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 Abstract 

Teacher gaming experience affects attitudes toward digital games and consequent 
instructional behaviors, yet the influences of gamer identity from the perspective of 
teacher-student relationships have received limited research attention. We 
recruited 683 junior high and elementary school teachers working in Miaoli County, 
Taiwan to investigate the influences of gaming experience and gamer identity on 
the ways they regulate student digital game play in terms of time (duration), 
location, game genre, and playing partners. A game experience questionnaire, 
gamer identity scale, and digital game discipline scale were used to collect data. 
Results indicate that respondents with more gaming experience or higher gamer 
identity scores were more likely to report hands-off attitudes regarding discipline, 
while teachers with less or no game experience held stricter disciplinary attitudes, 
especially in terms of game genre and playing partners. Our hope is that the findings 
support teacher training programs in their efforts to address teacher concerns and 
negative perceptions of digital games in classroom settings. Additional research is 
required to clarify how the connection between teacher gaming experience and 
identity affects classroom learning. 

Keywords: Digital games, Classroom discipline, Gamer identity, Gaming experience, 
Game-based instruction 

 

Introduction 

According to a survey conducted by the Taipei Computer Association (2015), schools have 

become the second most common location for digital game play after family households. 

Survey results indicate that 81% of respondents started playing digital games between the 

ages of 7 and 12, suggesting that elementary and junior high schools have become the most 

important settings for teaching good digital game playing habits. Digital game play helps 

students and teachers develop positive relationships via shared experiences (Soyoof & 

McLay, 2019). They can also serve as catalysts for enhancing engagement and fostering 
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positive interactions between educators and learners (Savvani, 2023). Allowing game play 

in schools can help teachers gain insights into the needs of individual learners (Liu et al., 

2021) and create positive classroom atmospheres (Rodríguez-Ferrer et al., 2023), while 

still supporting the acquisition of skills that are increasingly important for social and 

economic participation. However, it is essential to pursue a balance between benefits and 

potential negative outcomes (Melo et al., 2020), and to understand influencing factors in 

detail. 

Helping students participate in digital game play with a proper mindset is a new and 

important teacher responsibility. Today’s teachers face numerous game-related challenges 

and classroom management decisions, including which games to allow and motivations for 

digital game usage (Ben El Moudden, 2021). When first introduced into school systems, 

the majority of teachers lacked the requisite knowledge of how to properly use digital 

games (Williamson, 2009), and despite increasing acknowledgment of their benefits and 

pedagogical potential, stereotypes held by teachers continue to act as barriers to their 

widespread adoption as learning tools (Kaimara et al., 2021). According to Wallace et al. 

(2023), teacher competency in digital technology is crucial for student success; however, 

many teachers believe they lack the necessary skills or resources to effectively support the 

integration of information technology and gaming into their teaching approaches. Even 

among the most knowledgeable and experienced educators, insufficient digital literacy can 

trigger stress regarding technology knowledge, classroom management, and teacher-

student interaction (Jong, 2016), thus raising many questions regarding the consequences 

of educator perceptions and attitudes, as well as how digital games are reshaping traditional 

instructional methods (Belda-Medina & Calvo-Ferrer, 2022). 

Researchers continue to search for correlations between teacher attitudes regarding 

digital games in general and their pedagogical usefulness (Scherer et al., 2020). By 

examining the perspectives of teachers regarding digital games, disciplinary attitudes, and 

behavioral intentions, researchers can gain insights into their willingness to incorporate 

games into classroom instruction (Hu & Sperling, 2022; Rüth et al., 2022). Generally 

positive attitudes support favorable perceptions of learning effectiveness and utility 

(Leonardou et al., 2021), and serve as significant determinants for classroom usage (Hsu 

et al., 2021; Kaimara et al., 2022). For new teachers entering the profession, classroom 

usage decisions are increasingly based on the combination of outcome, performance, 

benefit expectations, and personal gaming experience (Lutfi & Hidayah, 2021). According 

to Chen et al. (2020), teachers with greater gaming experience are more capable of critically 

examining games and selecting those that meet the specific learning needs of their students. 

Toh and Lim (2021) also found that teachers who have a more detailed understanding of 

digital games are better equipped to guide students in game-based learning activities, while 

mitigating the potential negative consequences of exposure to undesirable content. As they 
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explore their role as primary gatekeepers for integrating games into classroom activities, 

teachers-in-training can benefit from research insights into how their perspectives, attitudes, 

and behaviors regarding digital games affect their classroom decisions (Hébert et al., 2021; 

York et al., 2021). 

In addition to personal digital gaming experience, teachers are likely influenced by their 

individual “gamer identities” when making disciplinary decisions involving a mix of 

flexibility, generosity, and forgiveness (Tajfel, 1972). Since identity serves both 

recognition and connection functions (Turkle, 1998), teachers with strong gamer identities 

may feel greater affinity and a stronger sense of connection with their students, which can 

result in an increased willingness to support digital game play in classrooms—an example 

of Buchanan’s (2015) description of teacher reliance on self-identity to interpret, assess, 

and adapt to new workplace conditions, and to adjust their disciplinary approaches. 

However, the relationship between digital gaming experience and sense of gamer identity 

is ambiguous—according to one survey of 3,000 individuals who reported playing digital 

games for more than 30 minutes per week, only 42% were willing to describe themselves 

as “gamers” (New Paradigm Agency, 2020). Since gaming experience is insufficient for 

self-identification as a gamer, it is essential to recognize and distinguish differences in 

experience and identity: the first is a behavioral fact, the second a subjective psychological 

inclination with different impacts. Existing research primarily considers gaming 

experience as a factor influencing downstream decisions, evaluations, and behaviors; in 

contrast, identity is a comparatively unexplored research topic in education and 

information technology. 

The present study examines the effects of teacher digital gaming experience and gamer 

identity on attitudes toward disciplinary actions aimed at managing behaviors associated 

with learner use of digital games. The guiding assumption is that teachers with greater 

digital gaming experience and higher degrees of gamer identity are more likely to 

understand the positive value, potential risks, and related effects of digital game play, and 

are therefore more capable of differentiating among subtle aspects of game genre, game 

use location and duration, and playing partners. The study looks at how gaming experience 

and gamer identity might affect the ways that teachers view their students, possibly 

resulting in greater flexibility in their approaches to disciplining learners for game-related 

behaviors. Understanding the impacts of experience and identity will help teachers reflect 

on digital games and assist in the development of specific training programs aimed at better 

digital game management and adoption as teaching tools. The study focuses on two 

research questions: 

RQ1. What are the effects of digital gaming experience on teacher disciplinary actions 

in response to student digital game play behaviors? 
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RQ2. What are the effects of gamer identity on teacher disciplinary actions involving 

student digital game play behaviors? 

Literature review 

Teacher disciplinary attitudes regarding digital game play 

The primary roles of teachers are to instill values and knowledge, create positive and 

productive learning situations, and discipline students within reasonable limits to develop 

good study and living habits (Gaustad, 1992; Thompson, 1976). The goal of disciplinary 

actions is to guide students toward self-directed modes by creating pleasant, courteous, and 

orderly class atmospheres, which in turn supports mutual understanding, empathy, and trust 

between teachers and students (Bowlby, 1955; Gregory & Ripski, 2008). Poor disciplinary 

actions tend to be arbitrary, hastily conceived, overly punitive, lacking evidence of 

effectiveness, and possibly aggravating the behaviors they are intended to eliminate (Mayer, 

1999). John Dewey’s (1916) recommendations made over a century ago are still relevant 

in the digital age: they should avoid authoritarian forms of discipline while working to 

maximize student exploration and participation in activities that support the development 

of moral judgment and wise action. Over a century later, Dewey’s suggestions can still 

guide teacher efforts to enact the most effective disciplinary actions regarding digital 

games. Complete prohibitions of game play may be counterproductive, and block 

opportunities for students to learn good gameplay practices. The goal should be to foster 

positive teacher-student relationships within welcoming and active learning environments. 

While the potential for negative impacts from extreme usage cannot be denied (Griffiths, 

2010), playing digital games in moderation is highly unlikely to produce such effects. If 

negative impacts do occur, it is important to look at the life situations of learners to 

determine the influences of other social factors or personal characteristics (Quandt & 

Kowert, 2015). When using disciplinary practices to manage game usage, teachers must 

remember the goals of cultivating positive values, establishing good habits, and showing 

learners how to practice self-discipline. To foster proper moral judgment and positive 

teacher-student relationships, they must avoid the use of extreme punitive actions. As Li et 

al. (2023) note, if schools are to properly serve as digital education providers, they must do 

what they can to fully leverage the positive effects of games, and guide students toward 

reasonable usage and self-management decisions. 

Researchers have identified specific areas in which usage patterns and related factors 

hold greater potential for negative impacts. These include playing time (Aziz et al., 2021; 

Ciris et al., 2022; Severo et al., 2020; Zhu et al., 2021), game play location (Ç akmak & 

Aktan, 2018; Jiang, 2019; Yang, 2006), game genre (King et al., 2019; Kuss et al., 2012; 

Melodia et al., 2022), and playing partners (Ask & Svendsen, 2014; Fox & Tang, 2017; 
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Kowert, 2020). According to Nakayama et al. (2020), problematic gaming risks are 

positively correlated with the age at which one starts gaming, therefore efforts to prevent 

problems from becoming established must start as early as possible. These efforts are made 

more challenging by the observation that for most people playing video games is a positive 

leisure activity, with negative consequences only arising in a minority of vulnerable users. 

Thus, interventions need to be based on a controlled use rather than abstinence-based 

paradigm (Infanti et al., 2023). 

This investigation addresses four dimensions that researchers have identified as having 

greater potential for negative impacts on digital game players: 

Location. This refers to the places where digital gaming occurs (e.g., homes, schools, 

internet cafes) and their respective environmental and management characteristics. From a 

protective standpoint, teachers may describe schools and homes as acceptable gaming 

venues because of their controlled access and opportunities to correct inappropriate 

behaviors in a timely manner. In contrast, internet cafes are viewed as problematic because 

of their looser restrictions on access to gaming or website content, as well as the potential 

for consuming tobacco, alcohol or drugs (Gürol & Sevindik, 2007; Wu & Cheng, 2007). 

Teachers need to assess the safety and management strategies of different gaming locations 

to understand their varying social impacts on students. We believe that teachers with more 

gaming experience will adopt flexible disciplinary approaches rather than outright 

prohibitions in this area. When teachable moments arise, skilled instructors will use them 

as opportunities for showing students how to make wise decisions, and why (Miller & 

Szymusiak, 2021). 

Playing partners. Playing games with offline friends and family members is believed to 

strengthen social connections (Domahidi et al., 2014; Padilla-Walker et al., 2012). 

Interacting with online friends or strangers can help players expand their worldviews, and 

take advantage of learning opportunities beyond their existing social networks (Nardi & 

Harris, 2010). These positive factors need to be balanced with the potential for scams, acts 

of harassment, and other forms of malicious behavior (Ho et al., 2016). Although this is a 

significant concern for younger and more naive players who cannot distinguish between 

trustworthy anonymous playing partners and dangerous strangers, experienced teachers are 

more likely to understand the social benefits of playing games with unidentified others 

rather than viewing all types of playing partners as potential risks. Digital games may be a 

problematic activity that requires occasional intervention, but they can also foster new 

social connections of benefit to individual players (Mandryk et al., 2020). 

Playing time. Although evidence exists showing that excessive game play can have 

negative effects, limiting gaming time may reduce or even eliminate some gaming benefits, 

in some cases increasing the desire for more playing time (Davies & Blake, 2016). Hamlen 

(2017) found that increased digital playtime enhances a sense of achievement and success 
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among players, while Işıkoğlu et al. (2023) describe excessive digital game play as 

triggering emotions ranging from fun, happiness, anger, sadness and fear to chronic 

unease—emotional states that can lead to parent-child conflicts. Similar studies have been 

criticized for the criteria used to evaluate game usage duration (Tejeiro Salguero & Morán, 

2002). Experimental and self-report methods have problems in terms of precision and bias, 

which makes it difficult to accurately determine actual usage patterns, thereby constricting 

research conclusions (Johannes et al., 2021; Parry et al., 2021). We therefore measured 

playing time in terms of daily periods during which learners were permitted to play digital 

games (e.g., lunch breaks, after school) instead of asking teachers to estimate specific 

playing time durations. We believe this better reflects the extent to which their students are 

allowed to engage in gaming activity. 

Game genre. The literature contains multiple studies indicating that various digital game 

genres teach different skills and exert different impacts on learners (Dubé & Dubé, 2021), 

as well as studies suggesting that certain game genres are more addictive than others 

(Brandtner et al., 2022). According to Elliott et al. (2012), specific game design 

characteristics dictate that certain genres—especially first-person shooter (FPS), action-

adventure, and massively multiplayer online role-playing games (MMORPGs)—are more 

problematic than others. More recently, Liao et al. (2023) suggest that problems are more 

likely to develop when the games involved have strong social and competitive components. 

In contrast, Lin and Chen (2016) and Oei and Patterson (2014) are among researchers 

reporting several positive effects from playing puzzle games, including enhanced spatial 

proficiencies, task-switching capabilities, and improved problem-solving and creative 

thinking skills. In some cases, research findings clearly reflect biases and value judgments 

(both positive and negative) for specific game genres. In classrooms, instructors can 

compare game genres to explain what constitutes “good” or “bad” games; it is important 

for them to abide by those explanations when dealing with discipline questions. 

Playing experience, gamer identity and classroom discipline practices 

Teacher attitudes, defined as positive or negative judgments about specific resources and 

the willingness to use them (Pozo et al., 2022), directly impact learner access to and use of 

digital games (Sardone & Devlin-Scherer, 2010). When digital games were first introduced 

to classrooms, teacher opposition was primarily based on the combination of inexperience 

and lack of understanding of their potential benefits (de Aguilera & Méndiz, 2003). Yeo et 

al. (2022) observed a direct link between elementary school instructor attitudes toward 

digital games and intention to use them, and indirect links between perceived ease of use, 

perceived usefulness, and intention. Gibson et al. (2007) found that teachers with prior 

digital gaming experience were more likely to understand how games can support learning, 

and more willing to at least try to use them to connect with their students. As shown in a 
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study by Stieler-Hunt and Jones (2015), the subjective nature of positive gaming 

experiences affects teacher recognition of the educational value of digital games. 

Accordingly, teacher involvement in the conceptual design process for courses involving 

digital games supports a better understanding of their educational potential, as well as fewer 

concerns and reduced skepticism resulting from a lack of experience (An & Cao, 2017). 

An (2018) notes that gaming experience and relevant training can increase both teacher 

comfort with games and their understanding of how games support skill development. 

Combined, these studies indicate that teacher attitudes toward digital games are influenced 

by their personal gaming experience and understanding of potential benefits, which in turn 

influences how they approach game-related issues in their classrooms. 

Another factor affecting classroom usage is social categorization, a process in which 

individuals classify themselves and others in different groups based on similarities and 

dissimilarities in social factors such as gender, race, age, social status, and occupation 

(Krueger, 2001), with classification decisions shaping downstream evaluations, behaviors, 

and attitudes (Stolier & Freeman, 2016). Some researchers are studying the ways that social 

categorization influences human perception and action (Sternberg & Ben-Zeev, 2001). Liu 

et al. (2022) found that teacher gamer identity influences perceived game benefits and self-

efficacy, resulting in more positive teacher attitudes and beliefs, which significantly 

influences intentions to integrate games into classroom instruction. Tajfel et al. (1971) 

describe a tendency among individuals to act according to their identity categories, with 

behaviors clearly directed toward supporting their ingroup rather than outgroup members. 

Tajfel (1972) later described how social identity refers to the emotional and value-based 

meanings of groups. In specific social interactions, any decision to identify oneself as a 

member of a particular group affects an individual’s relationships with others, especially 

in terms of time, energy, and other internal and external resource investments. Thus, social 

categories serve as information for judging individuals and for generating (un)favorable 

descriptions of them, one result of the positive self-images that most individuals possess 

and consequently project on others perceived as having similar traits (Krueger & Clement, 

1994). Since social categories help individuals determine shared goals and interests for 

further collaboration (McGarty et al., 2015), it stands that teachers who perceive 

themselves as gamers are likely to hold more positive attitudes toward games and to support 

student participation in appropriate gaming activities. 

The “gamer” social category contains unwritten rules regarding appropriate behaviors 

that reflect social values and status ranking. Shaw (2012) notes that individuals cannot be 

categorized as gamers just because they have gaming experience. There are many examples 

of players who reject a gamer identity due to negative game culture associations involving 

discriminatory attitudes toward women, people of color, the elderly, and LGBTQ 

individuals (Soderman, 2017). Some online gaming platforms have become breeding 
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grounds for extremist ideologies associated with specific gaming cultures, dark triad 

personality traits, sexism, racism, and aggressive behaviors (Kowert et al., 2022). 

According to Kuss et al. (2022), some female gamers are reluctant to identify themselves 

as such due to perceptions of self-images associated with potentially harmful aspects of 

gaming. As Shaw (2012) notes, it is important to distinguish between behavior and identity, 

and to approach gamer identity as embedded in relationships rather than actions, even 

cumulative ones. This view, which is similar to a much earlier observation from Hall (1966) 

that identity should be defined by individuals rather than others or external conditions, 

serves as a strong motivation to examine the combined effects of prior gaming experience 

and gamer identity on instructor attitudes regarding disciplinary decisions. During our 

investigation we were careful to distinguish between teacher gaming experience and 

strength of gamer identity in order to better assess their respective impacts on disciplinary 

attitudes. 

Method 

Participants 

Study participants were recruited from 2,926 elementary and 1,211 junior high school 

teachers working in Miaoli County, Taiwan. Stratified random sampling was used to 

identify 600 elementary and 252 junior high school teachers to receive questionnaires; after 

removing incomplete and unreturned surveys, the final participant numbers were 488 and 

195, respectively. Student-teacher ratios in Miaoli County at the time of our research were 

13.4 in elementary schools and 12.7 in junior high schools. This measure, which indirectly 

reflects the amount of attention and resources that teachers can allocate to individual 

students, is considered an indicator of education quality (lower ratios indicate better 

quality). According to statistics from the Organisation for Economic Co-operation and 

Development (OECD, 2018), the average student-teacher ratio in OECD countries is 15 in 

elementary schools and 13 in junior high schools. While the similarity between Miaoli 

County and OECD statistics suggest the generalizability of our results, questions arise 

regarding comparisons of classroom discipline and engagement practices in different 

geographic locations. 

Instruments 

Three instruments were used to for data collection: 

Basic information and game experience questionnaire. This form was used to collect 

data on participant gender, age, teaching level (elementary or junior high), overall game-

playing experience, and experience playing specific game genres. Results from a pre-test 

involving 30 study participants indicate that teachers had difficulty describing their 
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personal game-playing experience using the terms “abundant,” “ordinary” or “lacking,” 

therefore the questionnaire was revised to elicit information about the time periods and 

school grades during which they frequently played digital games: preschool, kindergarten, 

elementary (grades 1 to 6), junior high (grades 7 to 9), senior high (grades 10 to 12), college 

(years 1 to 4), and after graduating from university (years 1 to 5)—23 periods in all. 

Numbers of periods were used to create four experience categories: no, low-level, mid-

level and high-level. 

Gamer identity scale. This scale was designed by the researchers to measure gamer 

identity in terms of degree of positive attitude held toward gamer groups and/or game play. 

Items were initially developed by reviewing the relevant literature on identity theory and 

examining existing identity scales such as those created by Chen et al. (2005) and Cheek 

(1989). Scale dimensions include personal identity based on self-experience (reflecting 

intrinsic tendencies) and social identity shaped by interactions between individuals and 

their environments (external relationships and behavioral orientations). Personal identity 

scale item examples include “playing digital games is a meaningful activity,” “playing 

digital games can support exploring one’s hidden abilities,” and “I can gain a sense of 

achievement from playing games.” Examples of social identity items include “I share 

things related to digital games with friends or colleagues,” “I am more inclined to play 

digital games in my leisure time compared to other activities,” and “I pay attention to 

information related to digital games.” Responses were recorded as 1, strongly disagree;  

2, disagree; 3, neither agree nor disagree; 4, agree; or 5, strongly agree. Results from the 

above-mentioned pre-test were used to revise item wording and ensure comprehensibility. 

Three scholars and experts in education and information science were recruited to review 

the 18 items and provide feedback regarding suitability and validity. Revisions were made 

and three items deleted (e.g., “I would spend money to buy virtual items or game currency”) 

based on their feedback. Corrected item-total correlations for the remaining 15 ranged from 

0.221 to 0.552; 13 were identified as positive and exceeding the suggested cut-off value of 

0.3, the others as positive but below the cut-off value. Cronbach’s alpha for the scale was 

0.819 (range 0.799-0.822), indicating high internal consistency. No significant 

improvement in reliability was noted following the deletion of any single item, therefore 

all 15 items were retained. Higher scores indicate stronger gamer identity (maximum 75 

points). 

Digital game discipline scale. This scale was designed to measure teacher disciplinary 

attitudes regarding student digital game usage in terms of playing time (3 questions), game 

play location (3), game genre (4), and playing partners (4). Of the 19 original items, 5 were 

deleted due to low reliability values. Sample items are “students are allowed to play digital 

games during break times at school,” “students are allowed to play digital games on the 

school grounds,” “students are allowed to play online games,” and “students are allowed 
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to play digital games with online friends.” Minor wording adjustments were made based 

on pre-test results. Responses were recorded as 1, strongly disagree; 2, disagree; 3, neither 

agree nor disagree; 4, agree; or 5, strongly agree. Corrected item-total correlations ranged 

from 0.570 to 0.699 for the playing time section, 0.703 to 0.794 for the location section, 

0.483 to 0.747 for the game genre section, and 0.590 to 0.810 for the playing partner section. 

All corrected item-total correlations were positive and above the suggested cut-off value 

of 0.3. Cronbach’s alpha values for the time, location, game genre, and playing partner 

items were 0.788, 0.871, 0.814 and 0.874, respectively (all reliable at >0.7). Higher scores 

indicate a more open-minded approach to discipline. The highest possible scores for 

playing time, location, game genre, and playing partner were 15, 15, 20 and 20, respectively. 

Procedure 

We used the then-current proportion of elementary to junior high school teachers in Miaoli 

County to create a random sample of 852 (20%) from the potential study population of 

4,137 teachers. These individuals received basic study information plus the game 

experience, gamer identity, and digital game discipline instruments, and were asked to 

complete and return them within one month. Questionnaires were distributed in March 

2009; survey collection was gradually completed from April to May of the same year. A 

total of 169 teachers did not return their questionnaires or answered them incompletely, 

resulting in a final sample size of 683 (488 elementary and 195 junior high). 

Results and analysis 

The results described in this section, including all descriptive statistics and one-way 

analysis of variance (ANOVA) and multivariate analysis of variance (MANOVA) data, 

were calculated using SPSS 18.0 statistical software. 

Comparative analysis of game experience effect on disciplinary approach 

As shown in Table 1, there were 271 male (39.7%) and 412 female (60.3%) respondents 

among the 488 elementary (71.4%) and 195 junior high school teachers in our sample 

(28.6%). Age categories were 21-30 (122, 17.9%), 31-40 (358, 52.4%), and 41 and older 

(203, 29.7%). Digital game playing experience was measured as the total number of time 

periods for which participants described themselves as frequent players. Of the 683 

teachers, 183 (27.7%) reported having no gaming experience, 290 (42.5%) low-level 

experience (1-4 periods), 103 (15.1%) mid-level (5-8 periods), and 101 (14.8%) high-level 

(≥9 periods). Approximately 70% reported having digital game-playing experience, with 

the largest group in the low-level category (Table 2). 

A single-factor one-way ANOVA was used to examine differences in disciplinary 

attitudes regarding playing time, location, game genre, and playing partners among 
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Table 1 Summary of study participant demographics (n = 683) 

Demographic factor Participant number 

Gender  
Male 271 (39.7%) 
Female 412 (60.3%) 

School level  
Elementary 488 (71.5%) 
Junior high 195 (28.5%) 

Age  
21-30 122 (17.9%) 
31-40 358 (52.4%) 
≥41 203 (29.7%) 

 

 

Table 2 Summary of study participant gaming experience (n = 683) 

Experience level (number of periods) Number of participants 

None (0) 189 (27.7%) 
Low   (1-4) 290 (42.5%) 
Mid   (5-8) 103 (15.1%) 
High  (≥9) 101 (14.8%) 

Note: The 23 time periods used for this measure were preschool, kindergarten, elementary school 

(grades 1 to 6, with each grade indicating one period), junior high school (grades 7 to 9), senior high 

school (grades 10 to 12), university (years 1 to 4), and after graduating from university (years 1 to 5). 

 

 

Table 3 One-way ANOVA results for disciplinary attitude according to degree of digital gaming 

experience 

 Gaming experience  

Post-hoc Scheffé 
results 

 None Low Mid High  

 M M M M F (3, 679) 

Time 2.08 2.11 2.12 2.17     .319  

Location 2.57 2.65 2.54 2.73     .886  

Game genre 3.00 3.17 3.25 3.42   7.032*** High > Low* 
High > None** 

Playing partner 3.02 3.23 3.39 3.54 11.881*** High > None** 
High > Low** 
Mid  > None* 
Low  > None* 

***p < .001, **p < .01, *p < .05. 

 

 

teachers with different levels of digital gaming experience. As shown in Table 3, significant 

differences in mean game genre scores (F (3, 679) = 7.032, p < .001) and mean playing 

partner scores (F (3, 679) = 11.881, p < .001) were found among teachers at different 

experience levels. Significant differences were not observed for disciplinary attitudes 

regarding playing time and location, although the most experienced teachers had the 

highest scores for both factors. Scheffé’s post-hoc comparison test results indicate  
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Table 4 One-way ANOVA results for disciplinary attitude based on experience playing more/fewer 

game genres 

Disciplinary factor More genres group Fewer genres group   

 M SD M SD F (1, 362) η2 

Time 2.16 0.77 2.07 0.70   1.580 .004 
Location 2.72 1.02 2.55 0.94   2.680 .007 
Game genre 3.32 0.75 3.01 0.80 15.135*** .040 
Playing partner 3.49 0.73 3.04 0.77 32.902*** .083 

***p < .001, **p < .01, *p < .05. 

Note: “More genres group” n = 183, “Fewer genres group” n = 181. 

 

 

statistically significant differences in mean genre scores between teachers with high levels 

of experience and those with either no (p < .01) or low levels of experience (p < .05), but 

not with any other experience group. Regarding playing partners, Scheffé’s post-hoc test 

results show that the most experienced teachers had significantly higher scores than those 

with no or low-level experience (both p < .01), that teachers with mid-level experience had 

significantly higher scores than teachers with no experience (p < .05), and that teachers 

with low-level experience had significantly higher scores than teachers with no experience 

(p < .05). As posited in RQ1, the largest differences in disciplinary attitudes among teachers 

with varying levels of gaming experience were for game genre and playing partners. 

Respondents were divided into two groups based on the number of game genres they had 

played. The 183 teachers who had experience with the widest range accounted for 26.8% 

of all participants, and the 181 who played the smallest number accounted for 26.5%. As 

shown in Table 4, those who had played the largest number of game genres had higher 

scores across all four disciplinary aspects compared to teachers who had experience with 

the smallest numbers, suggesting more open and flexible attitudes among teachers in the 

first group. One-way single-factor ANOVA results indicate statistically significant 

differences between the two groups in terms of game genre (F (1, 362) = 15.135, p < .001) 

and playing partner (F (1, 362) = 32.902, p < .001), but not playing time or location. 

Comparative analysis of gamer identity effect on disciplinary approach 

Participants were divided into two groups based on their gamer identity scores:  

high (211 teachers, 30.9%, mean score > 3.05) and low (187, 27.3%, mean score < 2.53). 

As shown in Table 5, the disciplinary attitude data indicate that the teachers with higher 

identity scores also had higher scores in all four disciplinary attitude categories. Single-

factor one-way ANOVA results reveal significant differences between the two groups for 

playing time (F (1, 396) = 127.329, p < .001), location (F (1, 396) = 136.358, p < .001), 

genre (F (1, 396) = 64.179, p < .001), and playing partner (F (1, 396) = 114.362, p < .001)—

evidence of a gamer identity impact on teacher disciplinary attitude. 
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Table 5 One-way ANOVA results for disciplinary attitude according to high/low gamer identity group 

Disciplinary factor High gamer identity Low gamer identity   

 M SD M SD F (1, 396) η2 

Time 2.48 .75 1.69 .62 127.329*** .243 
Location 3.09 .86 2.07 .88 136.358*** .256 
Game genre 3.43 .69 2.83 .80   64.179*** .139 
Playing partner 3.57 .68 2.79 .77 114.362*** .224 

***p < .001, **p < .01, *p < .05. 

Note: “High gamer identity group” n = 211, “Low gamer identity group” n = 187. 

 

 

Table 6 Summary of gamer identity score results according to level of digital gaming experience 

Experience level N Mean SD 

None 189 2.64 0.42 
Low 290 2.81 0.39 
Mid 103 2.91 0.42 
High 101 3.01 0.46 

 

 

Table 7 Between-subject effect for disciplinary attitude for teachers with different levels of gaming 

experience 

Disciplinary factor F p-value 

Time 2.519 .057 
Location 3.553 .014* 
Game genre 1.942 .121 
Playing partner 3.183 .023* 

***p < .001, **p < .01, *p < .05. 

 

 

The results show that teachers with more gaming experience had higher gamer identity 

scores (Table 6). Single-factor one-way ANOVA data also show significant differences in 

gamer identity scores for teachers across all four levels of game-playing experience  

(F (3, 679) = 20.245, p < .01). A MANOVA procedure was used to examine differences in 

disciplinary attitudes according to level of gaming experience, with gamer identity serving 

as a control. Results indicate significant differences across gaming experience levels 

(Wilks’ λ = .939, F (12, 1786.17) = 3.60, p < .05). Between-subject effect results are 

presented in Table 7. In the absence of a gamer identity control, teachers with different 

levels of gaming experience expressed significantly different disciplinary attitudes in terms 

of genre and playing partner. After controlling for gamer identity, the same teachers 

showed significant differences in disciplinary attitudes for location and playing partner. In 

response to RQ2, teachers with different levels of gamer identity expressed different ranges 

of disciplinary attitudes regarding game genre and playing time. 
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Discussion 

Comparative analysis of game experience effect on disciplinary approach 

The study sample was divided into four groups based on gaming experience (high-, mid-, 

low-level and none) for comparing four aspects of game play that might require 

disciplinary responses (play location, time, game genre and playing partner). For RQ1, 

statistical test results indicate that teachers with the most gaming experience were 

significantly more open-minded regarding permissible game genres than those with little 

or no gaming experience. For playing partners, teachers in the high/mid/low-level gaming 

experience groups had more open attitudes than teachers without gaming experience, and 

teachers in the high-level group had more open attitudes than those in the low-level group. 

Another finding was that teachers with the most experience playing games in different 

categories expressed more tolerant attitudes toward their students’ game genre and playing 

partner decisions than those with the least experience. These results provide new support 

for the idea that gaming experience exerts a significant influence on how teachers perceive 

digital games, which in turn affects their attitudes toward game-related disciplinary actions 

(Voulgari et al., 2023). 

Study participants with more gaming experience were found to be more open-minded in 

their disciplinary attitudes regarding game genre and playing partners. No significant 

differences were observed in terms of playing location or time. These findings agree with 

previously reported observations that teachers with more gaming experience are better 

equipped to understand differences among game genres, the collaborative nature of game 

play, and the requirements of good and sometimes anonymous playing partners—all 

important determinants of teacher attitudes and approaches to disciplining students for 

issues involving game play (Prestridge, 2017). In terms of time and location, no statistically 

significant differences were observed among teachers with different levels of gaming 

experience, although more experienced teachers did score higher in both areas. A possible 

explanation is the limited authority that teachers have regarding their students’ game 

playing activities outside of school environments, making them reluctant to comment on 

game play behaviors they cannot observe. One activity that occupies a space between 

classroom and extracurricular environments is recess, which usually lasts from 10 to 20 

minutes. Our data indicate that the majority of study participants allowed their students to 

play digital games during recess, which we interpret as evidence of laxity in their 

disciplinary attitudes. 

Comparative analysis of gamer identity effect on disciplinary approach 

Studies to date have mostly focused on the impacts of gaming experience rather than gamer 

identity, which explains our motivation to emphasize the potential effects of gamer identity 
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on disciplinary approaches. Regarding RQ2, our findings indicate significant differences 

between teachers with the highest and lowest gamer identity scores for all four disciplinary 

aspects—specifically, teachers with stronger gamer identities described themselves as 

having more open attitudes toward discipline. This finding agrees with James and Wright’s 

(2009) observation that teachers who are also gamers tend to be more willing than non-

gaming teachers to communicate with students, to use information technology in their 

classrooms, to establish stronger relationships with students, to explore new ideas, and to 

take risks in their instructional approaches. Teacher identity has significant implications 

for learning—Altugan (2015) is one of several researchers reporting positive correlations 

among factors such as identity and learning motivation, environments, and outcomes. 

Gamer identities among teachers are particularly important in light of James and Wright’s 

(2009) assertion that today’s educators must actively engage with technological 

environments to maintain learner interest in classroom activities. Capturing and keeping 

the attention of students has become a major determinant of successful classroom 

management. 

Gamer identity was controlled for in order to examine both its independent effect and the 

effect of gaming experience. Significant influences from the latter on attitudes regarding 

playing location and playing partner were observed. When gamer identity was not 

controlled for, we noted a significant influence from gaming experience on disciplinary 

attitudes involving genre and playing partner. This suggests that the influence of gamer 

identity is primarily reflected in disciplinary actions tied to game genre and playing time, 

thus indicating differences between the impacts of gaming experience and gamer identity 

on disciplinary attitude. This finding supports Shaw’s (2012) emphasis on the need for 

researchers to acknowledge distinctions between behavioral experience and identity (both 

of which influence instructional practices), especially decisions regarding appropriate 

student participation in classroom activities and learner-instructor interactions (Sampson, 

2023). 

Instead of time, location, or playing partner preferences, a positive attitude toward student 

play with different digital game genres may be the best indicator of a strong gamer identity 

among teachers, especially in light of the many studies focused on the negative impacts, 

real or imagined, of specific game genres. This issue is important when considering the 

ongoing debate about the potential effects of game genres and their content on young 

players. Rüth et al. (2022) observed a connection between the combination of perceived 

social norms/negative influences and teacher intention to use digital games in classroom 

activities. Many adults take defensive and normative stances against digital games without 

attempting to fully understand the phenomenon or comprehend the potential benefits 

(Bowman, 2015). As the number of younger teachers with gamer identities slowly 

increases, they may be more likely to divert their focuses away from game genre concerns 
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to other aspects of student gaming behaviors—an example of identity influencing how one 

perceives and interacts with others (Jenkins, 1996; Tajfel, 1972). Experienced teachers may 

be able to use violent games to facilitate student understanding, reflection, and classroom 

discussion of the consequences of violent attitudes and behaviors, thereby enhancing the 

critical thinking skills of learners regarding media content, and encouraging them to reflect 

on moral choices and personal behaviors (Jenkins, 2006). 

Limitations and suggestions for additional research 

Four study limitations and several possible directions for future research deserve mention. 

First, the results are not applicable to senior high school, vocational school, or university 

teachers, whose instructional objectives entail specialized knowledge, professional skills, 

and career training. As Lauermann (2014) has demonstrated, elementary school teachers 

acknowledge that in addition to being proficient in preparing high-quality lessons and 

designing teaching-related activities, they are also responsible for learner safety and well-

being. The most dedicated elementary school teachers feel a strong sense of responsibility 

for affecting the lives of their students beyond the confines of school buildings. In contrast, 

most university instructors must split their time between teaching and research, with their 

responsibilities aimed at making curriculums as engaging as possible, with little time to get 

involved with off-campus learner issues (Helker et al., 2018). Thus, future researchers in 

this topic area may be interested in working with more diverse teacher populations across 

different school levels and types to examine factors such as teacher-student ratios and 

instructor and learner gender differences, with the goal of clarifying their effects on 

classroom expectations, socio-psychological outcomes, teacher evaluations, disciplinary 

actions, and interactions with students (Wang et al., 2018). 

Second, our research method was based on self-reporting questionnaires, a subjective 

procedure that holds the potential risk of respondents overstating or understating their self-

views (Runge et al., 2023; Vidergor, 2023). In the interest of descriptive accuracy, future 

researchers may prefer qualitative methods such as case studies or in-depth interviews to 

collect a body of classroom management experiences. This would support observations of 

specific instructional situations and their respective challenges. In previous studies, many 

teachers expressed complaints and frustrations associated with selecting and implementing 

classroom management strategies, and voiced a desire for workshops, training 

opportunities, pre-planning guidance, and realistic simulations for addressing complex 

classroom management situations (Ashraf et al., 2022; Mouw et al., 2020; Saleem et al., 

2020). These complaints and requests are positive indicators of teacher interest in 

overcoming constraints, and in accessing resources to help them master the requisite skills 

for regulating the classroom use of digital games, including proper disciplinary approaches. 

We believe the application of diverse research methods will likely offer new perspectives, 
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thus enhancing our understanding of teacher disciplinary attitudes and classroom 

management strategies regarding digital games, as well as potential challenges for 

integrating them into regular teaching activities. 

Third, the study focus was limited to gaming experience and gamer identity as individual-

level factors. Other social factors worthy of consideration include, but are not limited to, 

school-level digital resources, local digitalization leadership and associated strategic 

objectives, and social norms and forms of workplace social support (Saikkonen & 

Kaarakainen, 2021). These external information sources might help investigators gain a 

deeper understanding of additional influences on teacher disciplinary attitudes. According 

to Chen et al. (2023), significant differences in the information literacy of elementary and 

junior high school teachers can be affected by factors such as school type, school property 

characteristics, and geographic region. Helsper (2019) has described how individuals 

observe the ways that others within their communities perceive, understand, and use 

information technology, meaning that researchers also need to focus on the effects of social 

contexts as the basis for technology engagement norms, values, and practices. 

Fourth, all data used in this study were collected in 2009, and significant changes have 

occurred in both educational environments and digital gaming, changes that likely impact 

the validity and generalizability of the findings. The educational research literature 

contains many examinations of teacher competencies and attitudes, challenges to 

incorporating digital games into curriculums, and the content of training programs aimed 

at providing instructors with the necessary tools, methods, and confidence to properly 

introduce games into their classroom activities. Many of these studies were motivated by 

a desire to foster greater acceptance and understanding of digital games (Gros, 2007; Pivec, 

2007). However, the research paradigm has progressively shifted toward examining the 

effectiveness of game-based learning, the integration and evaluation of diverse teaching 

tools, and the application of game design and development principles in mobile learning 

(Chang & Hwang, 2019; Ismaizam et al., 2022; Justo et al., 2022). There is significant 

encouragement for teachers to embrace new technologies and to add them to their 

pedagogical and disciplinary approaches. As educational environments evolve, we expect 

that teachers will increasingly recognize the instructional potential of digital games, and 

therefore adopt more open and flexible game-related disciplinary approaches. 

Issues associated with digital game-playing disciplinary approaches in schools is equally 

or more important than it was 15 years ago, when instructors were just beginning to 

experiment with classroom usage, and when mobile games had not yet exploded in 

popularity. In 2009, smartphones had yet to achieve their current dominant influence in the 

lives of users. The most popular electronic game that year was FarmVille, on Facebook. 

Its large number of players made it one of the earliest examples of a computer-based 

activity becoming part of a collective cultural consciousness (Burroughs, 2014). 
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Disciplinary challenges were arguably much easier to deal with—mostly focused on 

controlling access to desktop computers. Today’s mix of smartphones, diverse gaming 

devices and platforms, and advancements in game technology support a large number of 

game genres played on hand-held products, thus presenting significant challenges for 

teachers wanting to control learner use of digital products during instructional periods 

(Aslan & Shiong, 2023; McCoy, 2020). Control and monitoring tactics now include 

limitations and agreements on where and when devices can be used, and lesson plans aimed 

at teaching students how and when to use them responsibly (Dias & Victor, 2022). 

Accordingly, attempts to generalize findings such as those presented in this study require 

consideration of historical context, the successes and failures of previous disciplinary 

approaches, and their effects on learning, study habits, and playing time management. 

There are many examples of disciplinary decisions that did not exist in the age of 

FarmVille. Today’s teachers-in-training can benefit from learning about evolving gaming 

business models, including the distribution of downloadable content (DLC) and 

monetization strategies for free-to-play games, a primary revenue model for game 

developers (Bernevega & Gekker, 2022). Such practices raise questions about the use of 

exploitative and deceptive marketing techniques (Bank, 2023; Petrovskaya & Zendle, 2021) 

and the need for age-appropriate access restrictions for specific games (Hamilton, 2020), 

especially those in which player success is dependent on financial resources for making in-

game purchases (Cermak, 2020; Darakjian, 2016; Xiao, 2022). This presents a new 

challenge for the current generation of classroom instructors: how to teach their students 

about the dangers of in-game spending habits. It is one example of an issue that does not 

require a great deal of thought or effort regarding an in-class disciplinary approach—it’s 

fairly easy to control learner access to specific game genres. However, it is also an example 

of a new teacher responsibility to help learners understand the consequences of game-

related actions outside the classroom. As predatory monetization tactics in free-to-play 

games grow more sophisticated, it becomes the responsibility of teachers to educate 

students on proper spending habits, safeguarding them from manipulative design patterns 

and compulsive spending behaviors (Goodstein, 2021). In cases where free-to-play games 

have clear educational benefits, instructors will need to learn how to make the best use of 

their budgets to help students receive those benefits while tightly managing in-class gaming 

behaviors. 

Conclusion 

This study examined the influences of gaming experience and gamer identity on the 

disciplinary attitudes that teachers express when dealing with digital games in their 

classrooms. We addressed some of the details regarding teacher roles and obstacles to 

successful classroom management decisions in support of game-based learning, focusing 
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on four aspects of game play (time, location, game genre and playing partner) that 

commonly require some level of disciplinary action, and using collected data to determine 

which aspects attracted open or conservative disciplinary attitudes from study participants. 

Overall, teachers with more experience playing digital games expressed greater flexibility 

in their disciplinary attitudes, especially in terms of game genre and playing partners. 

Regarding the effects of gamer identity on disciplinary attitude, our data show that study 

participants who described themselves as having stronger gamer identities were more open-

minded about all four aspects compared to those with weaker identities, with the greatest 

effect noted for game genre. By emphasizing differences between identity and behavioral 

experience, our statistical data indicate significant variation in the effects of gamer identity 

and gaming experience on disciplinary attitude. This is a significant finding in light of the 

large number of studies examining teacher gaming experience without considering gamer 

identity. 

As one teacher generation retires and a new one takes charge of classrooms, we will 

witness an increasing number of educators with extensive gaming experience and a more 

complete understanding of their students’ game-playing habits. This factor is important 

because a lack of such knowledge can easily become a barrier to introducing digital games 

to classroom activities. Younger teachers with extensive digital gaming histories and 

technology exploration experience will contribute to shifting perceptions and acceptance 

of digital games as valid instructional tools (Marques & Pombo, 2021). Accordingly, 

teacher-training schools must address classroom management strategies associated with 

digital game play, and encourage new teachers to reflect on their personal opinions about 

digital games and how those opinions affect their teaching and classroom management 

practices (Gordillo et al., 2021). In their special positions as educators, facilitators, and 

agents of change (Hidayat, 2022; Spilt et al., 2011), teachers will help determine whether 

digital games serve as powerful instructional tools rather than distractions competing for 

learner attention. 
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