused on the debriefing phase in the form of interviews to be used 

for learners’ reflections on the task performance and simulation – what they thought about the 

activities and their reflections on what they had done and why. 

Implications and Future Studies 

The present study contributes to the field of L2 teaching and learning and curriculum 

development by responding to a call for a revolution of FL educational practices due to our 

fast-changing world of technology, diversity, and globalization. With a variety of L2 

pedagogies, this research is innovative for EFL curriculum development and instruction that 

integrates multimedia and multitasking competencies for fostering learners’ understanding of 

social practices and authentic language use in real-world situations and agentive participation. 

By enabling pedagogy that goes beyond the language presented in coursebooks and 

classroom practices (i.e., unauthentic texts, limited and discrete-point models of language), 
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the game-enhanced simulation can be implemented in the EFL curriculum at UTCC to 

expose learners to applied business English, i.e., the real language used by professionals in 

ways that would help them prepare for the global market in the Asean Economic Community 

and meet the university’s mission of its identity formation as Business Smart. This research 

integrates RCT3 gaming as a space for professional practices to enhance experiential learning 

and situated meanings in a simulated and structured business environment. Even though 

gameplay is recognized as a meaningful academic learning experience and motivation, it 

seems to be little accepted and implemented compared with texts and practices in formal 

classroom settings. This might be because of the resistance and skepticism that typically arise 

from long-standing fears of new technology and youth popular culture, as well as from 

perceptions that videogaming is violent, addictive, anti-social, and irrelevant to language 

learning (Reinhardt, 2013; Steinkuehler, 2010). This dissertation shows that the use of video 

gaming in learning practices provides experiential learning with ludic and narrative 

interactivity. However, RCT3 is a stand-alone game that does not provide an in-game channel 

for interpersonal interactions. Players merely interact with the game materials and non-player 

characters, i.e., guests, VIPs, and staff. Many learners in the pilot study said that although 

they had much fun with this game, it would be better if they could build the park and manage 

the resources together with others online and in real time. Fareast, an engineering learner, 

said, “It should be online, so I could see what my friends were doing in their jobs.” Ohm 

agreed that, “If my friends and I could manage the park together based on our 

responsibilities, it would be more fun and real.” Benz further suggested: 

I like the idea of using a video game in learning. But it should be collaborative 

gameplay. You can use SimCity, online version, which students can play together, get 

the same information and problems, and work together to solve problems. RCT3 is a 

stand-alone. So we couldn’t share ideas, and see and solve problems together. 
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The findings in Chapter 4 present how these learners created an affinity space on 

LINE – a free communication application – where they could communicate with others about 

gameplay tactics. Therefore, affinity spaces, sites of common interest and shared activity, are 

needed for learners in game-enhanced learning. These spaces allow them to form new 

affiliations and interact and negotiate roles with other players in the spaces (Gee, 2007; 

Rama, Black, van Es, & Warschauer, 2012; Thorne, Fischer, & Lu, 2012). 

The pedagogical affordances of the RCT3 game for a business English simulation – 

the exploratory interactivity, goal-orientedness in gameplay, goal-orientedness for 

roleplaying, and emergent narratives – can be used as main aspects to analyze other 

simulation-strategy games for a simulation, especially a global simulation. Simulation-

strategy games provide pedagogical affordances with a synthetic space for experiential 

learning, discovery learning, and situated social practices. In gaming, the sense of agency for 

particular performances or ways of being in the gameworld is developed (Despain, 2013; 

Squire, 2008b). However, the use of a video game in the classroom should not be treated as a 

central activity because of some limitations inside the game that cannot address learners’ 

education. For instance, in this study, limitations in game content appeared for a student that 

had her to struggle with task performance and identity formation related to her discipline, 

law. In this study, I used a variety of pedagogies as an expansive ecology of RCT3 gameplay, 

including a task-based approach and global simulation to augment the gaming experiences for 

literacy, discursiveness, and social practices. Teachers might find a new video game that 

better fits their learners’ education as well as their respective disciplines. 

In this study, global simulation provides opportunities for learners to experience a set 

of professional Discourses and develop identities as English-speaking professionals in their 

related disciplines. Hence, the teacher needs to focus on genre awareness and the 

understanding of ways to constitute a system of genres and a set of domain-specific 
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disciplinary genres for professional practices and language in L2 learning (Bazerman, 2002; 

Bhatia, 2004; John, 2011). Learners need to learn the associations among texts, 

communicative purposes, and the sociocultural contexts in which texts from a genre may 

occur (Belcher, 2009; Cheng, 2008; Johns, 2011; Myskow & Gordon, 2009; Paltridge, 2001, 

2013; Tardy, 2009). Instruction needs to go beyond the viewing genre as fixed-discourse 

structures, but rather genres need to be treated as social actions within the sociocultural 

context of production and interpretation of the text, as well as prototypes for individual and 

cultural variation. In this study, the type of professional discourse focuses on professional-lay 

discourse used by learners for roleplays. In future studies, simulated contexts for using 

intraprofessional discourse and interprofessional discourse can be provided for learners to 

socialize their professional roles and identities in the simulation. Further research that takes 

into account a full-fledged curriculum of a game-enhanced simulation and greater numbers of 

students in diverse disciplines would more effectively elucidate the effect and scope of global 

language learning and practices. 
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APPENDIX A: Tasks in Global Simulation 

Week 1: November 2-10 

Vanilla Hills scenario 

Gameplay 
Genre-based Tasks / 

Time 

Communications 

Media 

Fictional 

characters in 

GS 

Interaction 

with other 

characters in 

GS 

Language Use and 

Skills  

Play the RCT3: Vanilla 

Hills scenario 

- Start off the gameplay 

by hiring staff working 

for your amusement park 

  

1. Form an imaginary 

company which operates 

an amusement park and 

sign your name up to 

play a role as a head of a 

department in the 

provided diagram  

- A collaborative 

tool (Google Docs) 

- Heads of 

departments 

- CEO and other 

head of 

department 

Skills: diagram 

presentation, planning 

and organizing  

Language: vocabulary 

about companies, 

departments, 

divisions, positions, 

and job duties    

2. Create an organization 

chart for a department of 

your company and then 

combine it with other 

department charts to 

create a company 

organization chart.  

 (Due: 10 Nov.) 

- A collaborative 

tool for creating an 

organization chart or 

a diagram (e.g., 

Lucidchart or 

Google Drawings) 

- Heads of 

departments  

 

- the CEO  

- Other heads of 

departments 

 

Skills: diagram 

presentation, planning 

and organizing  

Language: vocabulary 

about companies, 

departments, 

divisions, positions, 

and job duties    
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3. Create a company 

profile  

(Due: 20 Nov.) 

Linked In 

 

- the CEO - 

Heads of other 

departments 

- the CEO  

- Heads of other 

departments 

Skill: writing, 

presenting your 

company 

Language: the Simple 

Present tense, the 

Present continuous 

tense, numbers 

4. Create a personal 

profile 

 

(Due: 20 Nov.) 

Linked In A person who 

works for a 

department (e.g., 

a CEO, a sales 

manager, a 

marketing 

person, etc.) 

- the CEO  

- Heads of other 

departments 

Skill: writing a 

personal profile 

Language: the Simple 

Present tense, the 

Present continuous 

tense 
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Week 2: November 11-16 

Vanilla Hills scenario 

Play the RCT3: Vanilla 

Hills scenario 

 

- Create a campaign of 

the park to bring in guests 

- Increase numbers of 

guests in parks 

- Reach the minimum 

park values in each level 

1. Write a memorandum 

of a project plan to 

update the CEO and 

other staff about how to 

increase numbers of 

guests in the park and 

also park values from the 

department’ perspectives. 

 

(Due: 13 Nov.)  

Email with CC 

(Carbon copy) 

Heads of each 

department 

- The CEO  

- Heads of other 

departments 

 

Skill: writing a 

business memo 

Language: standard 

phrases for written 

business progress 

report and memos 

2. Write a memorandum 

of a progress report to 

update the CEO and 

other staff on the 

progress of the project to 

increase numbers of 

guests in the park and 

also park values from the 

department’ perspectives. 

(Due: 16 Nov.)  

 

Email with CC Heads of each 

department 

- The CEO  

- Heads of other 

departments 

 

Skill: writing a 

business memo 

Language: standard 

phrases for written 

business progress 

report and memos 
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Week 3: November 17-23 

Goldrush scenario 

Play the RCT3: Goldrush 

scenario 

- Build more 

rollercoasters with 

minimum excitement and 

length specified in each 

level 

- Repay loan 

- Reach total monthly ride 

income specified in each 

level 

 

1. Write a memorandum 

of a report (e.g., a 

technical report, sales 

report, or finance report) 

from your departments’ 

perspectives about ride 

investment, maintenance, 

or operations. 

(Due: 21 Nov.) 

Email with CC Heads of each 

department 

- The CEO  

- Heads of other 

departments 

 

Skill: writing a 

business report and 

email 

Language: standard 

phrases for written 

business reports and 

emails 

2. Give a business 

presentation by 

describing changes of 

ride investment, income, 

maintenance, or 

operations with reasons 

for rises and falls from 

the perspectives of their 

departments  

(Due: 24 Nov.) 

 

 

 PowerPoint 

Presentation, or 

Prezi 

Heads of each 

department 

- The CEO  

- Heads of other 

departments 

 

Skills: presentation, 

speaking, describing 

graphs and charts 

Language: verbs of 

change (rise, fall, 

increase, decrease, 

etc.), adjectives and 

adverbs, cause and 

effect connectors 
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Week 4: November 24-30 

Checkered Flag scenario 

Play the RCT3: 

Checkered Flag scenario 

- Host a business VIP 

(Clinton Bushton) 

- Reach total monthly 

shop profit in each level 

  

1. Make a phone call to a 

department to ask any 

questions or ask for help, 

advice, service or support 

about hosting the 

business VIP and 

increasing monthly shop 

profit. 

(Due: 30 Nov.) 

A video 

conferencing 

software (Skype, 

Google Talk, 

FaceTime, Adobe 

Connect, etc.) 

 

Heads of each 

department 

Another head of 

a department 

Skill: speaking, two 

telephone role-plays  

Language: telephone 

language, requests, 

descriptions and 

explanations 

 2. Write a memorandum 

to confirm a telephone 

call 

 

 

(Due: 30 Nov.) 

 

Email with CC Heads of each 

department 

Another head of 

a department 

Skills: writing, a 

confirmation letter, 

email 

Language: standard 

phrases for written 

business 

communications (e.g., 

Dear Sir or Madam, 

I’m writing to 

confirm …), 

adjectives, 

descriptions and 

explanations 
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 3 .Reply a memorandum 

you’ve got from a 

department 

 

(Due: 2 December) 

Email with CC Another head of 

a department 

Heads of each 

department 

Skill: writing a 

business report and 

memo 

Language: standard 

phrases for written 

business reports and 

memos 

Week 5: December 1-9 

Box Office scenario 

Play the RCT3: 

Checkered Flag scenario 

- Host a business VIP  

(Cami O) 

- Reach park rating 

specified in each level 

1. Give a business 

presentation by 

describing changes of the 

company’s activities and 

financial performance 

with reasons for rises and 

falls from the 

departments’ 

perspectives. 

 (Due: 8 Dec.) 

 

 

PowerPoint, Prezi Heads of each 

department 

The CEO and 

other staff 

within the 

company 

Skills: presentation, 

speaking, describing 

graphs and charts 

Language: 

verbs of change (rise, 

fall, increase, 

decrease, etc.), 

adjectives and 

adverbs, cause and 

effect connectors 
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 2. Write a memorandum 

of a summary of the 

presentation about the 

company’s activities and 

financial performance 

from the departments’ 

perspectives. 

(Due: 9 Dec.) 

Email with CC Heads of each 

department 

The CEO and 

other staff 

within the 

company 

Skills: writing, an 

annual report, email 

Language: standard 

phrases for written 

business 

communications and 

annual report 
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APPENDIX B: Supplementary Material on the Genre Business Memorandum 

 

Business Memorandum 

What is a business memorandum? 

A business memorandum or frequently known as a 'memo' is a piece of written message 

especially used by the officers of an organization for communication among themselves 

regardless of where the employees may be located – whether in the same building or in a branch 

office hundreds of miles away.  This is why it is also called 'interoffice memo'. The main 

purpose of a memorandum is to record or convey information and decisions or to make 

suggestions or requests.  Some organizations use the memorandum form for short reports. 

 

Memo Reports 

A memo report is often used to reply to a request for information. It is intended for internal use. 

It is always typed and usually has an introduction, a well-developed body with a heading, and a 

conclusion. A memo report can serve various purposes. There are reports which inform, reports 

which provide background information to help someone make up their mind about something 

and reports which make recommendations or indicate a course of action. 

 

Parts of a Memo Report 

A memo report – whether a long one or a short one – is usually composed of the following parts: 

 

1. Heading  

The heading of a memorandum will tell us about the following: 

a. the date 

b. the name of the sender 

c. the destination or the name of the receiver 

d. the subject 

e. other references 
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Here are some examples of the heading format: 

  

 

Company Name                                 Memorandum     
    

                                                                                       

To:              receiver’s full name, job title 

From:          sender’s name 

Date:           complete date      

Subject:       what the memo is about 

 

 

 

 

Beauty World Co., Ltd.                          Memorandum 

             

                                                                                          

To:            Ms. Soontaree  Sakulsook, Sales Manager 

From:        Thammarong  Watthana 

Date:          2 November 2015 

Subject:     Sunny Cosmetics' Business Activities in Thailand 

 

 
Tips for writing the heading:  

*   Use the first capital letters except articles, prepositions and conjunctions, but  

     an article at the beginning of a phrase must be capitalised. 

*   A subject should be specific, concise and written in phrase. 

 

2.  Message  

The message usually consists of three parts.   

     a. Introduction 

         The first part indicates the purpose of the memo or tells the reader why it is  

         written.   

     b. Body  

         The second part conveys the information, facts or the details.   

     c. Conclusion 
         The third part summarizes the memo and/or gives some recommendations  

         for further action.  Normally, it is essential to close your memo with a  

         courteous ending that states what action you want your reader to take. 

Example of a Memo Report 
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Beauty World Co., Ltd.           Memorandum   
          

                                                                           

 

To:            Ms. Soontaree  Sakulsook, Sales Manager 

From:        Thammarong  Watthana 

Date:         2 November 2015 

Subject:     Sunny Cosmetics' Business Activities in Thailand 

 
As requested to find out some information about Sunny Cosmetics' business 

activities in Thailand, I found interesting details about this company in The 

Nation dated 1 November 2015. The details are as follows:  

 

1.  Thai Import & Export is the only distributor of Sunny Cosmetics'  

     products in Thailand. 

2.  The retail prices of its products are 500 – 2,000 baht. 

3.  They focus on a niche market instead of a mass market. 

4.  This year, they  will spend 50 million baht on its advertising and   

     promotional campaign.          

5.  Its estimated market share is about 20% this year. 

 

Also, I would like to suggest that to be able to compete with Sunny 

Cosmetics, our company should pay more attention to advertising and 

promotion in order to make our products better known in Thailand and 

retain the market share. 

 

Please let me know if you need more information on this matter. 

 

 

 

 

 

 

cc:  Vice - President of Sales 

 

 

 

 

 

 

 

 

     Heading 

 

 

 

 

 

     Introduction 

 

 

 

 

 

     Body 

 

 

 

 

 

 

    Conclusion        

  (Recommendation  

   and a courteous   

   ending) 

 

 

   

 

    

 

 

 

   Carbon Copy 
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APPENDIX C: Individual Interview Questions  

 

1. How did you learn English when you were young?  How did your English teachers teach you 

in the classroom? 

2. How have you been learning English at the university level? How are your English teachers 

teaching you in the classroom? 

3. What do you think about teaching and learning Business English at this university? Which 

types of English courses do you want to learn at the university level, Business English, General 

English, or English for Specific Purposes? Why? 

4. What do you think about using digital technologies/ communication media in the classroom 

environment / in Business English learning environment? 

5. What digital media have you used recently? How do you use them? And for what purposes do 

you use them? 

6. What videogames have you played recently? How do you play the games? What affordances do 

you think the games provide for the player? 

7. What do you think about videogame RollerCoaster Tycoon? Have you ever played it before? If 

yes, how do you play the game? 

 7.1. What affordances do you think this videogame provides for the player?  

 7.2. What affordances do you think this videogame provides for L2 learning, especially for 

Business English learning? 

 7.3. How did you play this videogame to perform tasks provided by the researcher?  

 7.4. What do you think about your gameplay in the study? What have you learned from the 

gameplay? 

8. What do you think about the use of communication media (e.g., emails, Facebook, Linked In, 

VoiceThread, etc.) in the pilot course? 

9. To what extent do you think you act and think like personnel working for the company when 

you performed tasks? 

10. To what extent do you think you have learned Business English from the course? How did you 

learn the language in this course? 
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