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ABSTRACT

This study aimed to measure the effect of digital storytelling (DST) on speaking performance,
foreign language anxiety, and speaking anxiety in an English-learning environment. Forty-eight
(48) Omani students of English as a Foreign Language (EFL) with intermediate English
proficiency levels were randomly and equally assigned to one control and two experimental
groups. Experimental Group A engaged in designing DST projects in groups, Experimental Group
B created the DST projects individually, and the Control group performed some paper-based short
story reviews. Speaking tests, a Foreign Language Classroom Anxiety Scale (FLCAS)
questionnaire adopted from Horwitz (1986), and the Second Language Speaking Anxiety Scale
(SLSAS) questionnaire by Woodrow (2006) were administered as pretests and posttests. After a
month, the findings revealed that the two experimental groups performed better in speaking skills
than the control group, however, Experimental Group A exhibited significant overall performance
improvement. In addition, the FLCAS results showed that the two experimental groups displayed
less language learning anxiety in the learning process, and Experimental Group A's anxiety was
markedly lower than that of the other groups. The analysis of SLSAS revealed that Experimental
Group A showed lower anxiety than Group B in speaking skills. The results of the study are helpful
for the teachers and students.
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1. INTRODUCTION

Studying the English language as a second language (ESL) fundamentally revolves around the
ability to communicate successfully at any time or in any location. Therefore, speaking abilities
are the most critical of the primary language skills. Communicating effectively is a critical
component of language acquisition and is essential for success (Abd Rahman et al., 2022).
However, learners' inclination to observe rather than communicate is exacerbated by tension, a
lack of confidence, or overwhelming circumstances (Eissa, 2019). Fitri, Mohsmsh and
Harianingsih (2022) identify speaking as the most challenging skill; it cannot be easily acquired
through imitation. Despite sufficient vocabulary and a solid understanding of grammar, the
majority of students find it difficult to generate sentences instantly. The growth of communication
abilities is typically used to evaluate the efficacy of language acquisition, which is why Amaliah,
Baa and Amirullah (2022) find that speaking skills are even more difficult. In addition to the
primary objective of enhancing students’ communicative abilities in self-expression, the other
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components of communicative efficacy must also be evaluated. To wit, apart from being
comprehensible to others, students should develop the ability to respond appropriately in situations
while adhering to cultural and social conventions (Natasia & Angelianawati, 2022).

As a student, the success of acquiring and mastering English speaking is primarily contingent upon
the instructional strategies and techniques employed in the classroom (Ilhomovna, 2021). Over the
years, ESL instructors have experimented with various strategies to teach speaking skills; however,
they consistently return to conventional methods such as memorising common phrases and
repetition exercises. Therefore, the integration of advanced and innovative educational
technological skills into instructional and educational practices is essential (Zhussupova &
Shadiev, 2023). Badawi, El Gabas and Mohamed (2022) emphasise the importance of integrating
innovative approaches and efficient teaching methods (Yang, Chen & Huang, 2020) with
conventional literacy practices in the current era of globalisation and technological advancement
to foster students’ growing autonomy and speaking skills. In addition, contemporary technologies
allow both teachers and students to improve language instruction, abilities, and understanding
(Kallinikou & Nicolaidou, 2019).

Kallinikou and Nicolaidou (2019) assert that younger students prefer educational settings
unrestricted by time or space. Elenein (2019) has demonstrated the efficacy of oral communication
and narratives in training pupils for future learning. Thus, DST is a competent instrument that
could promote the educational process while enhancing students’ ability to speak, and supporting
modern learners’ learning requirements and patterns. Tatli, Saylan and Kokoc (2022) assert that
integrating technology into language acquisition enhances interactivity and engagement while
allowing educators to deliver effective feedback. DST could become a trend in integrating
technology into classes, as it is believed to have the capacity to support a diverse array of language
acquisition processes efficiently. DST affects speaking abilities significantly, resulting in the
enhancement of a variety of oral communication parameters. The decrease in the number of errors
that occur during speech is a notable consequence, including terminology, grammar, and
pronunciation mistakes (Kallinikou & Nicolaidou, 2019). Raffone and Monti (2019) note that the
display of DST not only motivates students but also enhances their language proficiency and
contemporaneous abilities such as enthusiasm, analytical skills, technological proficiency, and
creativity. As students engage in discussions and examine various viewpoints during the DST
procedure, their knowledge and collaborative abilities are enhanced.

Nair and Yunus (2021) characterise DST as appropriate for students of all ages and levels because
it makes students responsible for generating their narratives and retelling them without any
guidance. Students' speaking skills are enhanced by consistent practice of narrative, which
facilitates the connection between the subject matter and the contexts of stories. Communication
skills development is significantly influenced by emphasis on oral expressions in DST (Arroba &
Acosta, 2021).

The continuous expansion of communication necessitates the daily requirement to study English.
Anxiety is a significant issue in language instruction, including English teaching, and can dissuade
learners from continuing their language courses. DST employs innovative methods to engage
students in educational matters, thereby diminishing language learners’ anxiety levels and
enhancing their dedication to learning English. While the research described above explores the
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impact of DST on engagement and cognitive development, few studies have examined the impact
of DST on foreign language anxiety (Ono, 2019).

Considering the importance of speaking skills in developing English language proficiency,
strategies for reducing speaking anxiety among EFL learners bear discussion. DST is a viable
alternative for engaging learners in imaginative activities that could reduce their anxiety and
improve their ability to speak English. However, exactly how these digital stories affect learners’
oral anxiety, particularly vis-a-vis groups and individuals, is not yet fully explored. Understanding
these dynamics is crucial for instructors who wish to maximise the benefits of this new approach.
Thus, the study addressed the literature by probing the potential influence of DST on foreign
language anxiety and the speaking performance of Omani EFL learners. This comparative study
investigates the effectiveness of group DST and individual storytelling in reducing learners’ fear
of speaking English. Therefore, the study investigated how DST influenced foreign language
anxiety among Omani EFL learners. This study specifically investigated whether DST could
reduce learners’ anxiety, especially regarding hesitation to communicate in English. Another
objective of the study was to quantify the impact of DST on Omani learners' speaking performance,
assessing whether this engagement led to a significant improvement. This objective also attempted
to ascertain whether DST in groups was better than individual work, insofar as reducing speaking
anxiety, which would demonstrate reduced anxiety compared to individual utterances.

The study sought to answer the following research questions:

1. Does the use of DST improve the speaking ability of Omani EFL learners?
. Does the use of DST reduce foreign language anxiety in Omani EFL learners?
3. What are the differences between group DST and individual storytelling regarding their
effect on speaking anxiety among Omani EFL learners?

2. LITERATURE REVIEW
2.1 Speaking anxiety

Feeling anxious during public speaking is prevalent and entirely acceptable, with even the most
accomplished speakers experiencing anxiety initially (Witt & Behnke, 2006). The anxiety
associated with speaking publicly can be so severe that individuals refrain from and attempt to
avoid such activities and circumstances whenever possible. Such individuals typically become
disturbed and anxious, which prompts negative mental dialogue (Sood & Kendall, 2007).

According to Horwitz (2010), the majority of students experience anxiety when required to
communicate in a foreign language class. They typically begin experiencing abdominal cramping
and sweaty hands, leading to attempts to resolve the situation quickly. These factors would
typically arise regardless of students' proficiency in the particular language. This dread can rob
students of their ability to communicate, engender a lack of trust (if severe and unmanageable), or
cause interruptions mid-conversation (Tsiplakides & Keramida, 2009).

Based on previous research, anxiety diminishes students' English proficiency when speaking it as
a foreign language, leading to an inability to complete class assignments and the development of
bothersome symptoms (Na, 2007). In the foreign language learning setting, students might
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experience three-dimensional anxiety: anxiety associated with communication, caution about the
possibility of receiving a negative review, and general anxiousness (Fitriah & Muna, 2019).

Karatag et al. (2016) find that the level of the proficiency differential in English preparatory
students at a college does not influence their anxiety about learning English. On the other hand,
Debreli and Demirkan (2015) report the opposite in a study of 196 undergraduates, finding that
students demonstrating higher English proficiency experience more apprehension. This
discrepancy underscores the necessity for additional research and critical analysis of the
correlation between learners' speaking apprehension and their English proficiency levels.

Rajitha and Alamelu (2020) find that various variables connected to the students themselves
significantly affect higher-education students’ communication anxiety. The investigation analysed
fifty students’ viewpoints and identified many variables that cause speaking anxiety. Some of the
leading causes of anxiety are peer influence, language ability, limited comprehension of grammar,
pronunciation difficulties, dread of public speaking, timidity, and low confidence. Suparlan (2021)
investigated eighth-grade learners to determine the variables contributing to language anxiety
during speech. The scholar identified ten significant variables: fear of speaking in English, concern
about the instructor’s opinions, a lack of self-confidence, a belief of being less capable than peers,
feeling embarrassed, insufficient preparation, anxiety about making errors, a restricted vocabulary,
routine language usage, and nervousness related to language examinations.

2.2 Related studies

Dewi and Sari (2022) investigated English language learners’ perspectives on using digital
narrative as a strategy for overcoming their apprehension about speaking English. The
investigation involved eighteen learners enrolled in a speaking programme during the second
semester. It employed a combination of methods, utilising qualitative data obtained through
interviews and discussions and quantitative data gathered from a survey. The investigation
implemented a workshop methodology in three phases: preliminary production (situation
development), creation (clip production), and after-production (feedback and revisions). The
results indicate that learners believe DST benefits their acquisition of terms, grammar, reading,
and writing. It also bolstered their self-confidence, English proficiency, analytical abilities, and
comprehension of social problems, especially those affecting women. That investigation illustrates
the potential of digital narratives in improving English language skills acquisition and developing
speaking abilities.

Khomjani (2020) examined how DST affects students' willingness to learn and the extent to which
it helps mitigate their nervousness when speaking a foreign language. The investigator spent a
month teaching ten sessions online, totalling fifteen hours. Before the DST treatment, the students
first completed pretests to determine their speaking motivation and level of nervousness. After the
DST treatment, modifications in motivation and anxiety were compared using the posttest results.
The research employed a variety of questionnaires to measure computer anxiety, the desire to speak
a foreign language, anxiety related to speaking a second language, and anxiety associated with
speaking a foreign language. The results demonstrated that although DST did not affect English
language learners' desire to converse, it decreased their nervousness when doing so. The findings
also suggest that DST could be a useful strategy for lowering speaking anxiety in a foreign
language, although further elements might be required to increase students' motivation.
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Zuana (2018) sought to explain how DST is applied, how learners react to it, and what students
create through DST after using media in the narrative-based teaching and learning process.
Learners and an English instructor participated in the study, which utilised a qualitative descriptive
approach, using field notes, students’ digital narratives, and interviews to gather data. The results
demonstrate that the students were encouraged to speak English throughout the video creation
process by the visually appealing DST medium. The media gave students the confidence to speak
out more in class and enabled them to make films to share inside and outside the classroom.
However, not every student met the speaking grading rubric criterion; the results exhibited a range
of speaking ability.

Hsu (2022) sought to ascertain if storytelling exercises may assist students in reducing their anxiety
related to public speaking, as well as how the solo vs group storytelling assignments affected the
students' anxiety levels. A group of students at a science and technology university in Taiwan
participated in the study, which utilised an action investigation method through 12 lessons spread
out over one semester. The sessions emphasised language proficiency development and positive
attitudes through both solo and group storytelling exercises. Speaking anxiety was measured using
the anxiety scale. The results imply that storytelling exercises might assist language learners in
anticipating and reducing their fear of public speaking, particularly when performed in a
cooperative learning environment. That research shows that students might experience less anxiety
in the classroom by understanding the differences between solo and group storytelling activities.

Liu, Huang, and Xu (2018) investigated the impact of learner grouping patterns (individual vs
cooperative) on learning results, student autonomy, and emotional reactions in a DST setting. Fifty-
five Taiwanese sixth-grade learners participated in the research; 27 worked together, and 28
worked separately. The learners finished a DST assignment that required them to conduct internet
research, write a screenplay for a weather report, make a video, and deliver it to the class. The
researchers collected data through a knowledge examination/test, a survey on language student
autonomy, the Foreign Language Classroom Anxiety Scale, and programmes for measuring
emotional states via facial expression analysis. The findings demonstrate that in every area, the
learners working in groups fared better than those working alone, including information
acquisition, learner autonomy, less anxiety related to learning a foreign language, and more
pleasant emotional experiences while working on the assignment.

Brannen et al. (2021) examined how well a group work contract would promote cooperative group
learning and lower anxiety in both conventional in-person and online distance-learning course
formats. Undergraduate students enrolled in a third-year nutritional science course participated in
the research; 168 participated in person, and 105 participated virtually. The students filled out
questionnaires before and after finishing a group assignment using a group work contract. The
results demonstrate that the contract reduces student anxiety related to group work and also
enhances group dynamics, interactions, and effort allocation in both course forms. Furthermore,
compared to the in-person format, the students participating in the online setting used more social
media platforms and other online communication channels for their group projects. The results
show that formalising the group work process might improve learning and provide significant
advantages.
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3. METHODOLOGY
3.1 Participants

This study selected 48 Omani students through convenience sampling. The participants were
randomly assigned to three equal groups: one control group and two experimental groups, with 16
students in each group, both male and female. In Group A, 12 students were female, and four were
male; in Group B, 10 students were female, and six were male; and in the control group, nine
students were female, and seven were male. The participants were at the intermediate level of
English proficiency based on the university placement test. The participants' ages ranged from 19
to 20 years old, and they were native Arabic speakers.

3.2 Research instruments
The study employed the following data collection tools:
3.2.1 Foreign Language Classroom Anxiety Scale (FLCAS)

The initial data collection tool was the Foreign Language Classroom Anxiety Scale (FLCAS),
originally devised by Horwitz et al. (1986). The questionnaire consisted of 33 Likert-scale
questions (Strongly Agree, Agree, Neutral, Disagree, and Strongly Disagree). The variables
evaluated were text anxiety, speech anxiety, and the apprehension of negative appraisal (Mahigir,
2021). Horwitz et al. (1986) report that the Cronbach's alpha of the internal consistency of FLCAS
was 0.93, and dependability was 0.83. The initial questionnaire developed by Horwitz et al. (1986)
remains the primary tool for assessing anxiety (Mahigir, 2021; Gerencheal & Mishra, 2019;
Paneerselvam & Yamat, 2021).

Twenty-five statements constituted the definitive form of the questionnaire in this investigation.
The questionnaire incorporated Arabic translations of the statements to enhance the students’
understanding. The responses were evaluated on a five-point Likert scale: 1 = Strongly Agree, 2 =
Agree, 3 = Neutral, 4 = Disagree, and 5 = Strongly Disagree. The researcher conducted a pilot
study with 20 Omani EFL learners to assess the reliability of the customised questionnaire. The
Cronbach's alpha reliability of the face-to-face questionnaire was .76, indicating a relatively high
reliability index.

Behforouz et al. (2022) conducted a pilot study with Omani EFL learners to measure the reliability
index of this questionnaire, with a Cronbach’s alpha of 0.767, indicating high reliability. In
addition, to ensure the validity of the FLCAS, two Omani academics with PhDs in Applied
Linguistics and 20 years of teaching and research experience in the Omani EFL context reviewed
the questionnaire statements for modifications, language, and cultural barriers. Subsequently, the
study selected 25 statements to administer.

3.2.2 Second Language Speaking Anxiety Scale (SLSAS)

The SLSAS was developed, tested, and refined in accordance with the empirical and theoretical
explanations by Woodrow (2006) to measure students’ anxiety during speaking skills. The
questionnaire comprises 12 items, utilising a five-point Likert scale. The questionnaire statements
pertain to the levels of anxiety the students experience in various English-speaking contexts. Each
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statement addresses a different context, varying from classroom interactions, such as responding
to a teacher's question or delivering a short oral presentation, to more informal situations, such as
conversing with a native speaker or participating in discussions outside the classroom. Responses
ranged from 1 to 5 on a Likert scale as follows: 1 = Not at all anxious and 5 = Extremely anxious.

The questionnaire statements can be grouped into two broad categories: academic interactions and
informal/social contacts. Items dealing with academic interactions, such as answering questions in
class, participating in formal discussions, or presenting a report, measure anxiety associated with
structured academic situations, often involving an authority figure or a large audience. These items
measured performance anxiety and fear of evaluation in a formal academic setting. In contrast,
some items, such as talking with friends or classmates outside the classroom, interacting with
native speakers or staff, and communicating with administrative staff, assessed anxiety in informal
or social contact. These items refer to unstructured situations, i.e., social anxiety, particularly in
situations where students feel uncomfortable or face linguistic barriers when trying to
communicate in a second language.

The study excluded three items that involved interactions with native speakers from the anxiety
questionnaire because Omani EFL students seldom encounter native English speakers (the target
language) $$within their academic and social contexts. Thus, such interactions cannot be
considered typical situations and might not provide valid data on the degree of anxiety experienced
in more frequently encountered language use situations. Focusing the questionnaire on scenarios
relevant to their context means the tool measured the learners’ actual experiences and anxiety
levels in the situations they were most likely to encounter. This adaptation made the instrument
more relevant and valid for the population sample.

The researcher conducted a pilot study with a 16-member group of intermediate English
proficiency to measure the reliability of the nine-item questionnaire. The results showed a high
internal consistency of 0.864, which indicates a significantly reliable questionnaire. In addition,
the two Omani linguists reviewed the questions to ensure the validity of the items, and the students
also received the Arabic version of the statements.

3.2.3 English for the 21st Century 2nd Edition Book Series

The study employed the book English for the 21°" Century as a research instrument. The book
series is an official teaching and learning resource for the participants in this study, and the book
is intended for intermediate English proficiency students. The researchers focused on Chapters
Three, Four, and Five, selecting 40 words from these chapters to be taught and used by teachers
and students in the DST process.

3.3 Procedure

This study was conducted in the autumn semester of 2024—2025 at one of the higher education
universities in the North of Al Batinah, Oman. Students were informed about the research study
and their voluntary participation in it before the study. The participants were also assured that their
performance during the treatment would not affect their official continuous assessment for the
current semester. One week before starting therapy, the participants completed an anxiety scale to
assess their anxiety level in foreign language classes and a speaking test to ensure the homogeneity
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of their language learning anxiety level and similar speaking skills. After dividing the learners into
three groups, the two experimental groups underwent a speaking anxiety pretest, as it was another
variable to be measured within the experimental groups.

The control group received in-class instruction and practise for improving their listening and
speaking skills over a one-month treatment period. The participants completed a paper-based
project requiring them to find some questions about an assigned short story as the term project. In
Experimental Group A, the students were divided into four groups with four members each to use
the 10 new words of each week to design a DST project; moreover, they received class training
from their teacher based on the regular delivery plan stages. In addition to the in-class instructions,
students in experimental Group B had to design their DST projects individually. Before the
implementation stage, the experimental groups attended a workshop on creating DST. During this
session, the instructor explained the DST components, the programmes used to create them and
the process of constructing them. The implementation phase lasted four weeks, during which both
experimental groups produced four digital media narratives, individual decisions, and disparate
perspectives. Since these students needed access to digital instruments, all their classes relating to
project-making were conducted in the computer laboratories. However, the two groups approached
the task differently. In addition, the researcher demonstrated various video-editing software
programmes to the learners, including PowerPoint, VivaVideo, WeVideo, Capcut, Windows Movie
Maker, and Openshot. The Microsoft Teams group shared URLs to websites that provided images,
sounds, and guidelines for creating digital narratives in the public domain.

After the treatment, participants in the control group answered questions individually about their
specific short stories in class. Experimental Group A provided group presentations on the projects
they had prepared, and Experimental Group B presented their projects individually in class. One
week after the treatment, the students received another foreign language anxiety questionnaire to
measure the effects of the treatment on the students. In addition, the experimental groups received
a posttest of the speaking anxiety questionnaire, which focused on their anxiety in speaking before
and after treatment, and, lastly, measured the impact of DST on Omani students’ speaking
performance and conducted speaking posttests.

3.4 Data analysis
3.4.1 Speaking skills

The first statistical analysis of this study compared speaking performance among the three groups
in the pre- and posttests. The normality of data among the groups had to be measured before
selecting the best comparison test, which helped determine the appropriate parametric or
nonparametric test for analysing the data. Table 1 below shows the results of the normality tests of
the three groups.
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Table 1: The Shapiro-Wilk Test of Normality for all groups
Shapiro-Wilk

Groups Statistic df Sig.
Posttest ~ Control .885 16 .047
Exp.A .827 16 .006
Exp. B 931 16 255
Pretest Control .885 16 .047
Exp. A 759 16 .001
Exp. B .884 16 .044

Table 1 shows that the speaking scores for the control group are non-normal, both for the pretest
and posttest, with a p-value of 0.047 for each test. Correspondingly, Experimental Group A
displays significant deviation from normality. The p-value is 0.001 for the pretest and 0.006 for
the posttest. On the other hand, Experimental Group B is normally distributed in the posttest, as
shown by a p-value of 0.255, although this group does not meet the normality assumption in the
pretest, since the p-value is 0.044. Therefore, in instances where groups violate the normality
assumption, one might need to consider the nonparametric test for data analysis. Table 2 below
presents the results of the comparison between pretests and posttests among the groups.

Table 2: Mann-Whitney U Test of speaking skills among the groups
Pretest Posttest

Mann-Whitney U 89.500 11.500
Wilcoxon W 225.500 147.500
Z -1.536 -4.505
Asymp. Sig. (2-tailed) 124 .000
Exact Sig. [2*(1-tailed Sig.)] .149 .000

The results in Table 2 are insignificant among all groups, with a U-statistic of 89.500 and a Z-
value of -1.536. In the pretest, the p-value was larger than 0.05 for Asymp. Sig. = 0.124 and Exact
Sig. =0.149, thereby indicating that the groups’ performance levels were comparable in the pretest.
The posttest displayed a significant difference between the groups, as reflected by the U-statistic
at 11.500 and the Z-value at -4.505. The p-values of the posttests in asymptotic significance and
exact significance are both less than 0.001; thus, significant in showing that one or more groups
exhibited substantial improvements in performance after the intervention. Table 3 below
represents a comparison of the groups to learn more about their posttest performance.

Table 3: The results of Bonferroni in comparing the posttest of all groups

Mean 95% Confidence Interval
(I) Groups  (J) Groups _ Difference (I-J)  Std. Error Sig. Lower Bound  Upper Bound

Control Exp. A -2.50000 38188 .000 -3.4497 -1.5503
Exp. B -1.12500 38188 .015 -2.0747 -.1753
Exp. A Control 2.50000 38188 .000 1.5503 3.4497
Exp. B 1.37500 38188 .002 4253 2.3247
Exp. B Control 1.12500 38188 .015 1753 2.0747
Exp. A -1.37500 38188 .002 -2.3247 -.4253

Per Linguam 2026 42(1):39-57 47

http://dx.doi.org/10.5785/42-1-1212



B Behforouz & A Al Gaithi

Table 3 shows that the posttest scores analysed with the Bonferroni post-hoc test display
significant differences among the three groups. The mean difference between the control group
and Experimental Group A was -2.500 (p <0.001), showing that Experimental Group A performed
significantly better than the Control group. The mean difference between the Control group and
Experimental Group B was -1.125 (p = 0.015), showing a significant difference between
Experimental Group B and the Control group. The overall mean difference for Experimental
Group A versus Experimental Group B was 1.375, or p = 0.002. Therefore, Experimental Group
A performed significantly better than Experimental Group B. Posttest scores indicated that both
experimental groups demonstrated significant gain over the control group, although Experimental
Group A had the highest posttest scores.

3.4.2 Foreign language anxiety

The normality of the data was measured before conducting a suitable comparison test to analyse
the data for the groups’ anxiety levels before and after the treatment. Table 4 below shows the
results of data normality in the pretest and posttest among the groups.

Table 4: The results of Kolmogorov-Smirnov Test of Normality in pretests and posttests
Kolmogorov-Smirnov

Groups Statistic df Sig.
Pretest Control 233 16 .021
Exp. A 204 16 .073
Exp. B .168 16 200
Posttest ~ Control 233 16 .021
Exp. A 201 16 .084
Exp. B 270 16 .003

Table 4 shows that the control group significantly deviates from normality in both the pretest and
posttest, with p-values of 0.021. At the pretest, Experimental Group A had a statistic of 0.204 with
a p-value of 0.073, implying that the data did not differ significantly from normality, while data
for Experimental Group B are normally distributed, with a statistic of 0.168 and a p-value of 0.200.
In the posttest, Experimental Group A does not deviate insignificantly from normality, with a p-
value of 0.084. In contrast, Experimental Group B significantly departs from normality with a
statistic value of 0.270 and a p-value of 0.003. Therefore, the study performed a nonparametric
test to compare the results. Table 5 below shows the results on the groups’ anxiety levels before
and after the treatment.

Table 5: The results of the Kruskal-Wallis Test in comparing anxiety of all groups in pretest

and posttest
Pretest Posttest

Kruskal-Wallis H .159 32.102
df 2 2
Asymp. Sig. 924 .000

Table 5 shows that during the pretest, the H is 0.159 with a p-value of 0.924, indicating that the
analysis could not ascertain a significant difference in anxiety levels between the three groups at
the commencement of the study. The posttest shows that the H is 32.102 with a p-value < 0.001,
indicating a highly significant difference in the groups’ anxiety levels after treatment. Despite no
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differences in anxiety pre-intervention, there were indeed overall significant differences between
the groups at posttest, with at least one group demonstrating a statistically significant change.
Further analysis is needed to learn more about the highest and lowest foreign language anxiety
levels. Table 6 below presents a comparison of the groups’ foreign language anxiety levels in the
posttest.

Table 6: Multiple comparisons of anxiety levels among the groups using Scheffe Post-Hoc

Mean 95% Confidence Interval
(I) Groups  (J) Groups  Difference (I-J)  Std. Error Sig. Lower Bound = Upper Bound

Scheffe  Control Exp. A 24.87500 .50415 .000 23.5987 26.1513
Exp. B -.25000 .50415 .885 -1.5263 1.0263

Exp. A Control -24.87500 .50415 .000 -26.1513 -23.5987

Exp. B -25.12500 .50415 .000 -26.4013 -23.8487
Exp. B Control .25000 .50415 .885 -1.0263 1.5263

Exp. A 25.12500 .50415 .000 23.8487 26.4013

The posttest results of the Scheffé post-hoc test in Table 6 reveal significant differences among
the groups. The mean difference for the control and Experimental Group A groups was 24.875 (p
< 0.001), showing that anxiety in Experimental Group A was considerably less than that of the
Control group. There was no significant difference between the Control group and Experimental
Group B; the mean difference was -0.250, with p = 0.885. Using Experimental Group A and
Experimental Group B, a large effect size mean difference appeared, -25.125 (p < 0.001). Hence,
for Experimental Group A, anxiety appeared much lower than in Experimental Group B. These
results show that the intervention significantly relieved anxiety in Experimental Group A, whereas
no significant change occurred between the Control group and Experimental Group B.

3.4.3 Speaking anxiety

Further analysis was needed to compare the amount of anxiety between the two experimental
groups, using a speaking anxiety questionnaire to compare the groups' results before and after the
treatment. The normality of data distribution in the tests was measured before selecting the
appropriate test for comparing the results. Table 7 below shows the normality results for the
speaking exam questionnaire.

Table 7: The Kolmogorov-Smirnov Test of Normality for both groups in the pretest and
posttest

Kolmogorov-Smirnov

Groups Statistic df Sig.
Totalposttest ~ Exp.A .200 16 .086
Exp. B 209 16 .059
Totalpretest Exp.A 138 16 .200
Exp. B 178 16 .186

Table 7 shows that none of the distributions significantly deviated from normality. However, the
total posttest scores revealed a statistic value of 0.200 and df = 16, with a significance value of
0.086 for Experimental Group A, while Experimental Group B had a statistic value of 0.209 and
df = 16, with a significance value of 0.059. Both these values indicate that the data do not differ
significantly from a normal distribution at a 0.05 level of significance. The total pretest scores for
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Experimental Group A generated a statistic of 0.138 and df = 16, with a significance value of
0.200, representing a non-significant result, therefore confirming normality. The statistic for
Experimental Group B was 0.178, with 16 degrees of freedom and p = 0.186, which suggested no
significant deviation from normalcy. The anxiety scores in both groups had a normal distribution
in both sets of tests. Table 8 below presents the results of a parametric independent t-test to
compare the anxiety levels in the two groups.

Table 8: The results of the Independent T-Test in both groups' pre- and posttests

Levene's Test

for Equality
of Variances t-test for Equality of Means
95% Confidence
Interval of the
Sig. (2- Std. Difference
F Sig. t df tailed) ~ M.diff. Er.Dif.  Lower Upper
T.Pre Equal variances .090 .766  -1.370 30 181 -1.125 .820 -2.801 551
assumed
Equal variances -1.370 29.467 181 -1.125 .820 -2.802 552

not assumed.

T.Pos Equal variances 2.856 .101 -31.649 30 .000 -22.875 122 -24.351 -21.398
assumed

Equal variances -31.649 27.038  .000 -22.875 722 -24.357 -21.392
not assumed.

Table 8 shows no significant difference in the pretest anxiety scores of Experimental Group A and
Experimental Group B based on the t-test statistic of -1.370 as well as a p-value of 0.181.
Homogeneity of variances was met, as revealed by Levene's test, F = 0.090, p = 0.766, with a mean
difference between groups of -1.125, thus suggesting comparability insofar as anxiety levels before
the intervention. The posttest results indicate a statistically significant difference between the two
groups’ anxiety levels; Experimental Group A had significantly lower anxiety levels than
Experimental Group B. The posttest t-test statistic was -31.649, with a p-value of less than 0.001.
The mean difference of -22.875 indicates a significant decrease in anxiety for Experimental Group
A, and Levene's test confirmed the assumption of equal variances: F =2.856, p = 0.101. Although
the pretest ratings of both groups were similar, the posttest data indicate that the intervention
significantly reduced anxiety in Experimental Group A compared to Experimental Group B. Table
9 below shows the effect sizes of both groups regarding anxiety.

Table 9: The results of Independent Samples Effect Sizes between two groups
95% Confidence Interval

Standardizer Point Estimate Lower Upper
Totalpretest Cohen's d 2.32200 -.484 -1.184 223
Hedges' correction 2.38213 -472 -1.154 217
Glass's delta 2.16025 -.521 -1.230 204
Totalposttest ~ Cohen's d 2.04430 -11.190 -14.082 -8.282
Hedges' correction 2.09725 -10.907 -13.726 -8.073
Glass's delta 1.67207 -13.681 -18.565 -8.785

The effect size estimates for the pretest indicate little and non-significant differences between
Experimental Group A and Experimental Group B. The Cohen's d for the pretest was -0.484, with
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a 95% confidence interval ranging from -1.184 to 0.223, signifying a minimal difference in anxiety
levels before the intervention. Hedges' adjustment (-0.472) and Glass's delta (-0.521) both indicate
minor, non-significant disparities. Nevertheless, the posttest outcomes indicate a considerable and
statistically significant decrease in anxiety for Experimental Group A compared to Experimental
Group B. The posttest Cohen's d was -11.190, with a confidence interval ranging from -14.082 to
-8.282, signifying a substantial effect size. Hedges' correction (-10.907) and Glass's delta (-13.681)
further substantiate the intervention's substantial impact, indicating considerable reductions in
anxiety for Experimental Group A.

4. DISCUSSION

The study aimed to investigate the role of DST in language learning to measure its effect on foreign
language-learning anxiety, speaking performance, and speaking anxiety in learning settings. Forty-
eight Omani intermediate EFL students were randomly assigned to one control group and two
experimental groups to achieve these goals. While all the groups received their regular in-class
training, Experimental Group A did group DST projects, and Experimental Group B designed DST
projects individually. After one month of treatment, the findings of the study revealed that among
all the groups, the control group exhibited a high degree of anxiety during the language training
classes, Experimental Group B had the highest degree of anxiety, and Experimental Group A
exhibited the lowest amount of anxiety. The speaking performance comparison among the three
groups favoured Experimental Group A, which had the best speaking performance, followed by
Experimental Group B, and then the control group. Lastly, the results of the speaking questionnaire
administered to Experimental Group A and Experimental Group B, designing DST projects,
revealed that Experimental Group A exhibited less speaking anxiety than Experimental Group B.

The anxiety levels of Experimental Group A in language-learning and speaking performance were
undeniably lower, which can be explained by various elements intrinsic to group-based DST and
its impact on language acquisition. Experimental Group A was engaged in collaborative DST
projects that inherently nurture collaboration and mutual help. Conversely, individual efforts, as in
Experimental Group B, resulted in a heightened cognitive load. Students assumed full
responsibility for their work, and in this way, fed increasing anxiety, especially in creative and
public-speaking situations.

Collaborative projects provide social support, which is also considered an essential factor in
anxiety reduction. In this case, participants in Experimental Group A benefitted from peer
interaction, encouragement, and positive feedback while developing a more tolerant and amiable
environment. The social interaction herein is contrary to the psychological solitude often present
in individual tasks, as depicted by Experimental Group B, whereby students might be more
sensitive to perceived scrutiny and disapproval.

The collaborative DST created multiple opportunities for practise in a low-anxiety environment.
The students spoke collaboratively through training and peer interaction, thereby developing their
fluency and reducing nervousness about public speaking. In a group assignment, the students
become familiar with their audience and their group members throughout the project. This
configuration constitutes a safe space to try out new language features with the possibility of
making mistakes and receiving helpful feedback without fear of humiliation, whereas
Experimental Group B was under pressure to perform alone, without the security of peer
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assistance. Group presentations allow students to disperse some anxiety since the performing
burden is carried by all members. The fear of not performing well cannot be entertained, which is
a widely felt anxiety factor in speaking performance.

The results of the study align with research by Dewi and Sari (2022), who explored English
department students’ perceptions about using DST to overcome their fear of speaking English. The
findings of this study indicate that DST helped augment their confidence and ability to speak
English, as well as their critical thinking and understanding of social issues. These results are
consistent with Khomjani (2020) and Zuana (2018), who deem DST an effective tool for reducing
speaking anxiety in a foreign language. Rahmawati (2014) demonstrates that narrative is an
effective method for developing speaking skills. By integrating Zoom and storytelling, students
can engage in a distinct environment that alleviates their nervousness while enhancing their
speaking skills.

Another finding was that students' anxiety was lower in group work than in individual work in
designing DST. This result aligns with previous research findings on the efficacy of DST in
reducing group-work anxiety compared to individual work (Hsu, 2022; Brannen, 2021; Liu, Huang
& Xu, 2018; Zuana, 2018). Hsu (2022) aimed to determine whether storytelling tasks could help
EFL learners reduce public-speaking anxiety and how individual vs group storytelling tasks impact
anxiety levels. The findings suggest that storytelling tasks, especially within a cooperative learning
approach, can help EFL learners preempt and diminish public-speaking anxiety. The study
indicated that the difference between individual and group storytelling experiences enabled
learners to experience less anxiety in the classroom. Similarly, Liu et al. (2018) examined the effect
of learner grouping patterns (individual vs cooperative) on learning outcomes, learner autonomy,
and emotional experience during a DST task. The results showed that students working
cooperatively outperformed those working individually in all outcomes, including achievement,
learner autonomy, reduced foreign-language anxiety, and more positive emotional experiences
during the task. Brannen et al. (2021) examined the effectiveness of a group work contract in
facilitating collaborative group learning and reducing anxiety in traditional face-to-face and online
distance education course formats. The results showed that the group work contract improved
group dynamics, communication, and distribution of effort in both formats while also reducing
student anxiety associated with group work.

5. CONCLUSION

According to AttaAlla (2012), storytelling fosters a constructive, cooperative, and nurturing school
environment; it enhances student motivation and confidence (Wright, 1995). Moreover,
storytelling can improve students' English competence (Rini, Safrina & Nafisah, 2020). This study
attempted to measure the effect of DST on Omani EFL students’ speaking performance and foreign
language learning and speaking performance anxiety. In addition, the study measured the students’
levels of anxiety when creating a DST project in a group and individually. The findings revealed
that the students engaged in the DST project, focusing on paper-based story review, performed
better in speaking tests and exhibited lower anxiety levels than the control group. In addition, the
group that focused on DST creation through group work showed less anxiety than those who
worked individually.
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The findings of this research are useful for both students and instructors in the context of language
acquisition. This study determined that a collaborative learning method provides an ideal setting
for learners to hone their language proficiency in a low-pressure atmosphere, thereby building their
confidence in language use. Moreover, group work enables receiving feedback from others, which
helps students improve their speaking ability and minimise the anxiety obstacle when speaking.
The findings provide educators with a teaching strategy for building an interactive, anxiety-free
classroom environment. The inclusion of group-based DST in pedagogy enables educators to
create a much more interactive and learner-centred classroom atmosphere, enabling students’
development not only in linguistic performance but also in reducing a vital obstacle to language-
learning speaking anxiety.

The study had several limitations. The sample size was 48 students, which may limit generalising
these findings to larger populations. The study ran for one month only, which is quite a short period
to reflect the long-term effects of DST on anxiety reduction and speaking performance. The survey
included only intermediate-level EFL learners, potentially neglecting variations in anxiety and
performance that might exist in the broader student population at different competence levels.

There is far-ranging scope for future research to consolidate the results and findings of this study.
Future research could consider extending the intervention period beyond the current one-month
duration to capture possible long-term effects of DST on anxiety related to language learning and
speaking performance. In addition, studying a more extensive and diverse population, including
students at different competency levels and from various cultural and educational backgrounds,
would enhance the generalisability of findings. Investigating the effect of DST on language skills,
such as listening, reading, and writing, would also help provide a complete insight into its benefits
when learning languages.
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