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Abstract 

In this study two collaborative games were evaluated, as a methodological resource for 
education.  The experience was evaluated positively, since father-monitors and professors 
affirm that the game allows the children to learn values, social and intellectual abilities, 
specially the vocabulary, and to improve the expression of the language.  On the other 
hand, professors as well as parents think that the participation of the parents helped to 
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improve the effectiveness in the game session, and allowed the parents, to know their 
children and their necessities better. 

Key words: Game, collaborative learning, parent participating, teaching methods. 

Resumen 

En este estudio se evaluaron dos juegos de carácter colaborativo, como recurso 
metodológico para la enseñanza.  La experiencia fue evaluada positivamente, ya que 
padres-monitores y profesores afirman que el juego permite en los niños aprender 
valores, habilidades sociales e intelectuales, especialmente el vocabulario, y mejorar la 
expresión del lenguaje.  Por otra parte, tanto profesores como padres piensan que la 
participación de estos últimos ayudó a mejorar la efectividad en la sesión de juego, y les 
permitió conocer mejor a sus hijos y sus necesidades.  

Palabras clave: Juegos para aprendizaje, aprendizaje cooperativo, participación de los 
padres, métodos de enseñanza. 

Introduction 

The following study is an evaluation of the application of the games “Devorón” 
(devourer) and “Temporal” (storm) in the elementary schools (preschool through 
fourth grade) of the cities of Iquique and Alto Hospicio in Chile.  This study was 
carried out by the Department of Education and Humanities of the Universidad 
Arturo Prat at the request of the “Soles Foundation” (Fundación Soles).1 

The collaborative games “Devorón” and “Temporal” were created by the Soles 
Foundation, sponsored by the Ministry of Education (MINEDUC) of Chile and the 
United Nations Children’s Fund (UNICEF).  Their purpose is to promote some of the 
fundamental transverse objectives (FTO) of the Ministry of Education.  These 
games strengthen:  

Collaboration, since the players do not compete among themselves, but work 
together to beat a common opponent, who, according to the game, is either 
“Devorón” or “Temporal”; teamwork, self esteem and the emotional 
development of the children, through the formative cards used in the game; they 
promote dialogue and respect for different opinions, life experiences and 
cultural differences, because the games encourage the children to reflect and 
converse about their emotions, their needs and personal interests; language and 
intellectual development, since the questions on the cards stimulate language 
development and abstract reasoning in the children; joint action, by encouraging 
positive feelings in response to the needs of others.  The game contributes to an 
increase and improvement in communication between parents, students and 
teachers because it aids in understanding the internal world of the children. 
(Cereceda, 2003, p. 2).  
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“Devorón” is designed for children between the ages of four and seven and 
“Temporal” for children between seven and ten years of age.  Both are classroom 
games.  The first is played by a group of approximately six children who compete 
against “Devorón” (devourer), a character who attempts to eat a basket of 
vegetables which the children have gradually won by collectively answering 
questions.  The vegetables are classified in four groups, which correspond to the 
four typical regions of the country: the Central region, South, North and Chiloé.  
The questions which the children have to answer are related to the customs and 
languages of these zones.  

In the same way, during the second game the children compete against “Temporal” 
(storm) which threatens to demolish the house which they have been building with 
pieces that are won by collectively responding to the questions formulated by the 
person who is the monitor.  

As a result, in neither of the two games is there any competition between the 
players.  Rather, they must collaborate and work together to beat “Devorón” or 
“Temporal”.  During each of the game sessions there is someone who is 
monitoring, generally a parent who has been invited by a teacher and has received 
prior training in the rules of the game.  The teacher can also act as a monitor in a 
group.     

The object of this study is to evaluate the application of the “Devorón” and 
“Temporal” games.  The study endeavors to determine the pertinence of the 
games as well as their quality, modes of use, and impact on the different aspects 
of the fundamental transverse objectives (FTO).  For this purpose, the games were 
applied in two Chilean cities: Iquique, in three public schools, and in Alto Hospicio, 
also in a public school.  Initially the game was to be applied only at the 
Kindergarten and fourth grade levels,2 encompassing approximately 320 students; 
however, the schools themselves decided to apply the games from the 
Kindergarten level to fourth grade, including, in some cases, more than two 
classrooms per grade.   

The teachers at each of these schools were trained beforehand so that they were 
familiar with the game and could apply it to their students with the help of parent-
monitors.3  

During the last two decades the quality of learning taking place has undergone 
various evaluations, and it has become apparent that there is a need to review, 
change and diversify teaching methods and practices so that they are more 
pertinent to the groups to which they are directed.  

One of the specific themes which emerge in the pursuit of renewed teaching 
practices is the use of games, since these are an important resource for working 
with children.  Generally speaking, traditional teaching-learning processes only 
involve the development of the cognitive area of learning.  Games, on the other 
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hand, involve the whole being: thoughts, feelings, knowledge and curiosity (Rosas, 
1998). 

Play is the defining activity of the child and her way of knowing the world.  It is 
indispensable for her psychic, intellectual and social growth.  It is natural and 
necessary for her development; it arises as a consequence of the different 
demands placed on the child by her context and the way in which she adapts to 
her context by developing her capacities.  Through play, children give free rein to 
their imagination and learn to get along with others.  Play also allows them to 
express their emotions—joy, sorrow, anger—and their desires: to be a fireman, a 
ballerina or whatever their imagination conjures.  It has a well recognized intrinsic 
motivational component (Rosas, 1998; Vopel, 2000; Aucounturier and Mendel, 
2004). 

Play is related to the cognitive development of the child.  So, to start with, play is 
sensorimotor and then, later, through games with rules, it fosters the acquisition of 
secondary symbolization processes; that is to say, language codes.  

But play cannot or should not be defined only by the child’s internal changes.  It 
also can impose tasks which trigger the cognitive development of the individual.  
Vygotsky (cited in Riviére, 1996), in this vein, introduces the concept of the zone of 
proximal development, which is defined as those capacities that the child 
potentially possesses and which can be developed through external mediators.  

In this manner, play and games, by means of their rules, regulate the actions of the 
child (even in solitary play), thereby enabling the child to acquire a greater 
conceptual generality, which is to say, a higher level of abstraction.  This process is 
even more pronounced in collaborative games since actions are not only controlled 
by self-imposed rules, but also by external rules and social control.  Moreover, in a 
group, toleration of rule-breaking tends to be less on the part of some of the 
players (Vopel, 2000). 

I. Method 

In order to evaluate the games the first application was carried out as a pilot project 
in six schools in Chile.  The results were compared and analyzed, taking into 
account four control schools.  

The data that was gathered was obtained from information compiled in logs, and 
was supplemented through focus groups, one of teachers and another of the 
parent-monitors.  In addition, an experimental element of the evaluation compared 
video recordings of the groups that had participated in the games and the control 
groups which had not.  

Twenty-three observations were carried out, for which performance ranges were 
established for the teachers, the parent-monitors and the level of learning of the 
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children, through surveys which contained different options for each item with 
Likert scales. 

For the teachers the following ranges were established: low (1 to 10 points), 
medium (11 to 23 points) and high (24 to 35 points), corresponding to their 
capacity to motivate the students, their organization of time and the coherence of 
the session in relation to the objectives outlined in the pedagogical application log 
(PAL).  

The same above-mentioned performance ranges were established for the parent-
monitors (low, medium and high) to measure their ability to deepen the children’s 
responses, motivate the participation of all and their level of general preparedness 
in relation to the game.  

To determine the impact of the games on the social and cognitive skills of the 
children, four performance ranges were established: low (1 to 10 points), medium 
low (11 to 20 points), medium high (21 to 30 points) and high (31 to 40 points). 

The surveys from the pilot evaluation (Cereceda, 2003) were used as the 
pedagogical application log (PAL) and the model for the evaluation of each 
application of the games by the teachers and the parent-monitors.  In addition to 
these analytical tools, a log was employed for an external evaluation by observers4 
who reviewed the performance of the teachers and the parent-monitors as well as 
any observable learning taking place in the children who participated in the games. 

An analysis of frequency was performed for both the PAL as well as for the 
evaluation of each application.  In the first case, this permitted the identification of 
the themes and objectives for which the game had been utilized.  In the second 
case it allowed the researchers to determine the impact which the use of the game 
had on the children, and, more specifically, to determine which cognitive and social 
abilities were fostered by the game.  

During the evaluations for each application open questions were also formulated 
which were answered by the teachers and parent-monitors.  Qualitative analysis 
was carried out on these questions, which were then categorized, according to the 
methodology of Grounded Theory.  Only the analysis involved in the open coding 
of said theory was carried out,5 consisting basically in the conceptualization and 
categorization of the data, for which a description is given, but it is not taken to the 
level of relating the different data to each other (Krause, 1992, 1994, 1995).  

II. Results 

The following is an explanation of the results that were obtained and analyzed by 
means of each of the instruments. 

The results of the pilot application led to the conclusion that the collaborative 
games “Devoron” and “Temporal” contributed significantly to the achievement of 
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the planned minimum content (MC) as well as to the fundamental transverse 
objectives (FTO).  It is interesting to note that, in the perception of the teachers and 
the monitors, the more the game was applied, the greater was the impact on the 
achievement of the MC and the FTO.  According to the parents, their participation as 
monitors led to their children feeling more supported and more motivated, which in 
turn has affected their academic performance.  Likewise, the teachers report that 
social relations within the school have also been enhanced through the application 
of the games.  Specifically, thanks to the game, the parent-monitors have been 
incorporated into the school environment, a relationship of trust has been nurtured 
between students and teachers and teamwork among the teachers has been 
fostered, thereby helping to define the FTO that the school would focus on.  The 
game also had a positive impact on the parent-child relationship, encouraging 
more communication, allowing the parents to get to know their children better, etc. 

The biggest obstacles that the teachers perceived in the achievement of their 
objectives were bad behavior on the part of some students and deficiencies in the 
organization of the game.  The biggest challenge the teachers encountered was 
the lack of time to plan the session (Cereceda, 2003). 

2.1 Pedagogical Application Log 

In the pal the teachers indicate the themes, fundamental transverse objectives 
(FTO) and the vertical objectives which were most frequently furthered through the 
games “Devorón” and “Temporal”.  The choice of themes and objectives were the 
responsibility of each teacher; in each grade level more than ten sessions of the 
games were carried out. 

The teachers were asked to note in the PAL the objective that they were working on 
during each game session.  From the resulting logs (n: 81) the objectives for the 
elementary grade levels can be summarized as seen in Table I. 

Table I. Objectives for the game sessions as 
 stated by elementary teachers 

Subsector Percentage 
I. Language and communication 39.5% 
II. Understanding the natural,   
social, & cultural environment  

25.9% 

III. Mathematics  23.5% 
IV. Technological education 4.9% 
V. Physical education 2.5% 
VI. Artistic education 3.7% 
Total 100.0% 

 
It is clear from Table I that in the majority of the game sessions the subsectors 
which the teachers had as their objectives were language and communication, 
understanding the environment and mathematics.  The other subsectors were 
taken into account only minimally during the implementation of the sessions.  
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On the other hand, the FTO that were most often considered during the planning 
were: “Ability to work in teams” (21.3%), “Respect for and appreciation of different 
ideas” (22%), “Solidarity and collaboration” (12.1%).  

At the preschool level, the data in the logs obtained (n: 68), was organized as 
shown in Table II.  As can be observed, the objectives most commonly pursued in 
the application of the games were: logical-mathematical relationships, 
communication and personal-social development.  

Tabla II. Objectives for the game sessions as 
 stated by preschool teachers  

Subsector Percentage 
I. Logical-mathematical relationships 39.5% 
II. Communication 25.9% 
III. Personal-social development 23.5% 
IV. Understanding the natural and 
social environment 

4.9% 

Total 100.0% 

 
At the preschool level, the most commonly pursued FTO during the applications of 
the game were: “Teamwork” (26%) and “Knowing, appreciating and respecting 
other cultures” (22.8%). 

2.2 Pedagogical evaluation guide 

The pedagogical evaluation guide refers to questionnaires with closed questions 
about the principle themes of the study.  Of the 173 guides which were collected, 
from parent-monitors as well as from the teachers, 67.1 % thought that the games 
promoted the development of intellectual skills.  That is to say, that in playing the 
games the children learned to reason, as well as learning about the importance of 
teamwork and cooperating.  However, 32.9% of the parent-monitors and teachers 
surveyed felt that the level of learning achieved was no more than average. 

As far as social skills go, the majority of those surveyed thought that the games 
allowed the children to express their emotions, listen to others and empathize.  
Only 10.4% thought that the achievement of these objectives was average.  The 
same was true for communication skills, where it was felt that the game permitted 
an optimal relationship between parent and teacher and between child and parent, 
as well as improving language skills and emotional expression.  Again, just 9.2% of 
the respondents were of the opinion that these objectives were only somewhat 
achieved. 

The acquisition of values on the part of the children, such as respect, solidarity, 
tolerance, etc., was one of the results of the game according to 91.3% of those 
surveyed, whereas just 8.6% felt that there was only a moderate enhancement of 
said values. 
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An explanation of these results is apparent from a more detailed analysis of 
comments provided by both the teachers and the parent-monitors on a small 
questionnaire with open questions which was included in the evaluation guide.  
The questions were as follows: 

 “Did you like participating in this activity? Would you participate again?” 
 “Indicate what you most liked about participating in this activity.” 
 “Indicate what you least liked about participating in this activity.” 
 “In your opinion, which elements of the game helped to achieve the FTO in this 

class?” (This was only for the teachers.) 

A qualitative analysis of the survey responses was carried out, yielding the 
following categories:  

2.2.1 Teachers’ evaluation guide  

The responses of the teachers were classified in five categories: 1) Participation of 
the children in the game; 2) Advantages for learning; 3) Advantages for teaching; 
4) Participation of the parent-monitors in the applications; and 5) Disadvantages 
identified in the game or its application.  These categories allow for a more detailed 
evaluation of the games, their advantages, difficulties, disadvantages and 
pedagogical possibilities: 

1) Participation of the children in the game. Initially, the children’s participation 
was hindered by their lack of experience in collaborative work.  In the beginning 
there was confusion, lack of attention or uneven participation on the part of the 
children.  However, after successive applications of the game, it became apparent 
that the children were learning more about the game, its rules and advantages, as 
is reflected in the following comments from the teachers: 

“The children wanted to take part constantly, without waiting their turn” (teacher 10) 

“Today the children were more fidgety than usual and it was difficult to motivate 
them” (teacher 25) 

“[There was] disorder because it was the first time they participated in this type of 
game” (teacher 1) 

“[There was a] lack of experience in playing the game.  Some children were shy in 
the presence of the parent-monitors and didn’t answer the questions” (teacher 32) 

“At first the integration and participation of the children was difficult” (teacher 9) 

“[It was helpful] to induce the shyest students to participate in the conversation; the 
extroverted leaders stood out” (teacher 22) 

“Knowing the game facilitated the work; the children were very motivated” (teacher 
33) 
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2) Advantages for learning.  According to the teachers, the game offered several 
advantages inasmuch as it helped the children learn or improved certain capacities 
and skills; it reinforced and increased their comprehension of the minimum content 
(MC).  

One of the most commonly repeated themes was that the game encouraged a 
broader use of vocabulary by the children and improved their language expression: 

“The children express themselves with much greater ease” (teacher 17) 

“[It helped them] increase their vocabulary and learn new words” (teacher 13) 

Although it wasn’t mentioned as often as the previous theme, the game also 
allowed the children to employ their intellectual skills, triggering their creativity, 
whether artistic or literary.  In addition, it stimulated reflection on values and 
problem solving:  

“[The] need to find a solution to the problem forces the students to reason” (teacher 
24) 

“Applying the materials presented in the game to the solution of problems” (teacher 
32) 

As previously stated, the game increased comprehension of the minimum content 
(MC), such as in the case of mathematics: 

“To estimate the results of mathematical calculations before doing them in writing 
or with a calculator” (teacher 23) 

“The game helped to understand some natural processes” (teacher 10) 

“It reinforced content” (teacher 12) 

“[It aided in] mental calculating” (teacher 17) 

One of the teachers added that the game was also conducive to her students’ 
acquiring basic functions, specifically, in understanding spatial relations, such as:  

“[The] child’s initiation in establishing spatial relations—up, down, in front of, 
behind…” (teacher 15) 

The game also contributed to the knowledge of our culture.  One theme that also 
stood out in the teachers’ responses referred to how the game helped the children 
know more about their environment, history, the regions of the country and the 
fruits that are typical of each of these.  In addition the game aided the integration of 
children of native background in the class, promoted the discussion of intercultural 
topics and assisted in the learning of native words (from Mapuche and Aymara): 
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“Appreciation for their own culture…” (teacher 10) 

“Locating the zones and climates where storms occur” (teacher 33) 

 “...the Aymara children felt more welcomed” (teacher 10) 

 “Observing the illustration of the Aymara children helping the adults cultivate the 
corn was very helpful” (teacher 25) 

One of the themes mentioned most often by the teachers was that the game 
helped the children learn to get along together and promoted values, such as 
collaborative work.  A frequently voiced opinion was that the game permitted the 
integration of the children based on a common objective as they worked as a team 
to solve problems.  Also mentioned was the positive interaction which was sparked 
by the game, in contrast to the usual competitive environment; having to listen and 
take turns fostered respect for each other.  In addition it caused an improvement in 
the children’s self-esteem.  One of the teachers emphasized that the game 
encouraged solidarity among the students.  Another relevant theme, even though it 
was only mentioned by one teacher, was that the game was conducive to 
integrating special needs children in the group.  

“In general, the game stimulated group participation” (teacher 3) 

“It provided a sense of group organization, loyal and healthy competition” (teacher 
25) 

“Aided in learning to share, respect each other and work in teams” (teacher 1) 

“Fosters teamwork and companionship” (p2z) 

 “It wasn’t competitive” (teacher 8) 

 “Promoted working in groups, waiting your turn, respecting your peers” (teacher 
28) 

 “Allows the children to put themselves in the place of others who suffer from the 
effects of inclement weather” (teacher 11) 

“Gives the child the confidence to do things to help others while also increasing his 
self-esteem before others” (teacher 9) 

“Helps in understanding the presence of a classmate who participates in Teletón”6 
(teacher 21) 

In response to a direct question as to whether the game materials had contributed 
to these learning experiences, the majority of teachers answered affirmatively. 

3) The participation of the parent-monitors.  Generally speaking, this group 
received a positive evaluation, since the game permitted the parent-monitors to get 
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to know their children better; in addition, the presence of the parents prompted 
greater participation on the part of the children: 

“The participation of the parent-monitors in the application of the games [is 
important] because it allows the parents to get to know their children’s friends and 
classmates better” (teacher 1a) 

“The presence of the mothers prompted the children to take on more roles” 
(teacher 19) 

As a result, when there were difficulties in finding parent-monitors who were 
available when the game applications were scheduled, or whenever they didn’t 
have the support of the parent-monitors, the teachers’ evaluations would be 
negative, since this resulted in more numerous groups.  The parent-monitors and 
their participation were considered essential to achieving good teamwork.   

“It was difficult for the mothers to participate during the scheduled times” (teacher 
28) 

“[There was] little participation on the part of the parent-monitors” (teacher 4) 

“In the third session three of the parent-monitors were absent, resulting in larger 
groups—which made the game slower” (teacher 6) 

In relation to this point, one teacher mentioned the importance of training the 
parent-monitors before the game application: 

“Only five of the parent-monitors who had received prior training arrived, so I had to 
train another parent who was simply dropping off her child” (teacher 3)  

4) Teaching advantages.  As far as the teaching process and the teacher’s task 
go, the teachers evaluated the game positively.  Significant learning took place as 
the students applied the knowledge acquired through the game to their daily lives 
and used their previously acquired knowledge while playing: 

“Through the concrete elements the children observe how life unfolds” (teacher 1) 

“[The students] have been able to apply their previous knowledge through the use 
of the game pieces and bricks, etc.” (teacher 4) 

On the other hand, one of the teachers referred to the fact that the game enabled 
him to know his students better:  

“Knowing them better allowed a more fluid relation with them” (teacher 8) 

A result widely referred to was that the game encouraged participation:  

“The students’ interest in participating in the game [was observed]” (teacher 14) 

“It was possible to motivate even the shyest children” (teacher 19) 



Dávila & Velásquez: Evaluation of the Application… 
 

Revista Electrónica de Investigación Educativa  Vol. 9, No. 2, 2007 12 

Another aspect that received a favorable evaluation was that it allowed the 
students to share knowledge, enabling the most academically advantaged to help 
their classmates: 

“It encouraged the most advanced students to share texts and knowledge” (teacher 
34) 

5) Disadvantages.  The disadvantages mentioned by the teachers related to the 
context in which the game session was carried out and to the difficulties inherent in 
the game itself: 

a) External Difficulties.  During the sessions the teachers identified some problems 
of logistics which made the game application more difficult.  For example, they 
referred to a lack of training before the application of the game.  They also referred 
to the loss of materials used in the game and, lastly, they pointed out the difficulty 
of working with overlarge groups.  

In addition, the teachers from one of the schools mentioned the challenges 
resulting from deficient infrastructure in the school itself.  Reduced space did not 
allow the game to unfold satisfactorily.    

“[One problem is] the [lack of] physical space in which to form the groups” (teacher 
6) 

b) Difficulties with the game itself.  One of the obstacles identified by the teachers 
was that the cards were very difficult for the children, or rather, that the shared 
basket in “Devorón” wasn’t of interest to them.  

On the other hand, two teachers pointed to the decontextualization of the game. 
They were of the opinion that it was difficult to situate the children in the game 
because the children in that region don’t know what a storm is.  

“When applying the foods to the different regions of Chile, I noticed that the 
children didn’t like them” (teacher 12) 

“As a game it is fun, but since they’ve never seen a storm it was necessary to 
prepare them beforehand so they could understand the context” (teacher 21) 

“The reality that is presented in the game doesn’t relate to their own personal 
experience” (teacher 23) 

2.2.2 Parent-monitors’ evaluation guide  

The responses of the parent-monitors were classified in 14 categories, which 
covered their evaluation of the game in general as well as different aspects of child 
development to which the game contributed.  

The categories that were identified are: 1) Value judgments by the parent-monitors 
in relation to the games, 2) Conduct of the students during the activity, 3) 
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Emotional development and value acquisition, 4) Structure, organization and timing 
of the game, 5) Role of the teacher in the activity, 6) Parent and parent-monitor 
interest in interacting with their children, 7) Communication between parents and 
children, 8) Social skills, self-esteem and personality of the students, 9) Motivation 
and enthusiasm, 10) Collaborative games and student learning, 11) Development 
of motor skills, 12) Integration of parents in the school environment and the 
teaching-learning process, 13) Development of oral (language) expression and 
thought, and 14) Cultural relevance. 

The following describe some of the results from each category: 

1) Value judgments by the parents and parent-monitors in relation to the 
games.  Value judgments are understood to be those observations in which it is 
possible to identify the opinion which the mothers, fathers or parent-monitors have 
in relation to the games, their effectiveness and the entertainment value they have 
for those who participate in them.  What stands out in the responses is the way in 
which the games have been an aid for the students and how appropriate their 
application has proven to be, both outside the classroom as well as in higher 
grades.   

“They are helpful for the children” (parent-monitor 4) 

“These games are good; I wish they had some for the higher grades” (parent-
monitor 7) 

“I liked it because then I can apply it at home” (parent-monitor 23)  

2) Conduct of the students during the activity.  This category includes 
comments made by the parent-monitors in relation to the students’ conduct and 
discipline while the game was being played.  The parent-monitors commented that 
they were able to observe their children’s behavior and compare it to their behavior 
at home.  On several occasions they remarked on the children’s lack of discipline 
or lack of attention.   

“What I liked the least was that not all the children paid attention like they should 
and some were disruptive” (parent-monitor 16)  

“[It was possible] to see the attitude of the children in the classroom, and how it is 
different from the way they act at home” (parent-monitor 12) 

3) Emotional development and value acquisition.  Here we include all those 
responses which refer to character values or to the students’ emotional 
development, which, in one way or another, was modified as a result of the 
application of the games.  The majority of the parent-monitors were of the opinion 
that this activity could promote companionship, teamwork, mutual respect and a 
willingness to help those in difficulties; in other words, that it could strengthen their 
values.  However, there were also some comments to the effect that some of the 
students showed little solidarity or respect for their classmates.  
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“What I liked the most about participating in this activity is that these collaborative 
games enabled the children to express what they feel, they teach them 
companionship through a common objective, which is that they all win” (parent-
monitor 22) 

“Some of them didn’t respect the game time” (parent-monitor 3) 

4) Structure, organization and timing of the game.  Included here are all the 
statements which critique one or more aspects of the games, their implementation 
in the classroom and the manner in which they were made known to the parent-
monitors.  Most of the comments allude to the frequency of the applications and 
the time spent on them, which for some was insufficient, while others argued that 
after a couple of applications it became too protracted, boring and repetitive.  On 
the other hand, most of the parent-monitors were of the opinion that the use of the 
cards was helpful in the organization of the game, taking turns, and encouraging 
the equitable participation of all students, with the exception, according to some, of 
very large groups: 

“There are too many children in the groups” (parent-monitor 4) 

“Not being acquainted with the game beforehand” (parent-monitor 6) 

“What I disliked the most was that it was very hard for the children to concentrate 
because of the large number of students in the class” (parent-monitor 24) 

“The day I came to participate the children were bored with the same game.  They 
should change the game” (parent-monitor 26) 

 
5) Role of the teacher in the activity.  This is understood to refer to the 
willingness of the teachers to become involved in the activity and to participate in it 
with their students.  

6) Parent and parent-monitor interest in interacting with their children.   This 
category covers the parents’ willingness or lack thereof to connect with their 
children, understand them, help them, share experiences with them and become 
involved in the school environment.  It also includes their attempt to become 
acquainted with the reality that their children face on a daily basis and to 
understand them better through their relationship with their peers.  

“Yes, I think that it is good to get to know what other children think in order to 
understand our own children… Yes, I would participate [again], because I like to 
counsel the children” (parent-monitor 9) 

“What I liked the most about participating in this activity is that these collaborative 
games enabled the children to express what they feel, they teach them 
companionship through a common objective, which is that they all win” (parent-
monitor 22) 
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7) Communication between parents and children.  Here we examine whether 
the games had an effect—or not—on bringing the parents and children closer 
together; on strengthening their relationship; or stimulating understanding, mutual 
knowledge and feedback between them, in pursuit of the children’s integral 
development.  In the opinion of the majority of the mothers, the games helped them 
draw closer to their children, understand how they think and know their concerns, 
interests and needs.  They also commented that the games enhanced 
communication, generating a friendly relationship, very different from the 
relationship they normally have at home.  

“Yes, I would participate [again] because it produced a friendship between me and 
my child that is very different from what we have at home” (parent-monitor 13) 

“It helped us communicate more with the children, learn more about them and 
know what interests them” (parent-monitor 8) 

“[I liked] the emotional closeness with the children, getting to know them a little and 
their feelings and thoughts” (parent-monitor 3) 

8) Social skills, self-esteem and personality of the students.  The observations      
in this category relate to the impact of the games on interpersonal development 
and the students’ self-image.  The parent-monitors emphasized that the games 
contributed to the students’ creativity, oriented them toward group activity and 
created closer bonds between peers.  Nevertheless, one consequence of the 
closer relationship was that some students adopted a lower profile, showing more 
shyness and embarrassment during their participation, whereas others became 
more assured and took on a leadership role.     

“I didn’t like the fact that some children didn’t participate in the groups because 
they were very shy” (parent-monitor 23) 

“[The game] helps them to relate to their peers better” (parent-monitor 22) 

“What I liked the most was that the children fit into the group really well and they all 
had the right to give their opinion with the game cards, which helped their 
personality and self-esteem” (parent-monitor 22) 

9) Motivation and enthusiasm.  Here we have grouped observations about the 
students’ interest in participating actively in the games, as evidenced by the 
amusement they experience in organizing themselves and collaborating together to 
achieve a goal; by their enthusiasm and happiness in participating and paying 
attention to the activity:  

“Most of the children were interested in the game and wanted to participate and 
collaborate” (parent-monitor 16) 

“At times the children weren’t motivated and didn’t participate and then it would be 
difficult to carry out the activity” (parent-monitor 17) 
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However, it was also observed that as the students became more familiar with the 
game, they would lose enthusiasm and participate less in the activity.  

10) Collaborative games and student learning.  This section includes comments 
regarding the appropriation of new learning by the students, as the game related to 
their interests and experiences.  

 Upon consulting with the parent-monitors about their participation and what they 
most liked, they commented: 

“What I liked the most about participating in this activity is that these collaborative 
games enabled the children to express what they feel, they teach them 
companionship through a common objective, which is that they all win” (parent-
monitor 22) 

“I liked everything because I felt good and was happy to be able to participate and 
know that the boys and girls learn from the collaborative games” (parent-monitor 
23) 

11) Development of motor skills.  Comments about the influence the games had 
on the students’ motor development, through actions such as reaching for and 
throwing the dice, are covered in this section.  

12) Integration of parents in the school environment and the teaching-
learning process.  This category was used to classify the responses which 
indicated an interest or lack of interest in taking part and being actively involved in 
the learning process.  The parent-monitors emphasized the importance of activities 
which integrate parents and families in the school environment, thus enabling them 
to become acquainted with and support their children’s learning process, while 
helping the teachers and enjoying themselves at the same time: 

“Yes, [I liked participating] because it helped to bring the family together” (parent-
monitor 19)  

“I liked participating because the children are more motivated when they see that 
their parents are interested in being in the classroom with them” (parent-monitor 
23) 

“Yes, because it’s nice to cooperate with the teacher and participate in support of 
your child’s education” (parent-monitor 16) 

13) Development of oral (language) expression and thought.  The observations 
in this category relate to the students’ capacity to communicate, express 
themselves clearly and respond to questions requiring prior mental organization. 
Most of the parent-monitors expressed how much they enjoyed participating in the 
application of the games, which they felt improved the children’s oral expression, 
helped them to think and reason and respond with enthusiasm and precision.  
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“Yes, I would like to participate again, because it helped them develop, think and 
reason” (parent-monitor 25) 

“Yes, [I liked participating] because the children are now expressing themselves 
better.  They have more personality” (parent-monitor 17) 

“What I liked the least was that because of the group dynamics the children tended 
to be repetitive in their answers” (parent-monitor 20) 

Nevertheless, some parent-monitors observed that due to the group dynamics of 
the game, the answers, at times, were repetitive.   

14) Cultural relevance.  Statements about how the game assists in the acquisition 
of specific knowledge, and fosters the students’ cultural enrichment by familiarizing 
them with Chile and its people were grouped in this category.  

“Yes, [I liked it] because [the children] learn about the Chilean people” (parent-
monitor 5) 

“Yes, [I liked it] because it is very interesting to learn about the country” (parent-
monitor 6) 

“Yes, [I liked it] because it teaches the children about numbers and fruits...” 
(parent-monitor 5) 

2.3 External evaluation log 

The majority of teachers were evaluated at a high level of performance.  Only six 
teachers received an evaluation in the middle range and none were considered to 
be in the low range.  The average evaluation was 27 points, that is, a high level of 
performance. 

Similarly, the evaluation of the parent-monitors’ performance was in the high range. 
There were only five parent-monitors whose evaluation was in the middle range 
and the rest were in the high range.  The average number of points was 28. 

In only one of the observations was the impact on the children’s learning judged to 
have been of a high degree.  In 19 of the observations the level of impact was 
deemed to be medium high and in three it was qualified as medium low. 

In short, the evaluation of the performance of the teachers and parent-monitors 
was positive since they promoted the children’s participation and reflection.  In 
relation to the impact on the cognitive and social abilities of the children, the games 
tended to have a positive impact.  However, in some of the sessions, this objective 
was not achieved, indicating the need to make a more meticulous analysis in order 
to determine which aspects did not allow a more positive outcome in those 
sessions.  
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III. Discussion 

The “Devorón” and “Temporal” games are a well considered tool that allow for a 
versatile organization of the sessions, with objectives that vary from one session to 
the next.  It is also a low cost tool. 

Although “play” is used in this study as an educational activity—an application not 
recommended by some, since it would then lose its principle definition of 
spontaneity (Fodor, Morán and Moleres, 2004)–we can appreciate the advantages 
of including play activities in the children’s learning process.  It is an interesting 
approach which invites teachers to continue creating novel and motivational 
teaching activities, as play itself helps develop abilities such as communication, 
attention, imagination and creativity (Rosas, 1998; Rivière, 1996; Celorio, 1996). 

The parent-monitors are also included in an unconventional way.  Although the 
parent-monitors are not involved in the curricular planning of the games, they are 
invited to go beyond the traditional parental participation in which they just attend 
meetings where they receive administrative information about their children. 

The application, however, was not without its critics.  Some of the most frequently 
voiced criticisms referred to the large numbers of students in the classes, which 
prevented the formation of adequately sized groups and interfered with the 
achievement of the objectives.  The lack of training before the application of the 
games was also cited, mostly by the teachers.  

Moreover, the teachers also mentioned certain difficulties inherent in the game 
itself, as in the case of “Temporal”, where the theme of the game is not relevant to 
the children of the region.7 

IV. Conclusion  

To conclude, the following are a few suggestions for improving this and other 
applications of teaching activities involving play: 

It is necessary to continue developing appropriate educational materials for the 
children in the northern zone of Chile.  One very important issue, particularly with 
the underprivileged class, is to continue to involve the parents in educational 
activities. 

Both of these points would permit the creation of a common language and meaning 
between the school and the outside world (Bernstein, 1996).  

Children’s activities should involve corporal movement, as it not only helps to 
develop their physical capacity but also their cognitive potential.  It is proven that 
we acquire our intellectual abilities through exploration, movement and sensations 
originating in the external world, as posed by Didriche (cited in Aucouturier and 
Mendel, 2004):  
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The child consolidates his daily experiences primarily through his body, and this 
body structure supports his various other structures, whether psychic, imaginary, 
symbolic, emotional, cognitive, etc., for with the structuring of the corporal 
component, the remaining components become structured as well (p. 10).  

It is fundamental, then, to include motor activities in the game sessions, thereby 
contributing to the creation of teaching activities that incorporate the child in her 
entirety; in other words, the often pursued and seldom attained goal of holistic or 
integral education.  

The positive results of this study indicate that there is a need to continue thinking 
about the inclusion of games as a valid option in teaching, above all collaborative 
games, given the advantages that they offer over individual play.  

And finally, in many classes the formation of play groups for the games has 
fostered more personalized learning.  

References 

Aucouturier, B. & Mendel, G. (2004).  ¿Por qué los niños se mueven tanto?  
Barcelona: Graò. 

Bernstein, B. (1996).  Pedagogía, control simbólico e identidad.  Madrid: Morata. 

Celorio, G. (1996).  Desde una transversalidad de trámite a una transversalidad 
renovadora.  Revista Aula de Innovación Educativa, 51, 31-36. 

Cereceda, L. (2003).  Impacto de los juegos colaborativos “Devorón” y “El 
temporal” en la formación de los Objetivos Fundamentales Transversales.  
Documento no publicado, Santiago de Chile: Pontificia Universidad Católica de 
Chile, Instituto de Sociología. 

Fodor, E., Morán, M., & Moleres, A. (2004).  Todo un mundo de sorpresas.  
Madrid: Pirámide. 

Krause, M. (1992).  Métodos de Investigación Cualitativa. Material de estudio para 
el curso Metodología Cualitativa.  Santiago de Chile: Pontificia Universidad 
Católica de Chile.  Santiago. 

Krause, M. (1994).  Aspectos de consenso en metodología cualitativa.  Document 
presented at La ciencia de la Educación y las Humanidades, in Seminar Métodos 
de Investigación en Humanidades. Pontificia Universidad Católica de Chile, 
Santiago de Chile.  

Krause, M. (1995).  La investigación cualitativa: un campo de posibilidades y 
desafíos.  Temas de Educación, 7, 19-39. 



Dávila & Velásquez: Evaluation of the Application… 
 

Revista Electrónica de Investigación Educativa  Vol. 9, No. 2, 2007 20 

Magendzo, A., Donoso, P., & Rodas, M. (2000).  Los objetivos transversales de la 
educación.  Santiago de Chile: Universitaria. 

Rivière, A. (1996).  La mirada mental: desarrollo de las capacidades cognitivas 
interpersonales.  Buenos Aires: Aique. 

Rosas, R. (1998).  Aprendizaje implícito de reglas gramaticales artificiales en niños 
de 1° básico por medio del juego electrónico Maga.  Project report FONDECYT nº 
1980573, Santiago de Chile: Pontificia Universidad Católica de Chile, Escuela de 
Psicología Chile. 

Vopel, K. (2000).  Juegos de Interacción para niños y preadolescentes Nº12.  
Madrid: CCS.  

Translator: Jeanne Eileen Soennichsen 

                                                
1 The academics of the Department of Education and Humanities of the Universidad Arturo Prat 
who participated in this study are: Juan Luis Cerda, Matilde Niño, Olivia Carvajal and Gianina 
Dávila (Internal Project 2004, Nº1034). 
 
2 Kindergarten in Chile is the last year of preschool. Fourth grade refers to the fourth year of 
elementary school. 
 
3 Parent-monitors are understood to be the parents or tutors of children who attend the school.  
 
4 The external observers were students from our university, to whom we are very grateful for their 
participation: Angela Velásquez, Lorena Rondanelli, Gianina Biaggini, Leonardo Castillo, Ariela 
Leiva and Patricio Araya. 
 
5 It was decided to proceed in this way due to the characteristics of the collected data: very concise 
answers to the survey’s open questions. 
 
6 Teletón is a television program in Chile which supports rehabilitation centers for children with 
disabilities. These centers have the same name as the program. 
   
7 Iquique and Alto Hospicio are municipalities that, in contrast to the central regions of Chile, have 
an eminently desert climate.   


