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Abstract  

The present paper presents the results of an experiment aimed at assessing the 
impact of different levels of immersion on performance in a Spatial Perspective 
Taking (SPT) task. Since SPT is an embodied skill, the hypothesis was that the more 
immersive a tool is, the better the performance should be. Ninety-eight students 
from a local primary school have played with three different versions of a game: (i) 
completely immersive with a Head Mounted Display, (ii) semi immersive on a 
computer screen and (iii) non-immersive where no movements were possible for the 
player. Results showed that in the immersive versions of the game, players obtained 
higher scores than in the non-immersive version, suggesting that an immersive tool 
can better support performance in a SPT task. 
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1. Introduction  

In the European Union, there is evidence of skills shortages in STEM (Science, Technology, 
Engineering, and Mathematics) while around 7 million new jobs are forecast until 2025 in this 
sector [1]. Therefore, there is a strong need to prepare young people for a future that will require 
good scientific knowledge and a good understanding of technology. A positive start, at an early age 
is crucial for the subsequent formation of positive attitudes towards science [2]. Furthermore, the 
development of some basic abilities, among which spatial reasoning, has been proved to have a 
positive correlation with academic success in mathematics and science [3]. 

Newcombe [4] reports several different longitudinal studies that started back in the fifties that 
followed the development of a large number of American children from nursery school all the way 
to adulthood. These studies have shown a close correlation between spatial reasoning skills and 
school results in STEM subjects. 

Supporting the development and consolidation of spatial reasoning in primary school children 
can thus have a positive and long lasting impact on their lives. Spatial reasoning is a complex skill, 
made of many components such as the ability to imagine and manipulate objects in space, the 
ability to navigate a map, to estimate the position of a hidden object, etc. Among these, Spatial 
Perspective Taking (SPT) is the ability of imagining how the world looks like from another 
person’s point of view, which is important for orientation in space. As Uttal at al. have shown [5], 
spatial reasoning can get better with a specific training, with durable and transferable results. 
Several studies [6-10] have shown the advantages of the use of certain games in education as a way 
to increase involvement and motivation both in children and adults. However, many authors point 
out that the real advantage of the use of digital games in education go well beyond mere motivation 
[11-12]. 

A number of significant research studies investigated from different perspectives the 
relationship between different kinds of digital games and specific learning objectives. Several 
authors [13-15] argue that the use of educational digital games has a significant positive impact on 
children’s cognitive abilities, and, some studies, in particular, examine the positive impact on 
skills related to reasoning, logic and mathematics [16-17]. 
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The potential effectiveness of digital games for learning is strictly linked to specific design 
and interface choices. Indeed, different computer implementations of the same game can have 
different degrees of educational impact. 

This paper describes and reports the results of an experiment that was set up to investigate 
interface impact on the development of the SPT ability [18]. A digital game was developed in 
three different versions (which correspond to three different level of immersion) and then used 
with about one hundred primary school students. 

The analysis of the collected data shows that the statistically weaker performance was 
obtained in the non-immersive version of the game, while in the other two conditions the 
performances did not significantly differ. In the paper, results from the experiment are discussed in 
details and further developments of the research studies are then briefly introduced. 

2. Immersive Virtual Worlds 

Virtual reality is defined as an artificial environment that is experienced by the player through 
sensory stimuli and with which it is possible to interact in a natural manner using electronic tools. 
In virtual reality, the concepts of “spatial immersion” and “presence” are often used and sometimes 
there is confusion between the two.  

“Spatial immersion” is defined as an objective property that refers to the technical capability 
of the system to deliver a surrounding and convincing environment. This can be obtained through 
the use of a Head Mounted Display (HMD) where two screens are placed in front of each eye in 
order to obtain a stereoscopic view of the scene. When this is used along with headphones, the 
player perceives the virtual world through the eyes and ears in a very similar manner as the real 
one. 

“Presence” is the human response to a virtual environment. Presence is therefore the extent to 
which participants believe they are somewhere different from their actual physical location [19]. 
This is usually linked to spatial immersion, but presence can also occur in other contexts, for 
example while reading when we are deeply involved in the story of a book. 

As Dalgarno and Lee state “3-D Virtual Learning Environments can be used to facilitate 
learning tasks that lead to the development of enhanced spatial knowledge representation of the 
explored domain. (p.18)” [20]. Furthermore, learning in a virtual world that is recognized as 
authentic by the learner makes learning transfer to the real world easier [21]. In the virtual world, 
the players can actually make the physical movements that are characteristic to the abilities that 
they are practicing, supporting a kinaesthetic approach to learning. 

3.  Visual Reasoning and Spatial Perspective Taking  

Visual and spatial skills are fundamental in order to be able to find our orientation in space, 
perceive objects around us and organize them into a coherent visual scene, mentally imagine an 
object that is not physically present.  

Newcombe and Frick [22] define SPT as the ability to correctly identify the position and 
rotation of a person in space and understand that their perspective can be different from ours. It is 
the ability to imagine ourselves in the place of another person and be able to predict what will be 
seen after the corresponding movement in space. It involves occupying the place of the other 
person and understanding the relative position of objects. 

Kessler and Rutherford [23] argue that even though SPT is a high-level cognitive process, it is 
not a purely abstract transformation of a reference frame or of a coordinate system, as it had been 
the established view within linguistics/computational linguistics [24]. Rather, it relies on action-
related and proprioceptive representations of the body. These findings have been confirmed by 
Surtees et al. [25], whose experiment demonstrated that SPT is an embodied process: when people 
are asked to state what another person sees, they actually imagine moving to the new position in 
space and then they reconstruct the view from there. While doing so, they activate those parts of 
the brain that are involved with movements in space. Due to the embodied component of the SPT 
skill, training in an immersive virtual world may have a positive impact on performance. Virtual 
worlds can offer different levels of “immersion”, by surrounding the users to make them feel as if 
they were “really there”. 

SPT in children has been investigated by Piaget [26], according to whom its complete 
development does not take place before the age of 10, but later studies [27] suggested that the 
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ability actually develops some years earlier. According to Surtees et al. [25], there are two 
different levels of SPT skills: the first level, which usually develops in children when they are 
about five, allows understanding if a given object can be seen from a different point of view. The 
second level, which usually develops some years later, between the age of 6 and 8, makes it 
possible to imagine how a given scene would look like from a different perspective. Mayer et al. 
[28] have found a big difference in mathematical reasoning skills between second and third 
graders: up to grade two they are closely related to language skills, but starting from grade three 
spatial reasoning can predict both mathematical reasoning and numerical operations skills. 
According to Newcombe [4], the SPT skill, completes its development in the first years of primary 
school. 

Grounding on these studies, the best moment for a specific intervention aimed at potentiating 
spatial reasoning appears to be in the last years of primary school; therefore, an experiment was set 
up with a group of children between the age of 8 and 10 (corresponding to grades three and four). 

4. The “In Your Eyes” Game 

The “In Your Eyes” game [29] takes place in a virtual living room (Figure 1), with a square table 
in the middle. Four screens on the wall show the pictures of the table taken from the four sides, and 
the coloured frames of the screens are used to identify them easily. In the room, a Non-Player 
Character (NPC) welcomes the players and helps them along the whole game. After putting some 
objects on a table, the NPC moves to one of the four sides of such table, and the player has to pick 
the screen that shows the table from the NPC’s point of view. The goal of the game is to train the 
players to recognize the table from the NPC’s perspective. Before answering, the players are free 
to move in the room so that they can see the table and the objects from every possible angle, but 
they have to go back to the play position before giving the answer. 

Each correct answer gives the player a maximum of 9 points, which are decreased by 3 at 
each error and by 1 at each exploration out of the play area. At each mistake, the wrong answer is 
blackened (the screen is switched off), and a brief hint is given. 

At any moment, the players are free to move, they can go behind the NPC to check what the 
table looks like from there. This allows them to decide autonomously how much help they need. In 
this manner, as stated by the scaffolding theories [30], the players are provided with all the support 
they may need to solve a problem that is a little beyond their capabilities without any help. As their 
skills improve, the quantity of help they will ask will decrease up to the moment when they will be 
able to play by themselves. 

The game was originally developed as a tool to support the acquisition and consolidation of 
the SPT skill. Each scene was generated at runtime by choosing randomly some objects from a 
pre-defined set and placing them on the table according to a set of rules in order to avoid them 
from overlapping. Since, in this experiment, our aim was measuring how immersion impacts on 
performance, a fixed sequence of twelve different scenes was defined, with one, two, or three 
objects on the table. The number of scenes was limited by the need to keep the play sessions rather 
short: Nicols [19] suggests that keeping the length of each play session around 10 minutes can 
limit sickness issues in teenagers and young adults. 

The assignment of the correct answer to a coloured screen on the wall is left random so that it 
changed each time the scene was played to minimise the risk that the children would just 
remember the sequence of the correct answers from one session to the next. 
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Figure 1. The Virtual Room of the “In Your Eyes” game. 
 

Special attention was paid to the instructions given to the player. It is possible to solve the 
given task in two different ways: imagining either to move to the NPC’s position and 
reconstructing the scene from there, or to turn the table round until the side where the NPC sits is 
in front of us. The two different approaches involve two different abilities: SPT in the former case 
and Object Rotation ability in the latter. The two skills are different and performance can vary a lot 
in the same participants. Inagaki et al. [31] have demonstrated that just by giving different 
instructions, with the same experimental setting, it is possible to stimulate the participants to use 
one skill or the other.  

We wanted the children to use the SPT skill, therefore, the NPC asked the player to “imagine 
you are by my side and tell me what the table looks like from here”. Furthermore, Tversky found 
that “… The mere presence of another in the scene with the potential for action elicits taking that 
person’s perspective. (p.125)” [32]. The NPC’s body sitting at the tableside and looking at the 
scene should promote the use the SPT skill. 

The game, which was developed using Unity 3D with Oculus Rift in its SDK2 version [33], is 
available in three different versions, addressing different immersion levels: 
 Immersive (Im-version): using a HMD, the players feel as if they actually were inside the 

living room where they can freely move around as they wish. 
 Semi-immersive (SI-version): the players can still move freely, they see the virtual living 

room on a normal computer screen, they can explore but the feeling of actually “being there” 
should be reduced. 

 Non-immersive (NI-version): there is a fixed view on the living room showing the table, the 
NPC and the pictures on the wall. No exploration is possible.   

5. The Experiment 

In order to assess if, and to what extent, immersion actually supports better performance in the SPT 
task, an experiment was set up with six classes from a local primary school in Genova (Italy). The 
main research question was to assess if there is a correlation between the immersion level of the 
game and performance in the SPT task. 

In our hypothesis, the best performance should be measured in the complete immersive 
version of the game since having the possibility to “dive” into the virtual world should allow the 
players to: 
 Understand the task more easily by exploring the scene and testing the hypothesis; 
 Build a better mental model of the scene and the involved objects by freely moving around the 

table and examining the objects from all the possible perspectives; 
 Manage by themselves the amount of help needed: it is always possible, at any time of the 

game, to move to the other side of the table and see what the scene looks like; 
 Increase their motivation and involvement in the game by freely exploring the virtual world. 

However, using a HMD could be tiring and it could cause sickness to some players; a greater 
effort in managing an interface the players are not used to may be needed. Furthermore, the 
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presence of a virtual environment in which to move and explore, can draw the attention away from 
the main task and therefore influence performance negatively. 

Six elementary classes were chosen: four third grade classes (8-9 year olds) and two fourth 
grade classes (9-10 year olds). A meeting was organized with the families to present the project 
and show them the three game versions. Informed consent was then signed and the authorized 
children were enrolled in the experiment. 

The participants were 101, 60 boys and 41 girls aged from 8 years and 2 months to 10 years 
and 7 months, with an average age of 9 years and 1 month at the beginning of the experiment. 
Three participants dropped out before the end of the experiment leaving 98 participants. 

Participants’ ability in the SPT task was measured at the beginning of the project using a 
paper based pre-test developed following literature in the field [34] (Figure 2). A repeated 
measures design was chosen for the experiment, so that each child used all the three versions of 
the game with the same fixed sequence of scenes. Balanced groups with respect to the SPT skill, 
sex and age were made in order to counterbalance results and avoid order effects.  

 
Figure 2. The paper based test. The participant has to select from the bottom pictures the one that 

shows the scene as the little ghost sees it. 
 

Each participant played three times, one for each game version available. The three sessions were 
separated by a period of at least two weeks to minimize the memorization of the sequence of 
scenes.  

One of the objectives of the experiment was to assess if a higher level of immersion would 
generate a higher feeling of presence and if the feeling of presence actually correlated with the 
performances in the task. For this reason, a short questionnaire based on the one used by Slater 
[35] measuring a self-reported subjective feeling of presence in the virtual world was defined. The 
three original questions have been translated into Italian paying attention to make them 
comprehensible to the target age group. Question 3: “The computer generated world seems to me 
to be more like something that I saw / somewhere that I visited” proved to be difficult to 
understand and was dropped. The remaining two questions have been measured on a seven-point 
Likert rating scale.  
 Q1: Did the game make you feel as if you were physically inside the living room? (not at all – 

very much) 
 Q2: Were there times during the game when the living room became real and you nearly 

forgot about the real world? (never – nearly always) 

Each participant played with the game individually, always in presence of a researcher, 
leaving the class for the play session. At the end of the session, the presence questionnaire was 
filled in and the student returned to class. After the last session, the researcher asked orally to each 
participant “Which version of the game did you like best? Which one do you think works better?” 
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6. Results and discussion 

About 11% of the sample stopped playing with the Im-version before the end of the session, 
because of sickness issues. The incomplete sessions (i.e. those in which the player did not play all 
the 12 scenes) were considered in the data analysis. 

As far as the personal enjoyment of the game is concerned, at the end of the last play session 
67% of the participants have answered that they preferred the Im-version; another 29% had no 
preference. Only about 3% preferred the SI-version while only 1% preferred the NI-version. It 
should be noted that, even if not considered in these percentages, some participants who stopped 
playing with the Im-version because they were sick, still preferred it to the other ones. Apparently, 
immersion can be good for motivating students, even though all participants were at their first or 
second trial of an immersive device and they were enthusiastic about the novelty as such. 
 
6.1 Data analysis 

During the experiment, the software automatically traced, for each player, the following data: 
version of the game (which defines the immersion level); number and duration of each play 
session; score, number and type of errors for each scene. Scores at the pre-test were also analysed. 
Game score and number of errors were considered as a measure of the players’ performance. 
In the analysis, the repeated-measure factor (i.e., immersion level) was tested controlling for the 
following covariates: grade, gender, school marks in math, geometry, and science, pre-test scores, 
duration of the performance, score at Q1 and Q2, session in which the condition was experienced 
(first, second, or third), immersion level by session interaction. 

Eighty-four participants (86%) completed all the three conditions, while the remaining 
completed only two conditions. In a “classical” linear model, these latter participants would be 
excluded from the analysis, since all cases should have valid scores on all the levels of the factor. 
However, linear mixed modelling (LMM) addresses this issue as it does not require participants to 
be measured on the same number of levels of a factor. Hence, we allowed a multilevel structure to 
data, in which scores in each immersion level (Level 1) were nested into participants (Level 2), 
which, in their turn, were nested into classrooms (Level 3). LMM also addresses the issue of non-
independence of participants' scores at each measurement occasion and in each classroom [36]. 
LMM models were tested using the R packages lme4 [37], lmerTest [38], and 
LMERConvenienceFunctions [39]. 
 
6.2 Results 

The main effect of immersion level on test score was significant (F(2, 195.23) = 9.07, p < .001). 
Post-hoc tests showed that in both Im- and SI-version conditions, scores were significantly higher 
than in the NI-version, but they did not differ within each other (Figure 3). 
 

 
Figure 3. Global average game scores 

 
The lack of differences between Im- and SI-version can be explained considering that both 

allow players to move near the NPC and see the table from his point of view, while this is not 
possible in the NI-version. Nevertheless, the immersion as such appears not to have a great 
influence on the players’ performance, even if this may also be due to the fact that all the 
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participants were at their first experience wearing a headset, and therefore were not so good at 
managing the new interface. 

We also observed: (i) a significant positive effect of the pre-test score (i.e., higher pre-test 
scores, better performance; F(1, 91.54) = 48.54, p < .001), suggesting that players with a higher 
ability in a SPT task also obtained higher scores in the game, regardless of the immersion level; 
(ii) a significant negative effect of the duration of each play session (i.e., longer duration, worse 
performance; F(1, 245.86) = 15.65, p < .001), indicating that when the player’s ability is weaker, it 
takes more time to imagine the change in perspective; and (iii) a significant effect of the session 
(F(2, 180.35) = 7.28, p < .001), suggesting that, regardless of the immersion level, performing a 
task as the first, second, or third had an effect on game score. Post-hoc tests revealed that scores at 
session 1 were significantly lower than those at session 2 and 3, which, in their turn, did not 
significantly differ (Figure 4). 
 

 
Figure 4. Average score per session 
 

This result can be explained considering that during the first play session, participants did not 
have a clear idea of the task, and therefore more mistakes were made. By the time they got to the 
second session, the task was understood and improvements due to training were no longer 
significant at the third session, also because of the very short duration of each play session: only 
twelve scenes for a global play time of 10-15 minutes. It is noteworthy that the interaction 
immersion level by session was not significant (F(4, 240.52) = 0.39, p = .818). 
 
5.2 Subjective feeling of presence 

After each play session, the players answered the two questions about their subjective feeling of 
presence in the virtual room. A LMM similar to the one for game score was specified (except, of 
course, that scores on Q1 and Q2 were not entered as covariates). For Q1 (“Did the game make you 
feel as if you were physically inside the living room?”), we observed a significant effect of 
immersion level (F(2, 190.16) = 36.21, p < .001) and session (F(2, 175.63) = 10.55, p < .001). 
Post-hoc tests revealed that the Im-version obtained significantly higher ratings that the other two 
conditions (regardless of the session), and that the first session obtained significantly higher ratings 
that the other two sessions (regardless of the immersion level; Figure 5).  
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Figure 5. Presence question: Q1: Did the game make you feel as if you were physically inside the 

living room? (1 = 'not at all' – 7 = 'very much'). 
 

It should also be noted that the mean rating for Q1 in the Im-version was not statistically 
different from the higher score (7). Taken together, these results suggest that immersion has an 
important impact of the feeling of being physically present in the virtual world. 

For Q2 (“Were there times during the game when the living room became real and you nearly 
forgot about the real world?”), only the main effect of immersion level was statistically significant 
(F(2, 193.03) = 12.39, p < .001). Post-hoc revealed that the Im-version obtained higher ratings 
than the other two conditions (Figure 6). 
 

 
Figure 6. Presence question: Q2: Were there times during the game when the living room became 

real and you nearly forgot about the real world? (1 = never' – 7 = 'nearly always'). 
 

Interestingly in Q2, especially for the SI-version and the NI-version, we observed a high 
number of 1-answers. This is because these versions are experienced on the computer screen, and 
the surrounding world can be seen all the time during game play. While Q1 measures the physical 
involvement in the game, Q2 measures how much the players forgot about the real world, which is 
more difficult when it can be seen all the time 

 
6.3 The egocentric error 

In each play session, the first two scenes asked the players to select the screen that showed the 
objects on the table as they saw them (in these cases, the NPC sits near the players and they have 
the same view on the table). In all the other scenes, the NPC sits at a different side of the table. 
An egocentric error happens when the players select their own view instead of the NPC’s, and 
usually a very high egocentric error rate is expected. According to Epley [40], the egocentric error 
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is very frequent also in adults: they have simply learnt to correct the error better and in a shorter 
time. Epley states that adults tend to use themselves as standard when evaluating others, and they 
share with children an automatic egocentric default in perspective taking. Adults, with time, 
practice and experience have become better at correcting when necessary. 

The data confirms this expectation: The graph in Figure 7, for each scene reports the first 
answers, showing the percentage of the correct answers, the egocentric errors and the other 
mistakes. 
 

 
Figure 7. The percentage of first answers that are correct, egocentric errors and other types of 

errors 
 

Overall, on average, only 49.74% of scenes had no error, while 35.33% of first answers were 
egocentric errors and only 14.93% were other errors.  

The data from the first two scenes are somehow more surprising: 19.44% of children in scene 
one and 18.06% in scene two had difficulty in recognizing the picture representing the scene in 
front of them. This is an issue that deserves further investigation. 
 
6.4 Follow-up Experiment 

According to the results of the data analysis, having a tool that supports, through its interactivity, 
the embodied aspects of the SPT skill by allowing the players to move (even if in a virtual manner) 
in the environment where the scene is taking place, actually enhances the users’ ability in the SPT 
skill. A new question arose from this analysis: is there a difference in performance when the ability 
is enacted in a real life environment? 

In order to answer this question, in a follow-up session, the game was reproduced in a real 
context. All the scenes were re-built in a room, using twelve square tables on which real objects 
were placed (Figure 8). The objects were mostly the same as the ones used in the digital versions 
of the game. Some objects had to be replaced, in these cases the replacement was chosen so that it 
had the same characteristics with respect to the SPT skill. 

The researcher played the role of the NPC: he sat at a chair previously placed at a side of the 
table and asked the participant to stand on a placeholder on the floor. Then, he showed the player 
four pictures of the table taken from the four sides and asked him to choose the picture that was 
taken from his own point of view. The researcher took note of the child’s answers. 

The follow-up experiment was done after a period of three months from the original 
experiment and 39 players participated. All the participants had already played with the other three 
versions of the same game, therefore were already aware of the required task. 
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Figure 8. The real life version of the In Your Eyes game 
 

We thus merged the data from the other three conditions and of this follow-up and tested a 
LMM. The effect of the immersion level was not statistically significant (F(3, 75.00) = 1.27, p = 
.289). However, this analysis could have suffered from the limited sample size, which yielded 
relatively high standard errors (Figure 9). 
 

 
Figure 9. Average game score in follow-up data 
 

Post-hoc tests revealed a marginally significant higher scores in the Real condition than in the 
Im-version (p = .08). 

This result shows that, even though there is a slight advantage in using a real life setting, it is 
not statistically significant. On the other hand, the use of Virtual Reality (whatever level of 
immersion) gives the following advantages: 
 Scene creation: the organization of a scene in real life is not so straightforward, it requires 

having the objects, putting them on the table and making the four pictures, avoiding to move 
the objects in any way, etc. Each single scene needs minutes to be set up while the computer 
can generate it in a few milliseconds, using a wide variety of objects and configurations. 

 Portability: the game can be played anywhere, at any time and without the need to have 
another person performing the non-player character. 

 Ease of use: the creation of the scene, the photos from the four sides of the table, the player’s 
movements, etc. are difficult to manage correctly. Furthermore, in a “test” version the 
interaction with different experimenters would influence results. 

 Data collection: the digital game automatically collects response times, errors, head and body 
movements, help requests. Not all this data would be available in a real life version of the 
game. 

 The possibility to repeat the experiment: a digital version of the game guarantees the 
possibility to repeat the experiment with any users having exactly the same experimental 
conditions (same objects, same virtual room, etc.). 
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The Virtual Reality setting well supports the SPT ability, while offering, at the same time, 
several advantages with respect to its flexibility and usability. 

7. Conclusions 

The present paper describes an experiment aimed at assessing the impact of immersion and the 
feeling of presence in a spatial reasoning task. A game based on the SPT ability was implemented 
with three different levels of immersion in a virtual world, and then tested with some grade three 
and four classes from a local primary school. A repeated measures design was chosen for the 
experiment, and balanced groups were defined based on a paper based pre-test, gender and age, in 
order to counterbalance order effects. 

According to our hypothesis, a higher level of immersion should be related to better 
performances, but results did not fully support our hypothesis: while the NI-version showed lower 
game scores, the SI-version and the Im-version did not yield significantly different performances. 
This results suggested that immersion and presence do not seem to influence people’s performance 
in a SPT task. However, they also imply that having the possibility to move in the virtual worlds 
and checking what the scene looks like from the NPC’s point of view seems to have a positive 
impact on SPT performance. It should be noted that nearly all the players were at their first 
experience with the use of the HMD, therefore they may have shown some clumsiness due to the 
unknown interface, and this might have impaired their performance. 

A follow-up trial was then carried out with a subset of the original participants, to measure the 
difference in performance between a game and a real life setting. Scores were marginally higher in 
the real life condition, but the difference was not significant. 

Immersion presents some other drawbacks. One out of ten of our players could not manage to 
use the HMD for sickness reasons, and this is, at the current state of the art, a drawback for an 
extensive training intervention. Future studies may be needed to investigate the relation between 
sickness and other player characteristics as sex, age and the SPT ability. Furthermore, the HMD 
completely isolates the player from the surrounding world, limiting real life cooperation in the 
task. Finally, the limited availability of the tools and their costs make it very difficult to use them 
in formal educational contexts. 

Summarizing, SPT is an embodied skill, and as such an advantage is measured when the 
players are allowed to move around the scene in order to enact the ability, while a completely 
theoretical approach as required in the non-immersive version causes lower scores. Nevertheless, 
no statistically significant difference was measured between the other two digital versions of the 
game and the one that took place in a real life environment. This implies that the virtual reality 
games well support the SPT ability, while allowing for much more flexibility and usability than 
the real life setting. 

Generalizing, virtual reality appears to be a good environment for the enactment of spatial 
embodied abilities, while complete immersion has, at the present state of technology, still some 
difficulties. However, technology is evolving very fast and further experiments will be needed to 
assess new tools and verify their impact on the users’ performance. 
Teachers and students will find a great advantage in the use of virtual reality games and 
applications, but some care is needed in the selection of the correct system, and the more 
immersive is not necessarily the best choice. 

A new experiment is undergoing at the present time, involving some classes of the last years 
of primary school (grades four and five, students ages 9-11), with the aim of supporting the 
consolidation of their spatial reasoning abilities and measuring their impact on school results in 
mathematics. The training sessions are based on the use of various digital games, among which the 
“In Your Eyes” game in its SI-version. 
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