Ed Process Int J

www.edupij.com

Review Article

Cite this article: Chi, Y., Nor Shaid, N. A., &
Sulaiman, N. A. (2025). Enhancing EFL/ESL
Learners’ Willingness to Communicate
through Digital Storytelling: A Systematic
Literature Review. Educational Process:
International Journal, 18, e2025415.
https://doi.org/10.22521/edupij.2025.18.415

Received June 14, 2025
Accepted August 11, 2025

Keywords: Digital storytelling, willingness to
communicate, EFL/ESL learners, systematic
literature review

Author for correspondence:

Nor Azwahanum Nor Shaid

s azwahanum@ukm.edu.my

=] Faculty of Education, Universiti
Kebangsaan Malaysia (UKM), Malaysia

@  OPEN ACCESS

© The Author(s), 2025. This is an Open Access article,

distributed under the terms and conditions of the
Creative Commons Attribution (CC BY) license
(https://creativecommons.org/licenses/by/4.0/),
which permits unrestricted re-use, distribution, and
reproduction, provided the original article is properly
cited.

Ed Process Int J | Volume 18 (2023) | Article Number: e2025415

ISSN 2147-0901 (Print), 2564-8020 (Online)

EDUCATIONAL PROCESS

INTERNATIONAL JOURNAL

Enhancing EFL/ESL Learners’ Willingness to
Communicate through Digital Storytelling:
A Systematic Literature Review

, Nur Ainil

Yongmei Chi‘”’, Nor Azwahanum Nor Shaid

Sulaiman

Abstract

Background/purpose. While digital storytelling (DST) has been widely
recognized for its pedagogical potential in language education, the
extent to which DST fosters learners’ willingness to communicate
(WTC) in English as a Foreign Language/English as a Second Language
contexts remains underexplored. This systematic literature review
seeks to examine how DST contributes to the development of WTC by
synthesizing current empirical evidence and identifying the underlying
pedagogical mechanisms through which DST exerts its influence.

Materials/methods. To address this gap, the present study conducts a
systematic literature review following PRISMA guidelines to synthesize
empirical evidence on how DST facilitates WTC. A total of 20 peer-
reviewed empirical studies published between 2020 and 2024 were
retrieved from Scopus and Web of Science and analyzed using thematic
analysis.

Results. Five pedagogical domains of DST emerged: identity-centered
expression, cognitive engagement, emotional facilitation, collaborative
design, and multimodal mediation. These domains contribute to
different layers of WTC by reducing affective barriers, enhancing self-
perceived competence, and fostering social connectedness and
situational confidence. This review provides a conceptual map that
bridges task-based instruction and affective-cognitive engagement,
positioning DST as a holistic learning ecology rather than a mere
storytelling technique.

Conclusion. The findings provide pedagogical guidance for creating
communicative spaces in DST that enable learners to convey personal
meaning in authentic language-use contexts. Limitations related to
database scope, time range, and exclusion of theoretical literature are
acknowledged, and future directions are proposed to broaden the
search scope and incorporate theoretical insights for a more
comprehensive understanding of DST’s role in enhancing WTC.
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1. Introduction

In second language acquisition, willingness to communicate (WTC) has been recognized as a key
determinant of learners’” communicative success, influencing their active engagement in language
use beyond the classroom (Kang, 2005; MaclIntyre et al., 1998; Peng & Woodrow, 2010). WTC is
conceptualized as a dynamic and multifaceted construct that integrates psychological, contextual,
and linguistic factors, shaping a learner’s decision to initiate communication in the target language.
In English as a foreign language (EFL) or English as a second language (ESL) classrooms, facilitating
learners” WTC remains a persistent pedagogical challenge. Conventional classroom practices often
fail to fully engage learners affectively or socially, which limits their communicative output and
confidence. This highlights the need for pedagogical approaches that address both the emotional and
contextual dimensions of language learning.

Digital storytelling (DST) integrates verbal, visual, and auditory modes and has shown potential
to reduce anxiety, enhance motivation, and foster learner agency (Robin, 2006; Ohler, 2013).
Grounded in constructivist and sociocultural theories, DST enables learners to make meaning of their
experiences through narrative construction, thereby promoting both cognitive engagement and
emotional development in language learning contexts (Lambert, 2010; Sadik, 2008). As Yoon (2013)
suggests, DST can significantly motivate EFL learners by offering them a personally meaningful and
authentic context in which to express themselves, thereby enhancing their communicative
confidence and willingness to participate in English.

However, its impact on the complex, multi-layered nature of WTC has yet to be systematically
analyzed. Therefore, this systematic literature review draws upon two key theoretical models: Ohler’s
(2013) five-phase DST process model and Macintyre et al.’s (1998) WTC pyramid model, offering a
dual-theoretical lens to explore how DST practices influence the psychological and contextual factors
that shape learners” WTC.

Accordingly, the study seeks to answer the following two research questions:

1. What constructs emerge in each phase of DST according to Ohler’s (2013) 5-phase model, and
how can these be categorized into broader domains that contribute to EFL/ESL learners” WTC?

2. How do the identified constructs across different DST phases foster learners” WTC at different
layers, as conceptualized in MaclIntyre et al.’s (1998) pyramid model?

By synthesizing recent empirical findings and theoretical advancements, this review aims to
provide evidence-based insights into how DST can be effectively implemented to enhance WTC,
thereby informing both pedagogical practice and future research.

2. Literature Review
2.1. Theoretical Foundation of WTC

MaclIntyre et al.’s (1998) heuristic model of WTC conceptualizes it as a six-layer pyramid,
integrating both enduring influences (such as personality and intergroup climate) and situational
antecedents (such as state anxiety and desire to communicate). The model illustrates how factors
interact in real-time to influence the learner’s readiness to communicate.

This model emphasizes that WTC is not merely a trait-like quality but a situationally variable
construct that can be positively shaped by appropriate pedagogical conditions. Consequently,
instructional practices and learning environments that enhance affective engagement, reduce
learner anxiety, and foster supportive classroom interaction play a crucial role in developing learners’
WTC (Kang, 2005; Maclintyre et al., 1998; Peng, 2012).
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2.2. Overview of DST in Language Education

In response to pedagogical challenges, researchers and educators have increasingly turned to
innovative instructional methods that can address the affective and social dimensions of language
learning. Among these, DST has gained significant traction in recent years as a multimodal, interactive,
and learner-centered approach to second language education. DST combines traditional narrative
elements with digital multimedia tools—including images, voice recordings, background music, video
clips, and text overlays—to create immersive language learning experiences (Robin, 2008; Sadik,
2008; Yang & Wu, 2012). Unlike conventional storytelling, DST enables learners to blend verbal, visual,
and auditory modalities in their narratives, promoting deeper linguistic engagement and facilitating
emotional resonance, personal expression, and creative meaning-making (Robin, 2008). The
integration of multiple semiotic modes serves to enrich linguistic production as well as to develop
learners’ digital literacy and communicative competence, both of which are vital in modern language
education (Hafner, 2014).

2.3. Empirical Findings on DST’s Effect on WTC

A growing body of empirical research has demonstrated the effectiveness of DST in enhancing
EFL/ESL learners’ speaking skills, vocabulary, confidence, and classroom participation (Cakmak &
Andujar, 2025; G. L. Liu et al., 2024; K.-P. Liu et al., 2018). Studies have shown that DST tasks help
learners gain confidence and reduce anxiety in oral language use (Bai & Xian, 2024; Fu et al., 2022).
In addition, the collaborative nature of DST projects fosters peer interaction and social support, which
in turn mitigates anxiety and enhances learners’ perceived communicative competence—both of
which are critical factors within the WTC model (Del-Moral-Pérez et al.,, 2019; Kim et al., 2022;
Nishioka, 2016). Furthermore, the process of designing and presenting digital stories encourages
learners to take ownership of their learning, develop their learner identity, and engage more fully in
language tasks, thereby positively influencing their motivation and willingness to participate in
communicative acts (Garcia Pastor, 2018; Hafner & Miller, 2011; Sylvester & Greenidge, 20009;
Tamimi, 2024).

2.4. Research Gap

Despite these promising developments, existing research on DST and WTC remains fragmented
and lacks theoretical integration. Most studies focus on isolated linguistic outcomes without
systematically examining how DST affects the multi-layered components of WTC. Few studies have
explicitly employed Macintyre et al.’s (1998) WTC model to interpret DST’s influence, leaving unclear
which components—such as self-confidence, motivation, or classroom dynamics—are most affected.
Furthermore, there is limited understanding of how specific phases of DST (e.g., planning, scripting,
production) contribute to WTC development, or how these phases align with affective, cognitive, and
contextual dimensions of WTC.

2.5. Theoretical Framework: Integrating DST Process and WTC Pyramid

To explore how DST influences learners’” WTC, this study adopts a dual-theoretical framework
that combines Ohler’s (2013) five-phase DST model and Macintyre et al.”’s (1998) WTC pyramid model.
This integration enables a structured analysis of both the pedagogical process (i.e., what learners do
during DST) and the psychological outcomes (i.e., how these experiences affect their WTC). While
Ohler’s (2013) model outlines the sequential stages of DST tasks, Macintyre et al.’s (1998) model
maps the complex, multilevel factors that influence language learners’ communicative behavior.
Together, these models offer a robust interpretive lens for understanding the cognitive, affective,
and contextual mechanisms through which DST impacts WTC.

Ohler (2013) proposed a five-phase model for DST, consisting of (1) Story Planning, (2)
Preproduction, (3) Production, (4) Postproduction, and (5) Performance, Posting, Showing, and
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Distribution. Each phase fosters different cognitive, emotional, and collaborative engagements. For
example, story production encourages language output and reflective thinking, while the last phase
enhances ownership and audience awareness. These phases serve as useful analytical units to trace
how DST scaffolds the affective and communicative development of learners.

Maclntyre et al.’s (1998) pyramid model of WTC (Figure 1) is organized into six layers, with Layer
| (Communication Behavior) representing the act of communication, and Layer VI (Social and
Individual Context) representing foundational influences. Middle layers involve behavioral intention,
situated antecedents, motivational propensities, and affective-cognitive context.

Communication

Layer I Behaviour

Layer I Behavioural Intention

Willingness to
Communicate

Bo
Layer 1l ) Desire to : '\"'"_' ) Situated Antecedents
- comman -4“_" Communicative
with aspecific | self-Confidence
I)('l son
5 6 7
" 4 P -
Layer IV Interpersonal Intergroup L2 Motivational Propensities
Motivation Motivation Self-Confidence
8 Lo] 10
Layer V R )
> Intergroup Social Communicative Affective-Cognitive Context
Attitudes Situation Competence
Layer | B Social and Individual
Vi ) Context
Intergroup Climate Personality

Figure 1. The Pyramid Model of WTC (from Macintyre et al., 1998)

This model enables a layered analysis of how interventions like DST affect WTC, e.g., self-
confidence in Layer IV, motivation in Layer IV, or peer interaction in Layer Ill. Understanding these
interrelations provides a theoretical lens for exploring how DST influences learners’ communicative
willingness at various levels.

This dual-framework approach enables a phase-by-phase examination of DST practices while
concurrently mapping them to key psychological and situational layers of WTC.

3. Methodology

The primary aim was to explore how DST facilitates EFL/ESL learners” WTC, focusing on affective,
cognitive, and sociocultural mechanisms.

3.1. Research Design

This systematic review follows the Preferred Reporting Items for Systematic Reviews and Meta-
Analyses (PRISMA) guidelines (Page et al., 2021) to ensure transparency and methodological rigor.
The review process was structured around the following stages: (1) defining research questions and
specifying inclusion/exclusion criteria; (2) identifying suitable databases and developing a
comprehensive search strategy using Boolean combinations of keywords; (3) conducting database
searches and exporting records into a reference manager; (4) screening titles and abstracts, followed
by full-text reviews based on pre-established criteria; (5) applying inter-rater reliability checks to
ensure consistency in screening decisions; and (6) synthesizing findings through thematic coding.
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A total of 20 empirical studies published between 2020 and 2024 were included. Thematic
analysis (Braun & Clarke, 2006) was employed to identify patterns across studies, using a hybrid
deductive-inductive approach. Deductively, Ohler’s (2013) five-phase DST framework and MaclIntyre
et al.s (1998) WTC model were used as guiding models. Inductively, emergent themes were
identified through close reading and coding of findings and discussions.

3.2. Data Collection

This review focused exclusively on peer-reviewed journal articles addressing digital storytelling
and willingness to communicate. To maintain a high standard of source quality, the search was limited
to two reputable academic databases: Scopus and Web of Science.

In order to ensure the comprehensiveness and theoretical consistency of the systematic
literature review, this study constructed search keywords based on Maclntyre et al.’s (1998) heuristic
model of WTC, which is widely recognized as a foundational theoretical framework in second
language (L2) communication studies. The model proposes a six-layer pyramid structure,
encompassing variables from immediate communicative behavior (Layer |) to broader social and
individual contexts (Layer VI), thereby offering a multidimensional understanding of learners’
communication behaviors.

Given that DST is a pedagogical tool that influences learners’ communication from affective,
motivational, social, and cognitive dimensions (Robin, 2008; Yang & Wu, 2012), each search keyword
group was carefully aligned with the specific constructs in the WTC model to investigate the impact
of DST on corresponding aspects of L2 learners” WTC.

The primary keyword “digital storytelling” was expanded to include “multimodal storytelling”
and the acronym “DST” to capture a broader scope of relevant literature. To enhance both sensitivity
and specificity, synonyms and relevant expressions were included in each keyword group using
Boolean operators (OR/AND). For example, keywords for Layer Il included “willingness to
communicate”, “WTC”, and “communication intention”; for Layer IV, terms such as “interpersonal
motivation”, “peer interaction”, and “peer collaboration” were employed. Each WTC layer represents
a distinct domain influencing L2 learners’ communicative behavior, and corresponding keywords

were generated to capture literature addressing each domain.

The WTC-related keywords were grouped according to the layers and domains of the model, as
follows (Table 1):

Table 1. WTC-Related Search Keywords

Layers in Macintyre et al.’s (1998) Search keywords
WTC model
Layer | L2 Use (“L2 use” OR “language use” OR “language production”)
Layer Il Willingness to (“willingness to communicate” OR “WTC” OR
Communicate “communication intention”)
Layer lll Desire to (“desire to communicate” OR “communicative desire”)

Communicate

Communicative Self- (“self-confidence” OR “L2 confidence”)
confidence
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Layer IV Interpersonal (“interpersonal motivation” OR “peer interaction” OR “peer
Motivation collaboration”)

Intergroup Motivation (“intergroup motivation” OR “intercultural motivation”)

L2 Self-Confidence (“L2 self-confidence” OR “language confidence”)

Layer V Intergroup Attitudes  (“intergroup attitudes” OR “language attitude” OR “cultural

attitude”)
Social Situation (“social context” OR “social interaction” OR “peer group”)
Communicative (“communicative competence” OR “language proficiency”
Competence OR “oral fluency”)
Layer VI Intergroup Climate (“intergroup climate” OR “learning environment” OR

“classroom climate”)

Personality (“personality” OR “learner traits” OR “introversion” OR
“extraversion”)

To ensure consistency and precision, the WTC-related keywords were combined using Boolean
operators (OR within each domain group and AND between DST and WTC keywords). For example,
the keyword string for Layer Il was constructed as:

(“digital storytelling” OR “multimodal storytelling” OR “DST”) AND (“willingness to communicate”
OR “WTC” OR “communication intention”).

This approach allowed the review to comprehensively capture the scope of existing research
examining the relationship between DST and each dimension of WTC. The included articles must be
journal papers published between 2020 and 2024 and written in English. Articles are excluded if they
are books, dissertations, conference papers, proceedings or reviews.

Screening is the process of applying predefined inclusion and exclusion criteria to identify
relevant studies for a systematic literature review (Moher et al., 2009). This study applied both
inclusion and exclusion criteria to guide the selection process. These criteria help ensure that all
chosen articles provide relevant and meaningful contributions to the systematic literature review
(see Table 2).

Table 2. Inclusion and Exclusion Criteria

Inclusion criteria Exclusion criteria

- Conducted in EFL/ESL environments - Research for native speakers

- Incorporate digital storytelling - Not incorporate digital storytelling

- Study reports empirical findings - Study does not report empirical findings

- Off-topic(i.e. not relevant to the topic under study)
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The articles are excluded if they are not about EFL/ESL, if they don't use digital storytelling, or if
they are not related to the research topic. These rules help make sure the articles are useful and on-
topic.

3.3. Literature Screening and PRISMA Flow

PRISMA principles are followed in Figure 2. Two significant academic databases, Scopus (n = 442)
and Web of Science (n = 378), yielded a total of 820 records at first. Before the screening process,
605 records were removed due to not meeting the inclusion criteria, which required publications to
be peer-reviewed journal articles in English, published between 2020 and 2024. Excluded items also
included books, dissertations, conference proceedings, and review articles. There were 217 records
left for screening following this first elimination. Following the removal of 48 duplicate data, 169
records remained for screening by title and abstract. At this point, 119 records were eliminated based
on their relevance. The eligibility of the remaining 48 full-text publications was evaluated. A total of
28 articles were disqualified according to the following standards: 23 were carried out outside of
EFL/ESL contexts, three lacked empirical support, and two did not make digital storytelling a primary

focus.
L Identification of studies via databases
Records removed before
c screening:
2 Records identified from Mot published 2020-2024
_E databases: p| Notin English
= Web of Science (n = 378) Mot peer-reviewed
g Scopus (n = 442) Books, dissertations, conference
= proceedings, review articles and
reports, etc.(n = 605)
l
Records excluded:
Regords screened »| Duplicate records removed
(n =215) (n = 48)
o Records screened after duplicate Records excluded based on title
= removal (n = 167) —®| and abstract relevance screening
2 (n=119)
o
’ !
Reports excluded(n = 28):
Reports assessed for eligibility Not in EFL/ESL contexts (n = 23)
(n=48) — | No empirical data (n = 3)
Mo mention of DST(n = 2)
| S
)
L Studies included in review
B (n=20)
5 Reports of included studies
E (n=20)
—

Figure 2. Adapted PRISMA 2020 Flow Diagram (Source: Page et al., 2021)
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In the end, 20 studies were included in the final review after meeting all inclusion requirements.

Data from the final corpus of studies was extracted using a structured Excel matrix, capturing
variables such as DST phases, instruments, WTC outcomes, and findings.

3.4. Data Analysis

To ensure methodological consistency and traceability, several instruments were employed
throughout the analysis process. An inclusion/exclusion checklist was used to guide screening
decisions. For the qualitative synthesis, a thematic coding framework was developed based on
Ohler’s (2013) five-phase DST model and MaclIntyre et al.’s (1998) WTC pyramid. Braun and Clarke’s
(2006) six-step thematic analysis procedure was adopted to identify patterns and emergent domains.

A total of 20 peer-reviewed studies were first read repeatedly for familiarization, with attention
paid to how DST was implemented, what learner outcomes were reported, and how those outcomes
related to affective or communicative development. In the second step, initial codes were extracted
from each study, focusing on observed pedagogical practices, learner behaviors, emotional responses,
and reported WTC-related changes. Coding was conducted through a deductive-inductive hybrid
approach: deductively guided by Ohler’s (2013) five-phase DST model, while allowing inductive
patterns to emerge across studies. In the third step, these codes were grouped thematically based
on recurrent patterns across DST phases, resulting in the emergence of five overarching domains:
identity-centered expression, cognitive engagement, emotional facilitation, collaborative design, and
multimodal mediation, which provided the analytical structure for the subsequent Results and
Discussion sections. In the fourth step, these themes were reviewed for consistency and
distinctiveness, ensuring that each domain captured a unique but interconnected aspect of how DST
influenced learners. In the fifth step, the final themes were clearly defined, and each was mapped to
specific layers of MaclIntyre et al.’s (1998) WTC pyramid model to analyze how DST contributes to
learners’ communicative readiness—from affective filtering and motivation to situational confidence
and actual communicative behavior. In the final step, a theory-driven synthesis was produced,
integrating empirical findings with the dual theoretical framework. Through this process, the review
identified key learner outcomes associated with DST and clarified how DST practices correspond to
the multi-layered psychological dynamics of willingness to communicate.

4. Results

Through iterative clustering and theory-guided interpretation, the research team discussed and
refined the initial codes into higher-order themes, which were then synthesized into constructs and
subsequently into broader domains.

4.1. Overview of DST Constructs Contributing to WTC

To address the first research question, this study applied Ohler's (2013) five-phase DST model as
an analytical framework to categorize and interpret DST-related constructs. The model includes Story
Planning, Preproduction, Production, Postproduction, and Performance and Distribution, each
representing distinct instructional tasks and cognitive focuses within the storytelling process.

Constructs identified from 20 empirical studies were systematically categorized into these five
phases using a combination of semantic analysis and functional task alignment. Keywords reflecting
construct meanings (e.g., topic relevance, voice monitoring, visual integration) were matched to the
pedagogical function and instructional stage in which they appeared (see Table 3).
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Table 3. Constructs Supporting WTC in Each DST Phase

DST Phase Constructs

Phase I: Story Planning theme relevance awareness, emotional engagement,
identity formation

Phase Il: Preproduction scriptwriting, message clarity control, narrative coherence,
the ability to pre-structure content

Phase Ill: Production fluency building, pronunciation and intonation monitoring,
enhancement of expressive confidence, self-correction
based on voice feedback

Phase IV: Postproduction visual-verbal alignment, symbolic coherence, message
economy
Phase V: Performance, Posting, audience engagement awareness, peer-responsive
Showing, and Distribution presentation, social validation

4.1.1. Story Planning: Activating Topic Relevance and Communicative Motivation

In the Story Planning phase, key constructs identified include theme relevance awareness,
emotional engagement, and identity formation. These constructs provide an entry point for learners’
self-expression and help stimulate their intrinsic motivation to communicate.

Students demonstrated greater emotional involvement and linguistic engagement when
selecting topics closely tied to their own experiences, culture, or interests. This alignment between
personal relevance and task theme helped reduce communicative anxiety while simultaneously
enhancing learners’ sense of purpose in storytelling, as shown in studies highlighting learners’
preferences for familiar and meaningful content (De Caro-Barek, 2022; Fu et al., 2022; Humairoh,
2023). For instance, Humairoh (2023) and Al-Amri (2020) reported that students demonstrated
greater linguistic engagement and emotional involvement when discussing personal experiences,
cultural backgrounds, or genuine feelings.

In the planning stage, students developed a stronger sense of ownership over their message by
drawing on personal memories and cultural experiences, which provided a meaningful foundation
for self-expression and reflection. Humairoh (2023) demonstrated how undergraduate students in
Indonesia strengthened their cultural identity by incorporating traditional values and family histories
into their stories, thereby making expression more meaningful and authentic. Similarly, Al Ghaithi et
al. (2023) found that learners reflected more deeply on their own experiences and ideas during the
initial stages of story construction, which facilitated stronger engagement with the content.

In addition, several studies highlighted that topic selection often coincides with identity
construction. In other studies (e.g. Pandhiani, 2024; Shen et al., 2024), students engaged in self-
reflection on their identity during the story planning phase. For instance, when responding to
prompts such as “Who am |”, learners began exploring their personal experiences and articulating
emerging identities in English. Pandhiani (2024) further reported that some students repositioned
themselves from passive learners to empowered English users. This suggests that the activation of
WTC in the Story Planning phase is not only driven by topic familiarity, but also involves initial identity
positioning and the emergence of a desire to express oneself.

https://doi.org/10.22521/edupij.2025.18.415 Published online by Universitepark Press


https://doi.org/10.22521/edupij.2025.18.415

Chietal. |10

4.1.2. Preproduction: Pre-activation of Structural Organization and Language
Construction

In the Preproduction stage, the constructs mainly focus on scriptwriting, message clarity control,
narrative coherence, and the ability to pre-structure content. During this phase, students
continuously brainstorm, write, and revise their content structure, developing a clearer and more
logical framework for expression, which lays the foundation for subsequent oral output. Among the
20 articles, 9 explicitly address task design in the Preproduction stage and its impact on learners’
expressive behaviors. For example, the study by Gonzalez Mesa (2020) demonstrates that students
engaged in multiple rounds of planning and script revision, which significantly improved the
coherence and accuracy of their writing. Through reflective revisions and collaborative feedback,
learners enhanced both structural clarity and narrative logic in their digital stories. As reported in Al
Ghaithi et al. (2023), students revised their DST scripts at least twice based on teacher feedback,
suggesting an iterative process of refinement. Although the study focused on vocabulary acquisition,
the revision process also implicitly contributed to clearer and more organized language use.

As illustrated in Fan (2024), students reported that the scripting process encouraged them to
carefully consider their language use, including vocabulary precision and phrasing strategies. Similarly,
students underwent at least three stages of script revision—from the initial draft to peer-reviewed
revisions and final production—with a focus on improving linguistic accuracy, narrative flow, and
coherence (Zarei & Navidinia, 2024). Through these processes, students developed stronger skills in
organizing language and gained a greater sense of control over their output, leading to reduced
anxiety during communication. In Pandhiani (2024), some learners described how the scripting
process marked a shift in their language use—from merely speaking to consciously constructing
logical and structured content. One student reflected on moving from rote repetition to more
deliberate organization, suggesting enhanced awareness of coherence and message clarity during
script development. Moreover, articles such as Huang (2023) and Fu et al. (2022) indicate that the
storyboard, as a tool for pre-structuring expression, further assisted students in grasping the overall
storyline from a macro perspective and enhanced the coherence of their narratives. For example, the
storyboard structure embedded in Toontastic helped students better organize their ideas and clarify
their message during the planning process (Fu et al., 2022). In De Caro-Barek (2022), a narrative
structure was embedded into the course design to facilitate learners” macro-level organization and
logical sequencing of content. These design features served to activate structural planning and
enhance message coherence at the initial stages of expression.

4.1.3. Production: Development of Fluency and Confidence in Expression

In the Production stage, learners begin formal voice recording and language output. The key
constructs at this stage include fluency building, pronunciation and intonation monitoring,
enhancement of expressive confidence, and self-correction based on voice feedback. Among the 20
analyzed studies, 7 explicitly reported observable changes in learners’ language performance during
voice recording and oral practice activities. Most of these studies found that repeated recording
attempts encouraged students to continuously adjust and refine their expressive delivery. For
example, the study of Luan et al. (2024) found that the voice-recording task in the DST project
boosted both their speaking confidence and oral proficiency. The repeated practice in a low-anxiety
online environment provided a safe space for learners to gain control over their spoken output.
Similarly, Al-Amri (2020) reported that students repeated their recordings multiple times, which
helped them improve pronunciation, rhythm, and intonation. This process contributed to greater
phonological control and speaking fluency.

These voice recording practices were not merely technical operations but also served as a
process of self-monitoring and heightened language awareness for students. It is reported that
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repeated rehearsal and refinement of narratives in the DST process helped students reduce
performance anxiety and become more confident in oral expression (Bai & Xian, 2024). Findings from
Hava (2021) revealed that recording English texts enhanced students’ pronunciation and contributed
to greater speaking confidence. The structured DST process, involving multiple rounds of drafting and
audio production, created a learner-friendly space for oral output and may have helped reduce
performance pressure.

Moreover, some studies (Al-Amri, 2020; Bin Jwair, 2023) highlighted the emotional regulation
function of voice-based output tasks, which allowed learners to rehearse spoken expression in a
private and controlled setting. This process, in turn, enhanced their communicative confidence when
engaging with real audiences. At this stage, learners were not merely practicing oral language, but
also undergoing a psychological shift—from internal construction of meaning to external
communicative behavior—facilitated by the act of hearing themselves speak.

4.1.4. Postproduction: Multimodal Integration and the Refinement of Expression

In the Post-production stage, students primarily engage in the integration and editing of
multimodalities—such as images, text, video, and voice—to enhance the accuracy, coherence, and
expressiveness of their communication. The key constructs identified at this stage include visual-
verbal alignment, symbolic coherence, and message economy. Among the 20 analyzed articles, more
than 10 emphasized the critical role of this stage in enhancing students' overall expressive abilities.
As reported in the study by Makarova and Pirozhkova (2021), the process of creating and presenting
digital stories encouraged students to refine their content, align visual and verbal elements effectively,
and improve communicative clarity through structured revision stages. As demonstrated in Bai and
Xian (2024), the multimodal affordances of DST allowed learners to reflect on how images, narration,
and visuals interact, helping them organize meaning and reduce the pressure associated with
traditional speech tasks. Bin Jwair (2023) reported that the integration of visual cues with storytelling
practices contributed to more engaging and effective vocabulary learning experiences, reinforcing
the role of multimodal support in enhancing learners’ linguistic development.

Many learners began to actively consider modes of expression beyond language at this stage. As
reported by Fu et al. (2022), learners reflected that the process of arranging visuals alongside their
narratives helped them clarify their intended meanings and better organize their storylines. As
illustrated by Zarei and Navidinia (2024), students’ reflection and revision during the postproduction
phase allowed them to identify redundant parts and refine their ideas for clarity and impact, thereby
enhancing their narrative coherence and rhetorical effectiveness.

During the postproduction stage, students refined their stories by reviewing and reorganizing
existing content. Several participants noted that selecting and arranging images helped clarify the
intended message, and trimming redundant segments enhanced the overall coherence (Zarei &
Navidinia, 2024). While not generating new sentences, this process supported learners’ awareness
of how multimodal elements functioned together, particularly how visuals could reinforce or distract
from the spoken narration (Hull & Nelson, 2005). These refinements were often accompanied by
stronger confidence in their communicative output (Bai & Xian, 2024).

4.1.5. Performance, Posting, and Distribution: Expressive Confidence and Social
Engagement through Performance

In this stage, students present and share their DST products, typically through classroom
presentations, online publishing, or public evaluation. Key constructs at this stage include audience
engagement awareness, peer-responsive presentation and social validation. The analysis shows that
approximately eight studies explicitly highlight the positive impact of the performance stage on
students” WTC. Across multiple studies, participants indicated that the awareness of an audience
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prompted more careful revisions and improved oral performance, and enhanced their motivation to
communicate meaningfully. For instance, Meletiadou (2022) found that learners invested more effort
in refining their digital stories when they anticipated sharing them with peers or the public. In Zarei
and Navidinia (2024), students reported feeling that their contributions were valued when they
observed peer reactions to their stories. Similarly, Hava (2021) found that the public sharing aspect
of DST boosted students’ self-confidence and motivation, indicating that audience awareness
encouraged more intentional and engaged expression. This pattern was also observed in both
quantitative and qualitative findings (Huang, 2023) and was further supported by the identity-based
empowerment narratives reported in Pandhiani (2024), where students actively repositioned
themselves as competent speakers through public digital performances.

4.2. Manifestations of Learners’ WTC across the Six Layers in the DST Context

The studies were mapped onto Maclntyre et al.’s (1998) six-layer WTC pyramid model. The
results reveal that Layer IV: Motivational Propensities (e.g., persistence, engagement, enjoyment)
was the most frequently promoted aspect, appearing in 20 studies. This is followed by Layer Il
Situated Antecedents, mainly focusing on anxiety reduction and confidence building (18 studies), and
Layer V: Affective-Cognitive Context, emphasizing reflection, emotional connection, and cognitive
awareness (15 studies). The subsequent analysis introduces the layers of the WTC model in order of
their frequency of occurrence across the reviewed studies, from highest to lowest.

4.2.1. Motivational Propensities (Layer 1V)

The 20 studies included in this review all consistently stated that DST increased learners'
motivation, highlighting its inherent consistency with Motivational Propensities, Layer IV of
Maclntyre et al.’s (1998) WTC pyramid. The studies’ frequent use of keywords like engagement,
curiosity, task enjoyment, and personal relevance reflects the high level of emotional and cognitive
activity that DST tasks cause in its participants. Authors commented, for example, DST supported
autonomy (Al Ghaithi et al., 2023; Bai & Xian, 2024). In DST-based tasks, authenticity is primarily
reflected in different aspects: real-life topic relevance (De Caro-Barek, 2022; Humairoh, 2023),
authentic communicative purpose (Bai & Xian, 2024; Hava, 2021; Huang, 2023; Humairoh, 2023) and
perceived task value (Fan, 2024; Zarei & Navidinia, 2024). The DST experience of creating a video
made the student to assume the role of a director, fostering a sense of creative control and
authorship (Shen et al., 2024). Similarly, by positioning themselves as competent speakers, students
demonstrated a sense of creative ownership in DST tasks (Pandhiani, 2024).

4.2.2. Situated Antecedents (Layer Ill)

DST was found to have a considerable impact on the situated antecedents of WTC in the
reviewed research, namely in terms of fostering confidence, reducing language anxiety, and creating
a psychologically secure environment for oral expression. In the articles, terms like confidence,
anxiety reduction, safety, and rehearsing are often used to emphasize how DST changes the
immediate situation in which students communicate.

A non-threatening context of DST environment often reduces students’ burden of real-time
correction and public criticism, allowing them to engage with language more freely (Fu et al., 2022;
Huang, 2023; Luan et al., 2024; Meletiadou, 2022; Nair & Md Yunus, 2022; Raffone, 2022). Repeated
practice—through scripting, rehearsing, and re-recording narratives—enables students to iteratively
refine their language output, resulting in observable gains in fluency and a fortified sense of
confidence (Al-Amri, 2020; Fan, 2024; Shen et al., 2024; Zarei & Navidinia, 2024). Mobile-assisted
DST, particularly when conducted in familiar environments (e.g., home or dormitory), fosters a low-
stress learning atmosphere conducive to authentic language production (Al Ghaithi et al., 2023;
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Gonzalez Mesa, 2020). Bai and Xian (2024) reported a statistically significant reduction in foreign
language anxiety following DST tasks, as measured by the Foreign Language Classroom Anxiety Scale.

4.2.3. Affective-Cognitive Context (Layer V)

DST has been shown to significantly improve the affective-cognitive environment of students’
communicative involvement in the assessed studies, particularly through strengthening emotional
connections, encouraging identity exploration, and boosting metacognitive reflection. The reviewed
literature consistently highlights how DST enhances language development while simultaneously
fostering emotional connection, reflective thinking, identity awareness, and metacognitive
engagement, thereby offering learners a platform to construct meaning and communicate their
individual voices with greater depth and authenticity.

By narrating personal or culturally meaningful stories, learners engage in identity construction,
using language to reflect on self and others (Humairoh, 2023; Pandhiani, 2024). This highlights the
shift toward an authentic purpose for language use—from a focus on form to meaning—which in
turn deepens learners’ communicative intent. The process reframes language output as a purposeful
and learner-driven practice of constructing meaning (Al-Amri, 2020; Bai & Xian, 2024; Fu et al., 2022;
Shen et al., 2024; Zarei & Navidinia, 2024). Multimodal encoding, with the combination of images,
voice, and sound, promotes deeper semantic processing, which leads to more integrated
understanding and lasting retention (Al-Amri, 2020; De Caro-Barek, 2022; Fan, 2024; Makarova &
Pirozhkova, 2021; Pefia-Acufia & Navarro-Martinez, 2024; Raffone, 2022).

4.2.4. Social and Intergroup Context (Layer Vi)

A consistent finding across the reviewed studies was the significant influence of DST on the social
and intergroup dynamics that contribute to learners’” WTC. Recurring themes such as peer
collaboration, relationship building, and communities of practice underscored DST’s ability to
promote dialogic interaction, mutual support, and a sense of belonging—critical factors in fostering
oral language use in EFL/ESL contexts.

Students participated in collaborative authorship to co-construct narrative texts, a process
encompassing shared script creation, negotiated voice assignment, and joint editorial decision-
making (De Caro-Barek, 2022; Fan, 2024; Fu et al., 2022; Zarei & Navidinia, 2024). This collaborative
approach enhanced interpersonal connection and mutual responsibility, both of which are essential
for triggering and maintaining EFL/ESL interaction, in addition to optimizing cognitive load
distribution among learners.

Studies such as Gonzdlez Mesa (2020) and Luan et al. (2024) have demonstrated that the
strategic allocation of task-specific roles (e.g. narrative composer, visual designer, or dialogue editor)
effectively scaffolds differentiated participation, thereby accommodating learners’ diverse
competencies within collaborative tasks. Through DST-mediated cross-cultural negotiation and
identity  positioning,  students  synthesized their = multilingual lived  experiences
(home/university/online contexts) into shared stories (Pandhiani, 2024) that fostered peer solidarity
and community belonging (Makarova & Pirozhkova, 2021; Meletiadou, 2022).

4.2.5. Communication Behavior (Layer I)

Although communication behavior serves as the final and most visible stage of MacIntyre et. al’s
(1998) WTC model, it was only the second least frequently observed layer in the reviewed studies.
Keywords such as oral production, real-time speaking, and performative delivery appeared
occasionally, reflecting a modest but meaningful emphasis on learners' observable communicative
output.
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DST provides meaningful opportunities for students to develop communication behaviors,
especially through performative tasks. For instance, in Fan's (2024) and Hava's (2021) research,
students reported feeling more comfortable and speaking more clearly after several rounds of
practice, which helped them improve both their pronunciation and expressive delivery. Bai and Xian
(2024) noted that DST tasks promoted authentic language use by engaging students in meaningful,
real-world contexts. The findings of Fu et al. (2022), Gonzélez Mesa (2020), Humairoh (2023) and
Luan et al. (2024) observed that the process of narrating personal stories synchronized with
multimodal elements enhanced learners’ oral fluency, speech rhythm, and intonation patterns.

4.2.6. Behavioral Intention (Layer Il)

Behavioral intention, located between situated antecedents and actual communicative behavior,
reflects the learner’s conscious decision to engage in communication. Within the context of DST, this
layer reflects the learner’s willingness to participate in communicative tasks prior to actual
performance. Keywords such as desire to speak, multimedia willingness, and topic complexity
illustrate the ways in which DST shapes learners’ willingness to engage in communication.

DST primarily shaped behavioral intention by fostering personalization and emotional closeness
to the task. Learners expressed higher willingness to communicate when topics were personally
relevant and involved low-anxiety environments (De Caro-Barek, 2022; Fu et al., 2022; Gonzalez Mesa,
2020). Some studies emphasized that participants chose their own multimedia elements (images,
audio or video) to enhance their stories, showing active involvement in shaping both emotional and
storytelling aspects (Al-Amri, 2020). Learners who perceived DST tasks as enjoyable, novel, or
personally meaningful were more likely to report a willingness to communicate, even before actual
language production occurred (Al Ghaithi et al., 2023; Fan, 2024; Huang, 2023).

5. Discussion

This section discusses the study’s findings in relation to the two research questions. First, it
examines how specific domains of DST contributed to enhancing learners” WTC (RQ1). Then, it
interprets how learners” WTC manifested across the six layers of the WTC model within the DST
context (RQ2).

5.1. Discussion of RQ1: Five Domains of DST

This study focuses on the core question of how the constructs and domains of DST contribute to
enhancing EFL learners” WTC. In the preceding results section, the present study systematically
examined the key constructs and empirical findings associated with each phase of DST based on
Ohler's (2013) model. A closer examination of the constructs emerging from each DST phase reveals
their convergence into five broader domains—identity-centered expression, cognitive engagement,
emotional facilitation, collaborative design, and multimodal mediation.

For example, as illustrated in Figure 3, constructs emerging from the Story Planning and
Preproduction phases—such as theme relevance awareness, identity formation, and scriptwriting—
primarily support the domains of identity-centered expression and cognitive engagement, as learners
begin to align personal meaning with narrative structure.

During the Production and Postproduction stages, constructs like fluency building and voice-
based self-correction contribute largely to cognitive engagement, while also facilitating emotional
development by fostering greater confidence and expressive control. Constructs such as visual-verbal
alignment and symbolic coherence further exemplify the domain of multimodal mediation, enabling
learners to synthesize linguistic and visual elements.
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Finally, in the last phase, constructs like peer-responsive presentation and social validation
clearly align with collaborative design, highlighting the role of audience interaction and peer feedback
in strengthening communicative intent and social motivation.

Constructs Supporting WTC in
4 N\ Each DST Phase a I

DST Phases Core Domains

theme relevance awareness,

emotional engagement, identity
Phase I: Story Planning formation, scriptwriting, message Identity-centered expression

clarity control, narrative

Phase II: Preproduction i coherence, the ability to pre- Cognitive engagement

structure content, fluency building, i:>

Phase III: Production T . .
pronunciation and intonation

Emotional facilitation

Phase IV: Postproduction monitoring, enhancement of Collaborative design
expressive confidence, self-
Phase V: Performance, correction based on voice Multimodal mediation
Posting, Showing, and feedback, visual-verbal alignment,
Distribution symbolic coherence, message \ /
\ / economy, audience engagement

awareness, peer-responsive
presentation, social validation

. /

Figure 3. Mapping DST Phases to Constructs and Thematic Domains

These domains do not function independently. Instead, they interact across DST phases to
scaffold learners” WTC. By working together, these domains support the development of linguistic
competence and also play a critical role in building learners’ confidence, a sense of agency, and
motivation—key drivers of WTC growth in EFL/ESL contexts.

5.1.1. Identity-Centered Expression

Identity-centered expression emerged as a key domain in the reviewed literature, emphasizing
the role of self-representation, personal narrative, and social engagement in DST. This section
synthesizes how four interrelated constructs—identity formation, narrative coherence, peer-
responsive presentation, and social validation—collectively support the development of EFL learners’
WTC.

DST has been widely recognized as a means of fostering identity-centered expression, enabling
learners to explore, construct, and share their personal and cultural identities in English. This domain
encompasses constructs such as identity formation, where students reflect on who they are and
where they come from (e.g. Pandhiani, 2024; Shen et al., 2024), and narrative coherence, which
supports learners in organizing their experiences into logical and meaningful storytelling (Gonzalez
Mesa, 2020). Peer-responsive presentation allows students to adjust their expression based on
audience feedback, fostering communicative awareness (Meletiadou, 2022), while social validation—
in the form of peer or teacher recognition—reinforces learners’ confidence and motivation to speak
(Hava, 2021).
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Together, these elements contribute to a supportive communicative context aligned with the
affective and motivational layers of Macintyre et al.’s (1998) WTC model. Identity formation and
narrative coherence strengthen learners’ self-awareness and perceived communicative competence,
which are key affective-motivational precursors of WTC. Meanwhile, peer-responsive presentation
and social validation create supportive interpersonal dynamics that enhance learners’ situational
confidence and willingness to participate in communicative tasks. These findings underscore the
potential of DST to promote learner agency and voice, thereby fostering a more communication-
ready mindset among EFL learners (MaclIntyre et al., 1998).

These findings are further supported by Norton's (2000) theory of investment, which posits that
learners are more willing to communicate when they perceive that language use enables them to
construct and affirm meaningful identities in socially valued ways. This theoretical stance aligns with
prior research. For instance, Hafner and Miller (2011) emphasized that digital multimodal tasks
empower learners to integrate personal experiences into language production, which strengthens
their communicative agency. Similarly, Kim et al. (2022) demonstrated that DST promotes self-
reflection and identity awareness, especially in EFL contexts where learners often struggle with
linguistic confidence. However, this review contributes further by showing that such identity-
centered expression varies across DST phases—e.g., cultural positioning is more prominent during
the planning and scripting stages, while emotional projection often surfaces in performance and
feedback.

The pedagogical implication is that DST provides a narrative space where learners negotiate
identity through English, enhancing their affective engagement and perceived authenticity of
communication. From a theoretical lens, this aligns with the upper layers of Macintyre et al.’s (1998)
WTC pyramid—especially in shaping motivation, self-confidence, and communicative intention. Thus,
embedding identity-driven tasks in DST can serve as an affective gateway to increased WTC.

5.1.2. Cognitive Engagement

Cognitive engagement emerged as a significant domain across the reviewed studies, capturing
learners’ active mental involvement in planning, structuring, and delivering their digital stories. This
domain encompasses seven interrelated constructs: theme relevance awareness, scriptwriting,
message clarity control, narrative coherence, symbolic coherence, message economy, and the ability
to pre-structure content. Collectively, these elements underscore the cognitive demands of DST tasks,
requiring learners to think critically, organize information logically, and align their messages with
communicative intent.

Several studies have emphasized the cognitively demanding nature of DST tasks, which require
learners to engage in goal-oriented thinking and structured language use. For example, Gonzélez
Mesa (2020) found that scriptwriting helped students not only reflect on personal experiences but
also align their messages with thematic goals, enhancing their overall message clarity and coherence.
Zarei and Navidinia (2024) reported that learners actively revised their content for symbolic
coherence and message economy, showing increased awareness of how visual and verbal elements
contribute to communicative effectiveness. These findings suggest that DST fosters metacognitive
control over language production, encouraging students to make deliberate choices in content
organization and expression.

These forms of cognitive investment relate closely to the self-perceived communicative
competence layer of the WTC model (MacIntyre et al., 1998). When learners feel they can control
and deliver a meaningful message, they are more likely to initiate communication. Engaging students
in cognitively rich, task-based activities, DST fosters linguistic production, thereby laying the
foundation for greater strategic awareness and improved WTC.
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This view echos Swain's (2000) output hypothesis, which emphasizes that cognitively demanding
production tasks promote language development by pushing learners to process language more
deeply and with greater accuracy. They also resonate with Robin (2008), who suggested that DST
enhances learners’ cognitive investment through storyboarding and multimedia planning. However,
this review adds new insights by showing that DST’s five phases provide cognitive scaffolding that
sequentially supports WTC-related behaviors—planning improves topic familiarity and confidence;
production fosters ownership; performance enhances fluency and spontaneous speech.

From a teaching perspective, this underscores the value of structured DST task sequences that
encourage mental rehearsal, metacognitive control, and authentic application of language. In relation
to the WTC model, cognitive engagement contributes to intermediate layers such as perceived
communicative competence and readiness to engage, thereby indirectly promoting WTC.

5.1.3. Emotional Facilitation

Emotional facilitation emerged as a meaningful domain in the reviewed studies, capturing the
affective dimensions of learners’ engagement in DST. This domain comprises three core constructs:
emotional engagement, enhancement of expressive confidence, and audience engagement
awareness. They highlight how DST can create a personally meaningful, low-risk communicative
environment where learners are emotionally invested in their stories, feel more confident in
expressing themselves, and remain sensitive to the impact of their message on the audience.

Empirical findings from the reviewed studies support the view that emotional engagement plays
a crucial role in shaping learner motivation and WTC. For instance, Humairoh (2023), Fu et al. (2022)
and Al-Amri (2020) reported that students demonstrated deeper emotional involvement. Bai and
Xian (2024) found that DST reduced speaking anxiety as the multimodal environment supported
emotional regulation. Similarly, Zarei and Navidinia (2024) observed that awareness of audience
reactions encouraged students to refine their delivery and storytelling techniques, fostering a
stronger emotional connection between the speaker and listener.

DST encourages learners to prioritize meaning over accuracy, which aligns with Krashen’s (1982)
affective filter hypothesis—suggesting that emotionally supportive environments facilitate language
acquisition. Moreover, unlike traditional oral tasks, DST allows for repeated practice and editing,
which builds learners” emotional safety and risk-taking confidence. The emotional security fostered
by DST also aligns with MaclIntyre and Gregersen's (2012) findings that positive affect and emotional
control are critical prerequisites to increased WTC.

These outcomes correspond to the middle layers of the WTC model, particularly the affective—
cognitive interface, such as state confidence and willingness thresholds. For teachers, this highlights
the need to design DST tasks that incorporate emotionally relevant topics, empathetic peer feedback,
and flexible performance options to maximize communicative readiness.

5.1.4. Collaborative Design

Collaborative design was identified as a salient domain in the reviewed literature, highlighting
the social and dialogic nature of DST tasks. This domain includes peer-responsive presentation,
audience engagement awareness, and self-correction based on voice feedback. These constructs
reflect learners’ ability to co-construct meaning, respond to peer input, and iteratively improve their
performance through interaction and shared responsibility.

The studies have shown that collaborative elements in DST foster greater learner interaction and
reflective revision. For example, Zarei and Navidinia (2024) observed that students became more
sensitive to audience expectations and adjusted their presentation style accordingly. They reported
that peer voice feedback not only improved narrative clarity but also encouraged self-correction and
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confidence building, particularly in speaking tasks. This is further supported by Shen et al. (2024),
who observed that learners adjusted their performance based on peer and audience reactions,
showing increased audience awareness and collaborative responsibility.

This aligns with sociocultural theories of language learning (Vygotsky, 1978), emphasizing the
role of interaction and the zone of proximal development. Collaborative engagement supports the
situational antecedents in the WTC pyramid of MacIntyre et al. (1998)—especially desire to
communicate with specific interlocutors and perceived group support. These peer-based relational
dynamics are essential for building a safe communicative ecology. Pedagogically, structured group
roles, peer coaching, and shared reflection in DST should be encouraged to strengthen learners’ social
motivation for EFL/ESL use.

5.1.5. Multimodal Mediation

Multimodal mediation reflects how learners use multiple semiotic resources to enhance
language output and communicative clarity in DST. This domain includes four interrelated constructs:
visual-verbal alignment, pronunciation and intonation monitoring, fluency building, and voice
feedback. They illustrate how DST supports learners’ ability to integrate sound, image, and text in
meaningful ways while also gaining greater control over their spoken language delivery.

The reviewed studies have shown that learners benefit from the multimodal nature of DST tasks,
particularly in terms of language awareness and oral performance. For example, both Bai and Xian
(2024) and Nair and Md Yunus (2022) found that students became more fluent and confident when
rehearsing voice-over recordings, enabling them to monitor pronunciation and intonation more
effectively. Zarei and Navidinia (2024) also noted that learners paid more attention to the coherence
between visuals and spoken narration, which improved both message clarity and audience
engagement.

These findings are in line with Mayer’s (2005) Cognitive Theory of Multimedia Learning, which
asserts that multiple modalities can reduce cognitive load and support dual-channel processing.
Hafner (2014) similarly emphasized that DST promotes digital literacies and multimodal
communicative competence, DST allows learners to design meaning across visual and auditory modes
(Jewitt, 2008). What this review contributes uniquely is a phase-sensitive mapping: visual planning
and mode selection primarily occurred during the scripting and production stages, while reflective
editing sharpened mode—message alignment in later phases.

In Maclintyre et al’s (1998) WTC model, multimodal mediation indirectly supports
communicative competence and self-perception. Learners may feel more competent when they can
supplement spoken English with other semiotic resources. For practitioners, this implies that DST
enhances language skills and cultivates transmodal fluency, a key aspect of 21st-century
communicative competence.

5.2. Discussion of RQ2: DST-Supported Development of WTC

This study, grounded in the WTC model of MacIntyre et al. (1998), explored how different layers
of factors influenced EFL/ESL learners” WTC within the context of DST. Overall, evidence emerged
across all six layers; however, DST’s distinctive features—such as reduced anxiety and enhanced
personalization—were particularly salient in certain layers. For the purpose of analytical clarity, the
six-layer structure of Macintyre et al.’s (1998) WTC model was thematically regrouped into three
overarching dimensions: contextual foundations (Layers VI and Ill), internal readiness (Layers V and
IV), and communicative output (Layers Il and I). This synthesized structure enables a more coherent
mapping of DST-related findings onto the psychological and situational mechanisms underlying WTC.
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5.2.1. Activating Social and Situated Contexts through DST

This review found that DST plays a significant role in activating socially situated contexts that are
conducive to increasing learners’” WTC. Many of the included studies emphasized that DST tasks
promote group cohesion, peer interaction, and authentic classroom engagement. These elements
directly support the situational antecedents identified in Macintyre et al.’s (1998) WTC model—such
as learners’ desire to communicate with specific interlocutors and their state communicative
confidence. For instance, collaborative scripting and co-filming processes were found to foster
relational proximity and mutual support, reducing social anxiety and making learners feel more willing
to engage. Compared to individual oral presentations, DST lowers perceived social threat while
enhancing learners’ social presence. For example, several studies (e.g., De Caro-Barek, 2022; Huang,
2023; Humairoh, 2023; Makarova & Pirozhkova, 2021; Meletiadou, 2022) reported that DST allowed
learners to draw upon personal histories, cultural backgrounds, and social roles, thereby activating
their social identities and values. Tasks such as “my hometown story” or “intercultural memory
project” positioned learners as meaning-makers, bridging personal experience with communicative
purpose. By choosing open-ended topics and multimodal expression, students are able to rethink
their identities as cultural agents and storytellers in addition to language learners. It has been
demonstrated that this identity repositioning strengthens students’ sense of cultural belonging and
self-affirmation, especially when they are inspired to consider their background or goals for the future
(Garcia-Pastor, 2020). DST helps learners integrate their cultural backgrounds and personal
experiences into their digital compositions, making language less of an isolated form and more in line
with deeper socio-cultural meaning layers (Hull & Nelson, 2005). This cultural embedding contributes
to increased emotional resonance and sustained motivational engagement, both of which are central
to the social-individual layer of WTC (Maclntyre et al., 1998). Tasks that encourage learners to express
culturally grounded identities have been shown to enhance self-determined motivation and
emotional involvement in language use (Ushioda, 2011).

Moreover, DST tasks often require learners to perform for an audience—whether real or
imagined—adopt narrative roles, and co-construct stories through group collaboration. These
practices further engage learners in authentic meaning-making by reinforcing audience awareness,
identity positioning, and collaborative negotiation, all of which are underpinned by learners’ past
experiences within certain sociocultural settings that influence their communicative performance.

These task designs effectively stimulated learners” communicative engagement by integrating
multiple design features that align with situated motivational triggers. Specifically, the tasks provided
clearly defined interlocutor expectations, which gave learners a concrete sense of audience and
purpose (Huang, 2023); structured timeframes that helped organize their planning and output
processes (Al Ghaithi et al., 2023; Humairoh, 2023; Luan et al., 2024; Meletiadou, 2022; Shen et al.,
2024); and emotionally resonant prompts that encouraged personal investment and affective
involvement. Together, these elements created conditions conducive to meaningful language use,
situating learners’ communicative efforts within authentic, socially oriented contexts.

In terms of situated antecedents, DST inherently offers a contextualized communication
framework by embedding learners’ personal histories, cultural identities, and emotional experiences
into narrative tasks. Rather than producing language in a vacuum, students draw upon lived
experiences as narrative resources, activating context-specific memories, beliefs, and affective states
that shape both content and communicative intent. This aligns with the view that language
production is socially and contextually situated (Lantolf & Thorne, 2006), and that learner agency is
mediated by prior experiences within culturally meaningful contexts (Norton, 2013).

From a pedagogical perspective, DST can be seen as a contextual scaffold—one that constructs
a communicative ecology where learners feel both psychologically and socially prepared to
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communicate. It reflects the principle that WTC is not solely an internal disposition but is dynamically
shaped by context and interlocutor relationships (Peng, 2012). Teachers can harness this potential
by embedding DST in socially meaningful, group-based communicative projects.

5.2.2. Fostering Internal Readiness: Emotional and Motivational Scaffolding in DST

The enhancement of students” WTC can be attributed to the emotional and motivational
scaffolding provided by DST, with enjoyment, creativity, and personal relevance serving as critical
affective triggers. In particular, the results of this study demonstrate how DST increase learners’ WTC
through two interrelated mechanisms: affective-cognitive context (Layer V) and motivational
propensities (Layer V).

This review reveals a consistent pattern across multiple studies demonstrating the affective
benefits of DST and related multimodal practices. For instance, studies of Bai and Xian (2024), Fan
(2024), Luan et al. (2024), Meletiadou (2022) and Al-Amri (2020) reported noticeable reductions in
anxiety or fear, while studies of Makarova and Pirozhkova (2021), Shen et al. (2024) specifically noted
decreased shyness among learners. Additional evidence from studies of Fu et al. (2022), Nair and Md
Yunus (2022), Shen et al. (2024) indicates that hesitation, a common behavioral manifestation of
affective barriers, was alleviated through tools such as Toontastic scaffolding and DST-based
transmediation. These findings suggest that emotionally supportive learning environments may help
ease learners’ negative perceptions of language acquisition (e.g., De Caro-Barek, 2022), especially
among those with lower confidence.

Studies included in this review showed that DST lowers anxiety by allowing for message-focused
rehearsal, repeated practice, and creative self-expression. At the same time, the personal and cultural
relevance of DST tasks strengthens learners’ motivation to communicate. These observations align
with Krashen’s (1982) affective filter hypothesis and with MacIntyre et al.’s (1998) assertion that
reducing anxiety and increasing self-confidence can significantly raise WTC.

In contrast to traditional classroom settings, DST offers sustained emotional support—
characterized by continuous engagement rather than transient excitement (Robin, 2008)—which
facilitates the consolidation of learners’ behavioral intention (Yashima, 2002). The affective
dimension of motivation is particularly crucial for students who initially lack confidence. As Dewaele
and MaclIntyre (2014) noted, positive emotions play a critical role in foreign language learning by
reducing anxiety and enhancing learners” WTC. Similarly, Peng (2019) emphasized that multimodal
classroom affordances can emotionally support learners, especially those with low confidence, by
creating more engaging and supportive interactional spaces.

Importantly, this review demonstrates that the DST process itself functions as a scaffold—each
phase, from planning to performance, builds emotional momentum. For example, successful
scripting builds ownership, while editing and reflection increase learners’ sense of control. In doing
so, DST nurtures the psychological prerequisites for communication, helping learners become more
willing and better prepared to communicate when the opportunity arises.

5.2.3. From Willingness to Words: Realizing Communicative Action through DST

While intention to communicate marks an important psychological threshold, the realization of
WTC ultimately depends on learners’ ability and willingness to engage in actual communicative
behavior (MaclIntyre et al., 1998). At the behavioral level, DST serves as a bridge between internal
willingness and actual communicative action. Several studies reported that learners who engaged in
DST activities showed increased output in terms of oral narration, self-initiated speech, and extended
peer interaction. This corresponds to Layer | of the WTC pyramid: the initiation of real communication
behavior.
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Several studies (e.g., Bai & Xian, 2024; Fan, 2024; Fu et al., 2022; Huang, 2023; Nair & Md Yunus,
2022; Shen et al., 2024) reported that DST tasks led to increased verbal output, particularly through
story presentations, video narration, and group storytelling performances. The narrative structure of
DST—typically comprising a beginning, conflict, resolution, and personal voice—encouraged learners
to organize their ideas more coherently and express them with greater fluency and confidence (Fu et
al., 2022; Hava, 2021). Unlike traditional speaking drills that often emphasize mechanical repetition,
DST positions learners as creative agents and purposeful communicators, offering them both a reason
to communicate and an authentic audience to communicate with. Several studies confirmed that
learners engaged in DST took ownership of their stories (Humairoh, 2023), felt more motivated to
speak (Zarei & Navidinia, 2024), and delivered their work to real or peer audiences (Fan, 2024; Huang,
2023), thereby enhancing both communicative intention and performance.

The semi-scripted and multimodal nature of DST may also reduce the psychological barrier
between intention and expression (Bai & Xian, 2024; Fu et al., 2022; Huang, 2023; Zarei & Navidinia,
2024). Learners often rehearse, revise, and perform their stories in groups, a process that not only
scaffolds oral production but also reduces the fear of failing during spontaneous speaking. Across
several studies, DST was implemented through collaborative scripting, iterative feedback, and
multiple rounds of rehearsal, creating a low-pressure environment that mitigated performance
anxiety (Fan, 2024; Luan et al., 2024; Pefia-Acufia & Navarro-Martinez, 2024; Shen et al., 2024). As
reported in research of Fu et al. (2022), Nair and Md Yunus (2022), Shen et al. (2024), students who
were typically hesitant to speak became more engaged when communication was repositioned as a
form of creative expression rather than a formal oral assessment.

What distinguishes DST is its capacity to operationalize WTC through semi-rehearsed yet
authentic language use. Unlike spontaneous in-class speaking, DST allows learners to carefully craft
and record their narratives, which increases their willingness to “take the leap” into communication.
As Sylvester and Greenidge (2009) argue, storytelling gives structure and personal significance to
language use—both critical for eliciting actual output.

In this sense, DST transforms WTC from an intention into a behavior, offering a low-risk, high-
engagement platform for communicating practice. Learners do not merely become “willing” but
actually experience communication in meaningful, multimodal, and expressive ways. This is
particularly important for EFL/ESL learners whose oral fluency development often lags behind
receptive skills. DST therefore functions as a communicative accelerator in WTC development.

In summary, this review reveals that DST supports WTC development at multiple levels of
Macintyre et al.’s (1998) model—from shaping social contexts, to scaffolding emotional and
motivational readiness, and finally to facilitating real communicative acts. By analyzing DST through
a phase-based lens and mapping its influence across WTC layers, this review offers a nuanced
framework for how multimodal DST tasks can be integrated into EFL/ESL instruction to foster holistic
communicative growth.

6. Conclusion

This systematic review examined how DST supports EFL/ESL learners’” WTC by synthesizing
findings through a dual framework: Ohler’s (2013) five-phase DST model and Macintyre et al.”s (1998)
WTC pyramid model.

In response to RQ1, five core domains emerged from the analysis—identity-centered expression,
cognitive engagement, emotional facilitation, collaborative design, and multimodal mediation—each
representing key learner developments fostered across DST phases.

For RQ2, these domains were mapped onto the layered structure of WTC, illustrating how DST
reduces affective barriers (Layers VI and lll), strengthens communicative competence and self-
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confidence (Layers V and IV), and facilitates the transition from intention to actual EFL/ESL use (Layers
I—-I1). In particular, emotional safety, peer support, narrative ownership, and creative control emerged
as key mediating factors between DST tasks and WTC outcomes.

These findings suggest that WTC should not be viewed merely as a stable psychological trait, but
as an emergent, teachable disposition shaped by meaningful, multimodal, and collaborative learning
contexts. DST, when purposefully integrated, enables learners to develop their communicative voice
and agency through low-risk, identity-affirming expression.

Pedagogically, the review recommends designing DST as a holistic instructional ecology, not just
a storytelling technique. Teachers are urged to construct learning environments that encourage
personal narration, risk-taking, and multimodal exploration.

Future studies could adopt longitudinal classroom-based approaches to explore how DST tasks
impact learner WTC development over time, with specific attention to digital literacy, task design,
and individual learner differences.

7. Suggestion

This review is subject to several limitations. First, it focused only on two databases— Scopus and
Web of Science—which may have excluded relevant studies from other sources. Second, the review
covered only the past five years, potentially overlooking earlier but important contributions. Third,
only empirical studies were included, leaving out theoretical discussions that could have enriched the
conceptual framing. Future research could broaden the database selection, extend the time range,
and include theoretical works to build a more comprehensive understanding of how DST fosters WTC
in EFL/ESL contexts.

Declarations

Author Contributions. All authors contributed equally to the conceptualization, methodology, data
collection, data analysis, manuscript writing, and final proofreading.

Conflicts of Interest. The authors declare no conflict of interest.

Funding. This research was partially funded by the Faculty of Education, Universiti Kebangsaan
Malaysia. The authors sincerely appreciate this support, which contributed to the successful
completion of the study.

Acknowledgments. The authors would like to express their gratitude to all contributors to this article.

References

Al Ghaithi, A., Behforouz, B., & Al Balushi, A. K. (2023). Exploring the effects of digital storytelling in
Omani EFL students’ self-directed learning, Motivation, and vocabulary improvements. Studies
in Self-Access Learning Journal, 14(4), 415—437. Scopus. https://doi.org/10.37237/140402

Bai, Y., & Xian, H. (2024). Exploring the interplay of digital storytelling, L2 speaking skills, self-
regulation, and anxiety in an IELTS preparation course. Humanities and Social Sciences
Communications, 11(1), 1-15. https://doi.org/10.1057/s41599-024-04109-8

Bin Jwair, A. A. (2023). Improving middle-school students’ English vocabulary via digital storytelling.
Journal of Educational and Social Research, 13(6), 195. Scopus. https://doi.org/10.36941/jesr-
2023-0158

Braun, V., & Clarke, V. (2006). Using thematic analysis in psychology. Qualitative Research in
Psychology, 3(2), 77-101. https://doi.org/10.1191/1478088706qp0630a

https://doi.org/10.22521/edupij.2025.18.415 Published online by Universitepark Press


https://doi.org/10.22521/edupij.2025.18.415
https://doi.org/10.37237/140402
https://doi.org/10.1057/s41599-024-04109-8
https://doi.org/10.36941/jesr-2023-0158
https://doi.org/10.36941/jesr-2023-0158
https://doi.org/10.1191/1478088706qp063oa

Chi et al. | 23

Cakmak, F., & Andujar, A. (2025). Exploring foreign language learning and contextualization through
digital storytelling projects and personal digital learning narratives. Educational Technology &
Society, 28(1), 109-122.

De Caro-Barek, V. (2022). Everyone loves a good story: Learning design in massive open online
courses for language learning. Frontiers in Education, 7.
https://doi.org/10.3389/feduc.2022.1007091

Del-Moral-Pérez, M. E., Villalustre-Martinez, L., & Neira-Pifieiro, M. D. R. (2019). Teachers’ perception
about the contribution of collaborative creation of digital storytelling to the communicative and
digital competence in primary education schoolchildren. Computer Assisted Language
Learning, 32(4), 342—-365. https://doi.org/10.1080/09588221.2018.1517094

Dewaele, J.-M., & Maclntyre, P. D. (2014). The two faces of Janus? Anxiety and enjoyment in the
foreign language classroom. Studies in Second Language Learning and Teaching, 4(2), 237-274.
https://doi.org/10.14746/ssl1t.2014.4.2.5

Fan, Y.-S. (2024). Facilitating content knowledge, language proficiency, and academic competence
through digital storytelling: Performance and perceptions of first-year medical-related majors.
Journal of  Research on Technology in Education, 56(2), 129-150.
https://doi.org/10.1080/15391523.2022.2110337

Fu, J. S., Yang, S.-H., & Yeh, H.-C. (2022). Exploring the impacts of digital storytelling on English as a
foreign language learners’ speaking competence. Journal of Research on Technology in
Education, 54(5), 679-694. https://doi.org/10.1080/15391523.2021.1911008

Garcia Pastor, M. D. (2018). Learner identity in EFL: An analysis of digital texts of identity in higher
education. Digital Education Review, 33, 55—76. https://doi.org/10.1344/der.2018.33.55-76

Garcia-Pastor, M. D. (2020). Digital storytelling and learners’ dialogical construction of identity in EFL.
Digital Storytelling in Second and Foreign Language Teaching. Bern: Peter Lang.

Gonzalez Mesa, P. A. (2020). Digital storytelling: Boosting literacy practices in students at Al-Level.
HOW, 27(1), 83—104. https://doi.org/10.19183/how.27.1.505

Hafner, C. A. (2014). Embedding digital literacies in English language teaching: Students’ digital video
projects as multimodal ensembles. TESOL Quarterly, 48(4), 655—685.
https://doi.org/10.1002/tesq.138

Hafner, C. A., & Miller, L. (2011). Fostering learner autonomy in english for science: A collaborative
digital video project in a technological learning environment. Language Learning and
Technology, 15(3), 68—86. https://doi.org/10.64152/10125/44263

Hava, K. (2021). Exploring the role of digital storytelling in student motivation and satisfaction in EFL
education. Computer Assisted Language Learning, 34(7), 958-978.
https://doi.org/10.1080/09588221.2019.1650071

Huang, H. D. (2023). Examining the effect of digital storytelling on English speaking proficiency,
Willingness to communicate, and group cohesion. TESOL Quarterly, 57(1), 242-2609.
https://doi.org/10.1002/tesq.3147

Hull, G. A., & Nelson, M. E. (2005). Locating the semiotic power of multimodality. Written
Communication, 22(2), 224-261. https://doi.org/10.1177/0741088304274170

Humairoh, M. F. N. (2023). Building undergraduate students’ cultural identity through digital
storytelling. Communication Teacher, 37(3), 235-245,
https://doi.org/10.1080/17404622.2022.2127820

https://doi.org/10.22521/edupij.2025.18.415 Published online by Universitepark Press


https://doi.org/10.22521/edupij.2025.18.415
https://doi.org/10.3389/feduc.2022.1007091
https://doi.org/10.1080/09588221.2018.1517094
https://doi.org/10.14746/ssllt.2014.4.2.5
https://doi.org/10.1080/15391523.2022.2110337
https://doi.org/10.1080/15391523.2021.1911008
https://doi.org/10.1344/der.2018.33.55-76
https://doi.org/10.19183/how.27.1.505
https://doi.org/10.1002/tesq.138
https://doi.org/10.64152/10125/44263
https://doi.org/10.1080/09588221.2019.1650071
https://doi.org/10.1002/tesq.3147
https://doi.org/10.1177/0741088304274170
https://doi.org/10.1080/17404622.2022.2127820

Chi et al. | 24

Jewitt, C. (2008). Multimodality and literacy in school classrooms. Review of Research in Education,
32(1), 241-267. https://doi.org/10.3102/0091732X07310586

Kang, S.-J. (2005). Dynamic emergence of situational willingness to communicate in a second
language. System, 33(2), 277-292. https://doi.org/10.1016/j.system.2004.10.004

Kim, Y., Kang, S., Nam, Y., & Skalicky, S. (2022). Peer interaction, writing proficiency, and the quality
of collaborative digital multimodal composing task: Comparing guided and unguided planning.
System, 106, 102722. https://doi.org/10.1016/j.system.2022.102722

Krashen, S. D. (1982). Principles and practice in second language acquisition. Pergamon Press.
Lantolf, J., & Thorne, S. (2006). Sociocultural theory and the genesis of second language development.

Liu, G. L., Darvin, R., & Ma, C. (2024). Exploring Al-mediated informal digital learning of English (Al-
IDLE): A mixed-method investigation of Chinese EFL learners’ Al adoption and experiences.
Computer Assisted Language Learning, 1-29.
https://doi.org/10.1080/09588221.2024.2310288

Liu, K.-P., Tai, S.-J. D., & Liu, C.-C. (2018). Enhancing language learning through creation: The effect of
digital storytelling on student learning motivation and performance in a school English course.
Educational Technology Research and Development, 66(4), 913-935.
https://doi.org/10.1007/s11423-018-9592-z

Luan, L., Yi, Y., Hwang, G.-J., Dong, Y., Jing, B., & Liu, J. (2024). Facilitating EFL learners’ willingness to
communicate amidst the pandemic: A digital storytelling-based online flipped learning
approach. Innovation in Language Learning and Teaching, 18(2), 139-154.
https://doi.org/10.1080/17501229.2023.2241436

Maclntyre, P. D., Clement, R., Dornyei, Z., & Noels, K. A. (1998). Conceptualizing willingness to
communicate in a L2: A situational model of L2 confidence and affiliation. The Modern
Language Journal, 82(4), 545-562. https://doi.org/10.1111/j.1540-4781.1998.tb05543 .x

Maclntyre, P., & Gregersen, T. (2012). Emotions that facilitate language learning: The positive-
broadening power of the imagination. Studies in Second Language Learning and Teaching, 2(2),
193. https://doi.org/10.14746/ssl1t.2012.2.2.4

Mayer, R. E. (2005). The Cambridge handbook of multimedia learning. Cambridge University Press.

Makarova, E. N., & Pirozhkova, I. S. (2021). New educational technologies to develop foreign language
communicative competence of non—Linguistic students: Digital storytelling. Philological Class,
26(3), 231-242. https://doi.org/10.51762/1FK-2021-26-03-20

Meletiadou, E. (2022). Using educational digital storytelling to enhance multilingual students” writing
skills in  higher education. IAFOR Journal of Education, 10(2), 111-130.
https://doi.org/10.22492/ije.10.2.06

Mohammed Al-Amri, H. (2020). Digital storytelling as a communicative language teaching based
method in EFL classrooms. Arab  World English  Journal, 11(1), 270-281.
https://doi.org/10.24093/awej/vol11n01.20

Mobher, D., Liberati, A., Tetzlaff, J., & Altman, D. G. (2009). Preferred reporting items for systematic
reviews and meta-analyses: The PRISMA statement. Annals of Internal Medicine, 151(4), 264—
269. https://doi.org/10.7326/0003-4819-151-4-200908180-00135

Nair, V., & Md Yunus, M. (2022). Using digital storytelling to improve pupils’ speaking skills in the age
of COVID 19. Sustainability, 14(15), 9215. https://doi.org/10.3390/su14159215

https://doi.org/10.22521/edupij.2025.18.415 Published online by Universitepark Press


https://doi.org/10.22521/edupij.2025.18.415
https://doi.org/10.3102/0091732X07310586
https://doi.org/10.1016/j.system.2004.10.004
https://doi.org/10.1016/j.system.2022.102722
https://doi.org/10.1080/09588221.2024.2310288
https://doi.org/10.1007/s11423-018-9592-z
https://doi.org/10.1080/17501229.2023.2241436
https://doi.org/10.1111/j.1540-4781.1998.tb05543.x
https://doi.org/10.14746/ssllt.2012.2.2.4
https://doi.org/10.51762/1FK-2021-26-03-20
https://doi.org/10.22492/ije.10.2.06
https://doi.org/10.24093/awej/vol11no1.20
https://doi.org/10.7326/0003-4819-151-4-200908180-00135
https://doi.org/10.3390/su14159215

Chietal. | 20

Nishioka, H. (2016). Analysing language development in a collaborative digital storytelling project:
Sociocultural perspectives. System, 62, 39-52. https://doi.org/10.1016/].system.2016.07.001

Norton, B. (2000). Identity and language learning: Gender, ethnicity and educational change.
Longman.

Norton, B. (2013). Identity and language learning: Extending the conversation. Multilingual Matters
& Channel View Publications; JSTOR. https://doi.org/10.2307/jj.18799909

Ohler, J. B. (2013). Digital storytelling in the classroom: New media pathways to literacy, learning, and
creativity. Corwin Press, https://doi.org/10.4135/9781452277479

Page, M. J., McKenzie, J. E., Bossuyt, P. M., Boutron, |., Hoffmann, T. C., Mulrow, C. D., Shamseer, L.,
Tetzlaff, J. M., Akl, E. A., Brennan, S. E., Chou, R., Glanville, J., Grimshaw, J. M., Hrdbjartsson, A,
Lalu, M. M., Li, T, Loder, E. W., Mayo-Wilson, E., McDonald, S., ... Moher, D. (2021). The PRISMA
2020 statement: An updated guideline for reporting systematic reviews. BMJ, 372, n71.
https://doi.org/10.1136/bmj.n71

Pandhiani, S. M. (2024). Toward empowered identities: An exploration of female ESL learners’ literacy
through digital storytelling. Journal of Asian and African Studies, 59(4), 1078—1100. Scopus.
https://doi.org/10.1177/00219096221125910

Pefia-Acufia, B., & Navarro-Martinez, O. (2024). The promotion of originality perceived in two
multimodal storytelling applications: Storybird and Scratch. Education Sciences, 14(1), 21.
https://doi.org/10.3390/educsci14010021

Peng, J.-E. (2012). Towards an ecological understanding of willingness to communicate in EFL
classrooms in China. System, 40(2), 203-213. https://doi.org/10.1016/j.system.2012.02.002

Peng, J.-E. (2019). Understanding willingness to communicate as embedded in classroom multimodal
affordances: Evidence from interdisciplinary perspectives. Linguistics and Education, 51, 59—
68. https://doi.org/10.1016/].linged.2019.04.006

Peng, J.-E., & Woodrow, L. (2010). Willingness to communicate in English: A model in the Chinese EFL
classroom context: Willingness to communicate in English. Language Learning, 60(4), 834-876.
https://doi.org/10.1111/j.1467-9922.2010.00576.x

Raffone, A. (2022). Gamifying English language learning through interactive storytelling and MALL
technologies. Language Teaching Research. https://doi.org/10.1177/13621688221110206

Robin, B. R. (2008). Digital Storytelling: A Powerful Technology Tool for the 21st Century Classroom.
Theory Into Practice, 47(3), 220-228. https://doi.org/10.1080/00405840802153916

Sadik, A. (2008). Digital storytelling: A meaningful technology-integrated approach for engaged
student learning. Educational Technology Research and Development, 56(4), 487-506.
https://doi.org/10.1007/s11423-008-9091-8

Shen, X., Hao, C., & Peng, J.-E. (2024). Promoting EFL learners’ willingness to communicate through
transmediation in a digital storytelling workshop. Journal of Multilingual and Multicultural
Development, 45(8), 3109—3126. https://doi.org/10.1080/01434632.2022.2086257

Swain, M. (2000). The output hypothesis and beyond: Mediating acquisition through collaborative
dialogue. Sociocultural Theory and Second Language Learning, 99-116.

Sylvester, R., & Greenidge, W. (2009). Digital Storytelling: Extending the Potential for Struggling
Writers. The Reading Teacher, 63(4), 284—295. https://doi.org/10.1598/RT.63.4.3

https://doi.org/10.22521/edupij.2025.18.415 Published online by Universitepark Press


https://doi.org/10.22521/edupij.2025.18.415
https://doi.org/10.1016/j.system.2016.07.001
https://doi.org/10.2307/jj.18799909
https://doi.org/10.4135/9781452277479
https://doi.org/10.1136/bmj.n71
https://doi.org/10.1177/00219096221125910
https://doi.org/10.3390/educsci14010021
https://doi.org/10.1016/j.system.2012.02.002
https://doi.org/10.1016/j.linged.2019.04.006
https://doi.org/10.1111/j.1467-9922.2010.00576.x
https://doi.org/10.1177/13621688221110206
https://doi.org/10.1080/00405840802153916
https://doi.org/10.1007/s11423-008-9091-8
https://doi.org/10.1080/01434632.2022.2086257
https://doi.org/10.1598/RT.63.4.3

Chiet al. | 2B

Tamimi, M. A. A. (2024). Effects of Digital story-telling on motivation, critical thinking, and academic
achievement in secondary school English learners. Research in Social Sciences and Technology,
9(1), 305-328. https://doi.org/10.46303/ressat.2024.18

Vygotsky, L. S. (1978). Mind in society: development of higher psychological processes. Harvard
University Press. https://doi.org/10.2307/j.ctvjf9vz4

Yang, Y.-T.C., & Wu, W.-C. . (2012). Digital storytelling for enhancing student academic achievement,
critical thinking, and learning motivation: A year-long experimental study. Computers &
Education, 59(2), 339-352. https://doi.org/10.1016/j.compedu.2011.12.012

Yashima, T. (2002). Willingness to communicate in a second language: The Japanese EFL context. The
Modern Language Journal, 86(1), 54—66. https://doi.org/10.1111/1540-4781.00136

Yoon, T. (2013). Are you digitized? Ways to provide motivation for ELLs using digital storytelling.
International Journal of Research Studies in Educational Technology, 2(1), 1-10.
https://doi.org/10.5861/ijrset.2012.204

Zarei, M. J., & Navidinia, H. (2024). Improving EFL students” writing skills through digital storytelling.
Call-Ej, 25(1), 108-128.

About the Contributor(s)

Yongmei Chi, a PhD candidate in Teaching English as a Second Language (TESL), Faculty of Education,
Universiti Kebangsaan Malaysia (UKM). She is a Lecturer at the School of General Education,
Chongging Youth Vocational & Technical College, China.

Email: p126319@siswa.ukm.edu.my

ORCID: https://orcid.org/0009-0001-9394-307X

Nor Azwahanum Nor Shaid, PhD, is a Lecturer of Malay Language Education, Faculty of Education,
Universiti Kebangsaan Malaysia (UKM).

Email: azwahanum@ukm.edu.my

ORCID: https://orcid.org/0000-0001-5985-5933

Nur Ainil Sulaiman, PhD, serves as a Senior Lecturer at the Centre for Innovation in Teaching and
Learning, Faculty of Education, Universiti Kebangsaan Malaysia (UKM).

Email: nurainil@ukm.edu.my

ORCID: https://orcid.org/0000-0001-6212-7494

Publisher’s Note: The opinions, statements, and data presented in all publications are solely those of
the individual author(s) and contributors and do not reflect the views of Universitepark, EDUPIJ,
and/or the editor(s). Universitepark, the Journal, and/or the editor(s) accept no responsibility for any
harm or damage to persons or property arising from the use of ideas, methods, instructions, or
products mentioned in the content.

https://doi.org/10.22521/edupij.2025.18.415 Published online by Universitepark Press


https://doi.org/10.22521/edupij.2025.18.415
https://doi.org/10.46303/ressat.2024.18
https://doi.org/10.2307/j.ctvjf9vz4
https://doi.org/10.1016/j.compedu.2011.12.012
https://doi.org/10.1111/1540-4781.00136
https://doi.org/10.5861/ijrset.2012.204
mailto:p126319@siswa.ukm.edu.my
https://orcid.org/0009-0001-9394-307X
mailto:azwahanum@ukm.edu.my
https://orcid.org/0000-0001-5985-5933
mailto:nurainil@ukm.edu.my

