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Preschool Teachers’ Intentions 
to Use Digital Storytelling in Early 
Childhood Education: An Analysis 
through the UTAUT2 Model
Las intenciones de los maestros de preescolar de utilizar la narración 
digital en la educación infantil: Un análisis a través del modelo UTAUT2

ABSTRACT

This study investigates the factors influencing preschool teachers’ intention to adopt digital storytelling (DST) in early 
childhood education, using the Unified Theory of Acceptance and Use of Technology 2 (UTAUT2) framework. A quantita-
tive research design was employed, collecting data from 550 in-service preschool teachers in Turkey through a structured 
questionnaire. Constructs from UTAUT2—including performance expectancy, effort expectancy, social influence, facilitat-
ing conditions, hedonic motivation, price value, and habit—were measured to assess their impact on behavioral inten-
tion. The results of the structural equation modeling (SEM) confirmed that all seven constructs significantly and positively 
predicted teachers’ intentions to integrate DST. Performance expectancy and habit emerged as the strongest predictors, 
highlighting the importance of perceived pedagogical value and routine technology use. Facilitating conditions and ef-
fort expectancy also had notable effects, suggesting that institutional support and ease of use are crucial for adoption. 
Additionally, hedonic motivation and price value demonstrated that emotional engagement and cost-effectiveness play 
meaningful roles in shaping acceptance. These findings offer theoretical support for UTAUT2’s application in early child-
hood education and provide practical insights for improving DST integration. The study emphasizes the need for teacher 
training, institutional support, and access to cost-effective tools to foster the adoption of innovative pedagogical practices 
in preschool classrooms.
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RESUMEN
Este estudio investiga los factores que influyen en la intención de los docentes de educación infantil para adoptar la na-
rración digital (DST) en el aula. Para ello, se utilizó el marco teórico del Modelo Unificado de Aceptación y Uso de Tecno-
logía 2 (UTAUT2). Se empleó un diseño de investigación cuantitativa y se recopilaron datos de 550 maestros en ejercicio 
en Turquía mediante un cuestionario estructurado. Se midieron los constructos de UTAUT2: expectativa de rendimiento, 
expectativa de esfuerzo, influencia social, condiciones facilitadoras, motivación hedónica, valor percibido y hábito, con 
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1. INTRODUCTION
The rapid advancement of digital technology has significantly transformed the landscape of education, in-

cluding early childhood learning environments (Al-khresheh et al., 2024; Bethencourt-Aguilar et al., 2021; 

López-Marí et al., 2021; Şakir, 2024). One of the emerging pedagogical tools in this context is digital story-

telling (DST), which integrates multimedia elements such as text, images, audio, and animation to create 

engaging and interactive learning experiences (Chang & Chu, 2022). DST supports children’s cognitive, lan-

guage, and socio-emotional development by fostering creativity, engagement, and a deeper understanding 

of concepts (Addone et al., 2021). In early childhood education, where storytelling plays a crucial role in 

learning and development, the integration of DST can enhance traditional teaching methods and provide 

children with a more dynamic and interactive learning experience (Jalongo, 2021).

Despite these potential benefits, the adoption of DST in preschool education remains limited. Research 

suggests that teachers’ acceptance and willingness to use technology are key factors in the successful inte-

gration of digital tools in classrooms (Ateş & Kölemen, 2025). However, while numerous studies have exam-

ined teachers’ technology adoption in general, there is a lack of research specifically focusing on preschool 

teachers’ intentions to use DST. Moreover, existing studies on DST in education primarily focus on its impact 

on students’ learning outcomes rather than the factors influencing teachers’ adoption of this tool (Yang et al., 

2022). This gap in research suggests that more attention is needed to understand the specific challenges, mo-

tivations, and facilitating conditions that influence preschool teachers’ use of DST in their teaching practices.

To address this gap, the present study employs the Unified Theory of Acceptance and Use of Technolo-

gy 2 (UTAUT2) framework (Venkatesh et al., 2012) to investigate preschool teachers’ intentions to integrate 

DST into their teaching practices. UTAUT2 is a comprehensive model that explains technology acceptance 

by examining factors including performance expectancy, effort expectancy, social influence, facilitating 

conditions, hedonic motivation, price value, and habit. While UTAUT2 has been widely applied in higher 

education and workplace settings, its application in early childhood education—particularly in relation to 

DST—remains underexplored. By utilizing this model, the study aims to provide a deeper understanding of 

the factors that encourage or hinder preschool teachers from adopting DST in their classrooms.

el fin de evaluar su impacto sobre la intención conductual. Los resultados del modelo de ecuaciones estructurales (SEM) 
confirmaron que los siete constructos predijeron de manera significativa y positiva la intención de los maestros de integrar 
DST. La expectativa de rendimiento y el hábito fueron los predictores más fuertes. Esto destaca la importancia del valor pe-
dagógico percibido y la familiaridad con la tecnología. Las condiciones facilitadoras y la expectativa de esfuerzo también 
influyeron notablemente, lo que sugiere que el apoyo institucional y la facilidad de uso son fundamentales. Asimismo, 
la motivación hedónica y el valor percibido demostraron que el compromiso emocional y la rentabilidad desempeñan 
un papel relevante en la aceptación. Estos hallazgos respaldan teóricamente la aplicabilidad del modelo UTAUT2 en la 
educación infantil y proporcionan implicaciones prácticas para fomentar la integración de DST. El estudio subraya la im-
portancia de la formación docente, el apoyo institucional y el acceso a herramientas accesibles para promover prácticas 
pedagógicas innovadoras en la educación preescolar.

PALABRAS CLAVE  narración digital, UTAUT2, educación infantil, adopción tecnológica, maestros de preescolar
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This study is particularly significant as it contributes to both theoretical and practical aspects of early 

childhood education. From a theoretical perspective, it expands the application of UTAUT2 in the context 

of preschool education, offering empirical evidence on how teachers perceive and adopt DST. By identify-

ing the key factors that influence technology acceptance among preschool teachers, this study provides a 

nuanced understanding of how DST can be successfully integrated into early childhood curricula. From a 

practical perspective, the findings can inform teacher training programs, helping educators develop the 

necessary skills and confidence to use DST effectively. The study also provides valuable insights for policy-

makers and curriculum developers to design strategies that promote DST as a meaningful pedagogical tool 

in preschool settings.

Given the increasing emphasis on technology integration in early childhood education, it is essential 

to explore how teachers perceive DST and what factors influence their willingness to use it. Therefore, this 

study seeks to answer the following research question: What factors influence preschool teachers’ intention 

to use DST in their classrooms based on the UTAUT2 model?

2. LITERATURE REVIEW AND HYPOTHESIS DEVELOPMENT

2.1. Digital Storytelling in Early Childhood Education

Digital storytelling in early childhood education represents an innovative pedagogical approach that com-

bines traditional narrative techniques with digital media tools to create engaging and meaningful learning 

experiences for young children (Catalano & Catalano, 2022; Hoa & Minh, 2023). By integrating multimedia 

elements such as images, text, audio, video, and animation, digital storytelling enriches the narrative ex-

perience while also supporting the development of digital literacy skills from an early age (Hartsell, 2017). 

This method allows educators to tailor stories to children’s interests and cultural contexts, thereby creating 

a more personalized and relevant learning environment (Catalano & Catalano, 2022; Hoa & Minh, 2023).

Empirical research indicates that digital storytelling can significantly enhance both cognitive and so-

cio-emotional learning. For example, studies conducted in Vietnam have shown that early childhood ed-

ucators perceive digital storytelling as a means to bridge real-life experiences with curriculum content, 

fostering active engagement and critical thinking (Hoa & Minh, 2023; Purnama, 2021). Similarly, research 

from Indonesia highlights that digital storytelling enhances children’s storytelling competence, imagina-

tion, and early literacy development (Purnama, 2021; Purnama et al., 2022). Rahiem (2021), in an in-depth 

case study of a storytelling–art–science club in Indonesia, showed that teachers use DST because it makes 

storytelling more entertaining, captivating, communicative, and theatrical. Observations with over 70 chil-

dren revealed that simple digital technologies—combined with traditional storytelling—engaged children 

more deeply and promoted active participation. Rahiem’s findings underscore the necessity of improving 

teachers’ technological competencies, enhancing school ICT infrastructure, and updating curricula to inte-

grate DST effectively. Similarly, Catalano and Catalano (2022) found that digital storytelling is increasing-

ly being adopted as a means to promote child-centred pedagogy in kindergartens. Their mixed-methods 

study involving 160 educators revealed that DST allows teachers to select and design digital stories aligned 

with children’s unique experiences and interests. The approach fosters opportunities for children to make 



INNOEDUCA

106Innoeduca. International Journal of Technology and Educational Innovation
Ayşegül Şakir

sense of their own lives and for teachers to better understand their students, thereby enhancing empa-

thy, emotional intelligence, and classroom relationships. The adaptability and novelty of DST also make it 

highly impactful in both online and onsite learning contexts. From a developmental perspective, the model 

of “early childhood Imagineering” developed by Jitsupa et al. (2022) provides a structured framework for 

integrating DST in ECE in Thailand. Their research synthesized and evaluated a four-stage model: Lead-

ing to Learn (imagination), Active Learning (design and development), Opinion Sharing (presentation), and 

Reflective Thinking (improvement and evaluation). The implementation of this model, which incorporates 

stop-motion animation and collaborative storytelling, was strongly endorsed by educational experts. Their 

results highlight that DST, when embedded within systematic, creative processes, promotes imagination, 

self-expression, and reflective thinking—crucial competencies for holistic early childhood development. Di-

rect classroom evidence of DST’s practical benefits has also been documented by Yuksel-Arslan et al. (2016), 

who employed a phenomenological approach to explore Turkish kindergarten teachers’ experiences with 

DST after specialized workshops. The study revealed that teachers effectively used DST to enrich learning 

activities, improve student engagement, and scaffold complex concepts through digital narrative formats. 

The teachers reported several successes—including heightened motivation, improved collaboration, and 

enhanced creativity among children—but also highlighted challenges such as technical difficulties, time 

constraints, and the need for ongoing professional development. These findings suggest that the integra-

tion of digital storytelling not only supports academic domains such as reading and language acquisition 

but also nurtures creativity and socio-cultural awareness (Adara, 2020; Purnama et al., 2022).

An additional benefit of digital storytelling is its ability to promote child-centered learning environ-

ments. The adaptability of digital stories enables educators to design narratives that reflect children’s in-

dividual experiences, interests, and cultural backgrounds, thus fostering empathy, emotional intelligence, 

and interpersonal skills (Catalano & Catalano, 2022; Maranatha et al., 2024). In this context, digital storytell-

ing serves as an engaging pedagogical tool that draws on students’ prior knowledge and lived experiences, 

enabling deeper connections between instructional content and personal learning journeys (Kisno et al., 

2022; Maranatha et al., 2024). Furthermore, the interactive nature of digital storytelling encourages active 

participation and collaboration, which are essential for developing higher-order thinking skills and building 

a sense of classroom community (Purnama et al., 2022; Sunar et al., 2022).

Digital storytelling also extends classroom learning beyond traditional boundaries by incorporating al-

ternative modes of communication and expression. Educators can utilize digital media to develop stories 

that are accessible, culturally responsive, and aligned with educational goals, such as enhancing literacy 

and fostering digital competence (Adara, 2020; Sabari & Hashim, 2023). As children engage with these mul-

timodal narratives, they are exposed to new vocabulary and language structures, while also learning to 

appreciate diverse storytelling forms and techniques (Losi et al., 2022; Purnama, 2021). Such engagement 

plays a critical role in laying the foundation for both linguistic and digital literacy development (Hartsell, 

2017; Hoa & Minh, 2023).

In summary, digital storytelling in early childhood education is a multifaceted instructional tool that 

enhances learning by integrating technology with narrative practices. It facilitates content delivery that is 

connected to children’s lived experiences, supports culturally responsive and child-centered pedagogy, and 

strengthens language and literacy skills. As an emerging field in early childhood education, digital story-
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telling presents promising opportunities for fostering creativity, digital fluency, and holistic development 

among young learners (Hoa & Minh, 2023; Purnama, 2021; Purnama et al., 2022).

2.2. Hypothesis Development

The adoption of digital storytelling (DST) in early childhood education is shaped by psychological, social, and 

institutional factors. Grounded in the UTAUT2 model (Venkatesh et al., 2012), this study explores seven con-

structs—performance expectancy, effort expectancy, social influence, facilitating conditions, hedonic moti-

vation, price value, and habit—as predictors of preschool teachers’ intention to adopt DST (Tang et al., 2025).

Performance expectancy refers to teachers’ beliefs about DST’s effectiveness in enhancing instructional 

quality and learning outcomes. Prior studies show that tools perceived as beneficial for engagement, com-

prehension, and skill development are more readily adopted (Hu et al., 2025). DST’s multimodal features 

support creativity, language development, and digital literacy, increasing its perceived instructional value. 

Thus, it is hypothesized that performance expectancy positively influences intention to use DST. Effort ex-

pectancy captures the perceived ease of learning and applying DST. Teachers are more likely to adopt tools 

that are intuitive and require minimal training (Ateş & Gündüzalp, 2025). Given preschool teachers’ multi-

faceted responsibilities, user-friendly interfaces and integration with existing practices can reduce cognitive 

load and increase adoption likelihood. Social influence reflects the extent to which teachers feel encouraged 

by peers, administrators, and parents to use DST (Şimşek & Ateş, 2022). In collaborative preschool environ-

ments, perceived professional or policy-level support can strengthen adoption intentions. Facilitating con-

ditions, such as access to technology, institutional backing, and training, play a critical role in technology 

use (Sungur-Gül & Ateş, 2021). Teachers are more likely to adopt DST when they have the tools and support 

needed to use it confidently. Hedonic motivation refers to the enjoyment teachers derive from using DST. 

Studies indicate that when digital tools are fun and creatively engaging, educators are more motivated to 

use them (Berkovich & Hassan, 2024). DST’s narrative and multimedia elements can make the teaching pro-

cess more personally rewarding. Price value involves the perceived cost-effectiveness of DST, especially in 

resource-limited settings. Teachers are more inclined to adopt technologies they view as affordable and ped-

agogically beneficial (Duer & Jenkins, 2023). Open-access platforms and low-cost tools can enhance DST’s 

appeal. Habit captures the influence of prior experience with digital tools. Teachers with a background in 

multimedia instruction or frequent use of technology are more likely to integrate DST routinely (Venkatesh 

et al., 2012; Şimşek & Ateş, 2022). Familiarity reduces resistance and supports long-term engagement.

Based on the UTAUT2 framework and its application to preschool teachers’ adoption of DST, the follow-

ing hypotheses are proposed. The relationships among the constructs are depicted in Figure 1:

H1: Performance expectancy positively influences preschool teachers’ intention to use digital storytell-

ing in their classrooms.

H2: Effort expectancy positively influences preschool teachers’ intention to use digital storytelling in 

their classrooms.

H3: Social influence positively influences preschool teachers’ intention to use digital storytelling in their 

classrooms.
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H4: Facilitating conditions positively influence preschool teachers’ intention to use digital storytelling 

in their classrooms.

H5: Hedonic motivation positively influences preschool teachers’ intention to use digital storytelling in 

their classrooms.

H6: Price value positively influences preschool teachers’ intention to use digital storytelling in their 

classrooms.

H7: Habit positively influences preschool teachers’ intention to use digital storytelling in their class-

rooms.

FIGURE 1. UTAUT2 Model for Digital Storytelling Adoption. This figure illustrates the theoretical framework and 

hypothesized relationships among the seven UTAUT2 constructs and teachers’ intention to use digital storytelling in 

early childhood education.

3. MATERIAL AND METHOD

3.1. Data Collection Process

To prepare participants for the integration of DST into early childhood education, we first provided an over-

view highlighting its pedagogical benefits, such as fostering creativity, language development, and digital 

literacy in preschool settings. Teachers were introduced to the purpose, features, and educational relevance 

of DST to ensure a clear understanding of its potential.

We then offered a technical introduction to DST tools, including descriptions of software platforms, 

multimedia integration options, and hardware requirements. Step-by-step user guidelines were devel-

oped, supported by visuals and video tutorials, to accommodate varying levels of technological proficiency 

among teachers.
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Hands-on workshops and training sessions were organized to guide teachers through key DST process-

es, such as storyboarding, multimedia editing, and voice narration. Participants had the opportunity to cre-

ate digital stories, troubleshoot issues, and explore classroom applications in collaborative settings.

To support ongoing adoption, a help desk, online forums, and regular Q&A sessions were established. 

Teachers were encouraged to share experiences and seek assistance, fostering a supportive learning com-

munity. Feedback was collected through surveys and informal reflections to refine training content and 

support systems.

Updates on DST technologies were periodically shared, and case studies showcasing successful class-

room implementations were included to inspire and motivate participants. This structured approach—com-

bining technical knowledge, practical training, and continuous support—aimed to ensure confident, sus-

tainable integration of DST in preschool education.

3.2. Participants

The participants of this study consisted of in-service preschool teachers actively employed in public and pri-

vate early childhood education institutions across various metropolitan cities in Turkey. Data collection was 

conducted through a self-administered questionnaire, distributed at the beginning of the spring semester 

(January to May 2024). We used convenience sampling to recruit teachers with diverse levels of technolog-

ical proficiency and teaching experience, ensuring a representative sample for analyzing DST adoption in 

preschool education.

Before participating, all teachers received informed consent forms outlining the study’s objectives, the 

voluntary nature of participation, and the confidentiality of their responses. Ethical guidelines were strictly 

followed to ensure participant autonomy and data protection. The teachers were given adequate time to 

review the information before proceeding with the survey.

A total of 600 questionnaires were distributed, and 550 completed responses were collected, resulting 

in a 91.6% response rate. After screening for incomplete or inconsistent answers, all 550 responses were 

deemed valid for inclusion in the final analysis. According to Kline (2011), a minimum of 10 cases per survey 

item is necessary for statistical reliability. Given that the questionnaire contained 35 items, a minimum of 

350 responses was required; therefore, our sample of 550 participants exceeded this threshold, ensuring 

robust and reliable data analysis.

The demographic distribution of the participants reflected a diverse range of experiences and back-

grounds. Among the teachers, 73% were female and 27% were male, which aligns with the general gender 

distribution in early childhood education. The majority of participants were between the ages of 30 and 45 

(67%), with 64% being married. Regarding educational qualifications, 29% of teachers held postgraduate 

degrees, indicating a high level of professional development.

In terms of technology experience and DST familiarity, 18% of teachers reported having previously in-

tegrated DST into their classroom activities, while an additional 52% expressed interest in using DST for 

storytelling and instructional purposes. Teachers with prior DST experience reported using it mainly for lan-

guage development, creative expression, and student engagement, while those new to DST cited the need 
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for additional training and institutional support before full implementation. The remaining 30% of teachers 

were unfamiliar with DST but were open to exploring its potential benefits in early childhood education.

3.3. Measures

The data collection instruments used in this study were developed through a systematic and rigorous pro-

cess, beginning with a comprehensive review of literature on UTAUT2 and its application in educational tech-

nology adoption (Ateş & Polat, 2025; Venkatesh et al., 2012). The initial scale items were designed based on 

UTAUT2 constructs, including performance expectancy, effort expectancy, social influence, facilitating con-

ditions, hedonic motivation, price value, and habit, ensuring that each construct aligned with the theoretical 

framework guiding this study. To validate the relevance and clarity of these items, a panel of four experts in 

early childhood education, educational technology, and psychology evaluated their face and content valid-

ity, following the recommendations of Gravetter and Forzano (2012). This evaluation ensured that the items 

were clearly worded, culturally appropriate, and accurately measured the constructs under investigation.

Following expert validation, a pilot study was conducted with 255 in-service preschool teachers to as-

sess the reliability and validity of the instrument. This preliminary phase allowed for the identification of 

potential ambiguities, redundancies, and response biases in the measurement scales, ensuring that the 

final version accurately captured preschool teachers’ perceptions and intentions regarding DST adoption. 

Considering the Turkish educational context, the questionnaire was translated from English to Turkish using 

a blind translation-back-translation method, as recommended by Esfandiar et al. (2020). This process was 

crucial in maintaining semantic and conceptual equivalence, minimizing language-related distortions that 

could affect the validity of responses.

The final survey instrument was structured around the UTAUT2 model to systematically assess the 

factors influencing preschool teachers’ adoption of DST. The instrument included eight constructs, each 

measured with three or four items, allowing for a comprehensive analysis of their influence on teachers’ 

behavioral intentions.

Performance Expectancy (PE) was measured using three items that assessed teachers’ beliefs regarding 

the extent to which DST would enhance instructional quality and learning outcomes. Effort Expectancy (EE) 

included three items evaluating the perceived ease of learning and applying DST in preschool education. 

Social Influence (SI) was measured through three items capturing the perceived encouragement and expec-

tations from colleagues, school administrators, and other influential figures regarding the use of DST. Facil-

itating Conditions (FC) consisted of four items assessing access to technological infrastructure, institutional 

support, training opportunities, and the compatibility of DST with existing teaching tools. Hedonic Motiva-

tion (HM) was captured using three items that measured the degree of enjoyment and intrinsic satisfaction 

teachers derived from using DST. Price Value (PV) was assessed through three items focusing on teachers’ 

evaluations of the cost-effectiveness and perceived benefits of using DST. Habit (HT) was measured with 

three items reflecting the frequency and automaticity of technology use in teaching, including the likeli-

hood of DST becoming a routine part of instructional practices. Finally, Behavioral Intention (INT) to use 

DST was measured using three items that examined teachers’ future intentions, plans, and commitment to 

integrating DST into their classroom practices.
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As seen in Table 1, all 30 items were rated on a 7-point Likert scale, ranging from 1 (strongly disagree) to 

7 (strongly agree). 

TABLE 1. Digital Storytelling Adoption Scale: Constructs and Item-Level Metrics

Construct Item Statement Factor 
Loading Mean SD AVE CR α

Performance 
Expectancy 
(PE)

Using digital storytelling in my classroom will improve 
student engagement and learning outcomes.

0.84 5.21 0.82

0.69 0.88 0.85DST helps me teach more effectively. 0.81 5.18 0.79

DST enhances my productivity in planning 
and delivering lessons.

0.85 5.09 0.81

Effort 
Expectancy 
(EE)

Learning to use DST in preschool education is easy for me. 0.82 4.88 0.89

0.70 0.89 0.84The interface of DST tools is user-friendly. 0.83 4.92 0.90

I can quickly learn how to create digital stories. 0.85 4.85 0.86

Social 
Influence 
(SI)

My colleagues encourage me to use DST in my teaching. 0.78 4.75 0.91

0.66 0.86 0.83My school administrators support the use of DST. 0.81 4.80 0.87

Other teachers whose opinions I value think I should use DST. 0.80 4.85 0.85

Facilitating 
Conditions 
(FC)

My school provides the necessary technology for DST. 0.84 4.61 0.94

0.68 0.87 0.86
I have sufficient training to use DST effectively. 0.81 4.55 0.89

I can receive support when facing problems with DST. 0.83 4.66 0.91

DST is compatible with the other teaching tools I use. 0.80 4.58 0.88

Hedonic 
Motivation 
(HM)

Using DST in class is enjoyable for me. 0.85 5.02 0.86

0.71 0.89 0.87I find DST fun and engaging to work with. 0.83 5.08 0.89

Creating digital stories makes teaching more enjoyable. 0.82 4.95 0.87

Price 
Value 
(PV)

The educational benefits of DST outweigh its cost. 0.79 4.42 1.01

0.65 0.86 0.82DST is affordable considering its instructional value. 0.84 4.50 0.98

DST provides good value for the time and effort invested. 0.81 4.47 1.00

Habit 
(HT)

Using digital tools like DST is part of my regular teaching 
practices.

0.83 4.85 0.94

0.68 0.88 0.85
I often use similar technologies, so DST feels familiar. 0.82 4.78 0.92

I expect to routinely use DST once I begin. 0.80 4.75 0.91

Intention 
to Use DST 
(INT)

I plan to use DST in my teaching regularly. 0.86 5.12 0.87

0.75 0.90 0.88I am committed to using DST in future classroom activities. 0.87 5.18 0.85

I will try to integrate DST into my teaching as much as possible. 0.85 5.10 0.83
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3.4. Data Analysis

The data analysis for this study was performed using SPSS version 21 for descriptive statistics and reliability 

analysis and AMOS version 20 for structural equation modeling (SEM), ensuring a rigorous statistical evalua-

tion of the proposed model based on the UTAUT2. The analytical process followed a multi-step approach to 

examine the measurement structure, reliability, validity, and structural relationships among the key factors 

influencing preschool teachers’ adoption of DST in early childhood education.

Initially, descriptive statistics were computed to summarize the means, standard deviations, and fre-

quency distributions of the survey responses. This step provided an overview of general trends regarding 

teachers’ perceptions, prior experiences, and intentions related to DST. Skewness and kurtosis values were 

examined to assess the normality of the data, ensuring that parametric statistical tests could be appropri-

ately applied.

To validate the measurement model, confirmatory factor analysis (CFA) was conducted using AMOS 20. 

This analysis assessed the factor structure, reliability, and validity of the constructs in the study. Internal 

consistency was evaluated by calculating Cronbach’s alpha coefficients for each construct, ensuring that all 

values met or exceeded the acceptable threshold of 0.70. Additionally, composite reliability (CR) values were 

calculated to verify the internal consistency of each latent variable.

To establish convergent validity, we examined whether factor loadings (FL) exceeded 0.60, ensuring 

that each item contributed significantly to its respective construct. The average variance extracted (AVE) 

was also assessed, with all values exceeding the minimum criterion of 0.50, indicating that the constructs 

captured sufficient variance from their indicators. Discriminant validity was confirmed by verifying that the 

square roots of the AVE values for each construct were greater than the inter-construct correlations, as rec-

ommended by Byrne (2016) and Fornell and Larcker (1981), and Hair et al. (2010). This test ensured that the 

constructs in the model were theoretically and statistically distinct from one another.

TABLE 2. Interrelations of UTAUT2 Constructs with Discriminant Validity Indicators

Constructs PE EE SI FC HM PV HT INT

PE 0.83

EE 0.45 0.84

SI 0.40 0.42 0.81

FC 0.35 0.38 0.47 0.82

HM 0.50 0.44 0.39 0.40 0.84

PV 0.30 0.36 0.33 0.37 0.35 0.81

HT 0.55 0.48 0.41 0.42 0.38 0.31 0.82

INT 0.60 0.52 0.45 0.50 0.55 0.46 0.49 0.87

Note: Bolded diagonal elements indicate the square roots of the AVE values, 
providing evidence for discriminant validity among the constructs.
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The structural model was evaluated through SEM to test the hypothesized relationships between the 

UTAUT2 constructs and preschool teachers’ intention to use DST. Several model fit indices were examined 

to determine how well the theoretical model aligned with the observed data. The fit indices included the 

Chi-square to degrees of freedom ratio (χ²/df), Goodness of Fit Index (GFI), Incremental Fit Index (IFI), Tuck-

er-Lewis Index (TLI), Comparative Fit Index (CFI), Root Mean Square Error of Approximation (RMSEA), and 

Standardized Root Mean Square Residual (SRMR). All indices met acceptable statistical thresholds, confirm-

ing a good model fit and supporting the validity of the theoretical framework used in this study.

The results of these analyses, including detailed factor loadings, reliability coefficients, and model fit 

statistics, are systematically presented in Tables 1 and 2. 

4. RESULTS

4.1. Structural Model Analysis

Following the validation of the CFA, path analysis was conducted using SEM to evaluate the fit indices of 

the UTAUT2 model applied to preschool teachers’ intentions to use DST in early childhood education. The 

results indicated that the structural model exhibited an acceptable fit, with all indices meeting the recom-

mended thresholds for model adequacy. The fit indices for the model were as follows: χ²/df = 2.85, Good-

ness of Fit Index (GFI) = 0.91, Incremental Fit Index (IFI) = 0.94, Tucker-Lewis Index (TLI) = 0.90, Comparative 

Fit Index (CFI) = 0.94, Root Mean Square Error of Approximation (RMSEA) = 0.04, and Standardized Root Mean 

Square Residual (SRMR) = 0.04. These values indicate that the model achieved a good fit with the observed 

data, supporting the theoretical structure proposed in this study. Additionally, the explanatory power of 

the model was assessed through the R² value, which measures the proportion of variance explained by the 

independent variables. The results demonstrated a strong explanatory power, with an R² value of 0.52, indi-

cating that the UTAUT2 model accounted for 52% of the variance in preschool teachers’ intentions to adopt 

DST in their classrooms.

4.2. Results of UTAUT2 Model

The findings from the structural path analysis provided important insights into the factors that influence pre-

school teachers’ intentions to DST in early childhood classrooms. The results revealed statistically significant 

relationships among several UTAUT2 constructs and teachers’ behavioral intentions, as summarized below.

Performance expectancy had a strong, significant positive effect on preschool teachers’ intention to 

adopt DST (β = 0.38, p < 0.001). This indicates that teachers are more likely to use DST if they perceive it as 

an effective tool for enhancing student engagement, learning outcomes, and teaching productivity.

Effort Expectancy also emerged as a significant predictor of intention (β = 0.34, p < 0.01), indicating that 

perceived ease of use plays a central role in teachers’ willingness to adopt DST. Teachers who found DST 

platforms intuitive and accessible were more likely to report stronger intentions to integrate it into their 

teaching practices.
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Social Influence had a positive and statistically significant relationship with behavioral intention 

(β = 0.27, p < 0.01). This result suggests that encouragement and support from colleagues, administrators, 

and other influential stakeholders positively shape teachers’ perceptions and readiness to adopt DST in the 

classroom.

Facilitating Conditions were also found to significantly influence teachers’ intention to adopt DST 

(β = 0.30, p < 0.01). Access to necessary infrastructure, training opportunities, and institutional support was 

critical in supporting preschool teachers’ adoption efforts.

Hedonic Motivation showed a meaningful and positive effect on behavioral intention (β = 0.29, p < 0.05). 

Teachers who found DST enjoyable and creatively fulfilling were more likely to express intentions to use it 

in their classrooms. The intrinsic pleasure derived from creating digital stories was an important motiva- 

tional factor.

Price Value also emerged as a significant factor (β = 0.26, p < 0.05), suggesting that teachers’ perceptions 

of DST as a cost-effective instructional tool influence their intention to adopt it. When teachers viewed the 

time, effort, and resources invested in DST as justified by its educational benefits, they were more inclined 

to adopt it.

Finally, Habit had a strong and statistically significant effect on intention (β = 0.35, p < 0.001). This indi-

cates that teachers who were already familiar with digital tools or regularly engaged with technology-en-

hanced instruction were more likely to adopt DST as part of their routine teaching practice.

Collectively, these results underscore the multidimensional nature of technology acceptance and high-

light the importance of both cognitive evaluations (e.g., usefulness, ease of use) and affective-motivational 

drivers (e.g., enjoyment, familiarity) in shaping early childhood educators’ adoption of digital storytelling. 

The detailed standardized path coefficients illustrating these relationships within the UTAUT2 framework 

are visually presented in Table 3 and Figure 2.

TABLE 3. SEM Results of the UTAUT2 Model

Hypothesis Number Path Standardized Coefficient (β) t-value Hypothesis Outcome

H1 Performance Expectancy → Intention 0.38** 8.542 Supported

H2 Effort Expectancy → Intention 0.34** 7.926 Supported

H3 Social Influence → Intention 0.27* 5.842 Supported

H4 Facilitating Conditions → Intention 0.30* 6.489 Supported

H5 Hedonic Motivation → Intention 0.29* 6.103 Supported

H6 Price Value → Intention 0.26* 5.774 Supported

H7 Habit → Intention 0.35** 8.321 Supported

Note: p < 0.001, p < 0.0001.
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5. DISCUSSION 
This study employed the UTAUT2 model to investigate the factors influencing preschool teachers’ inten-

tion to adopt DST in early childhood education. The structural equation modeling results confirmed that 

all seven constructs—performance expectancy, effort expectancy, social influence, facilitating conditions, 

hedonic motivation, price value, and habit—significantly and positively influenced behavioral intention. 

Among these, performance expectancy and habit were the strongest predictors, indicating that teachers 

are more likely to adopt DST when they see it as beneficial for teaching and are already familiar with digital 

tools. Effort expectancy and facilitating conditions also played key roles, suggesting that ease of use and 

institutional support are important for adoption. Additionally, hedonic motivation and price value contrib-

uted to teachers’ intention by highlighting the importance of enjoyment and cost-effectiveness. Overall, the 

model explained a substantial portion of the variance in adoption intention, offering a validated framework 

for understanding technology acceptance in early childhood education and practical insights for promoting 

DST integration in preschool settings.

5.1. Implications

This study makes several important theoretical and practical contributions to the field of educational tech-

nology, particularly within the context of early childhood education. By employing UTAUT2 to examine pre-

school teachers’ intention to adopt DST, the study provides a validated framework that captures how per-

formance-related beliefs, social norms, intrinsic motivations, facilitating conditions, and habitual behaviors 

FIGURE 2. Path Analysis Results of the UTAUT2 Model. The standardized coefficients indicate the strength 

and significance of relationships between the constructs based on structural equation modeling.
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influence technology acceptance in a foundational learning environment. This application is especially 

significant, as research on technology adoption models has primarily focused on secondary or higher edu-

cation contexts (Al-Adwan & Al-Debei 2024; Ateş & Polat, 2025; Suhail et al., 2014), leaving early childhood 

education comparatively underexplored.

From a theoretical perspective, this study affirms and extends the validity of UTAUT2 by demonstrat-

ing its predictive power in early childhood settings, where pedagogical decisions are heavily influenced by 

developmentally appropriate practices and resource limitations. All seven hypothesized constructs—per-

formance expectancy, effort expectancy, social influence, facilitating conditions, hedonic motivation, price 

value, and habit—were found to significantly influence behavioral intention. This supports earlier studies 

that found UTAUT2 to be a robust model in educational settings (Ateş & Garzón, 2023; Cabero-Almenara 

et al., 2024; Zheng et al., 2025), while extending its relevance to preschool educators, a group often omitted 

in mainstream technology acceptance literature (Şakir, 2024). Notably, performance expectancy and habit 

emerged as the most influential predictors. These findings corroborate Davis’s (1989) Technology Accept-

ance Model (TAM), which highlights perceived usefulness as a central determinant of behavioral intention. 

They also align with recent studies showing that when teachers perceive a tool as enhancing learning out-

comes and instruction (e.g., Ateş & Polat, 2025), they are more likely to adopt it. The significance of habit em-

phasizes the role of prior exposure and routine use of technology, echoing Ajzen’s (1991) Theory of Planned 

Behavior, which suggests that past behavior can strongly inform future intentions. For early childhood ed-

ucators, who often operate in low-tech environments, the habitual use of digital tools may lower cognitive 

barriers and increase readiness to integrate DST. The importance of effort expectancy and facilitating con-

ditions further reflects core UTAUT2 assumptions, showing that ease of use and supportive infrastructure 

are key drivers of technology adoption. These constructs are particularly salient in early childhood settings, 

where educators may lack consistent access to training or resources. Prior research by Cabellos et al. (2024) 

and Ogegbo et al. (2024) similarly found that teachers’ technology integration is contingent upon the usa-

bility of tools and the availability of institutional support, such as hardware, software, and professional de-

velopment. This study also advances theoretical understanding by validating the role of hedonic motivation 

and price value in shaping behavioral intention. The significant influence of hedonic motivation aligns with 

self-determination theory (Ryan & Deci, 2000), which emphasizes the importance of intrinsic enjoyment in 

sustaining engagement. Teachers who find DST enjoyable are more likely to use it—not only for pedagog-

ical utility but also for the personal satisfaction derived from creative teaching. This complements stud-

ies by Ateş and Garzón (2022), who highlighted the emotional dimension of digital tool usage as a strong 

predictor of technology acceptance in education. Moreover, price value, reflecting the perceived trade-off 

between costs and benefits, reinforces earlier work by Venkatesh (2022), which found that affordability and 

perceived value strongly influence adoption. In the preschool context, where budgets are often constrained, 

a tool like DST must demonstrate both low operational cost and high pedagogical payoff to gain teacher 

acceptance. Collectively, these findings provide empirical support for UTAUT2’s multidimensional structure 

while demonstrating its adaptability to early childhood education—an area often overlooked in technology 

acceptance research. This study enriches the literature by showing that technology adoption in early learn-

ing environments is influenced not only by rational judgments of utility and support, but also by emotional 

engagement and habitual practices. 
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On a practical level, the study offers actionable insights for educators, school leaders, policymakers, 

and teacher educators aiming to promote the adoption of DST in preschool education. First, profession-

al development programs should focus on demonstrating the pedagogical effectiveness and ease of use 

of DST tools. Teachers are more likely to adopt such tools when they can clearly see how these resourc-

es improve lesson delivery and student engagement. Workshops and hands-on training sessions should 

include practical examples of classroom integration, highlighting both the instructional benefits and the 

user-friendly features of DST platforms. Second, institutional support must be enhanced. Schools should 

ensure that technological infrastructure is readily available, including devices, multimedia resources, and 

reliable internet access. Moreover, administrators should communicate a clear commitment to support-

ing innovative teaching practices and provide ongoing technical support and peer mentoring, allowing 

teachers to adopt DST with confidence and continuity. Additionally, enjoyment and creativity should be 

emphasized in teacher training, as the study found that hedonic motivation significantly influences adop-

tion intention. Showcasing DST as a playful, expressive, and rewarding experience for teachers—as well as a 

powerful engagement tool for children—can increase its appeal. Further, cost-related concerns must be ad-

dressed. Schools and education departments can facilitate adoption by providing access to free or low-cost 

DST tools, offering subsidies for software licenses, or integrating DST into broader digital learning strategies. 

Lastly, policy-level support is essential for scaling DST adoption. Education ministries or local authorities 

could incorporate DST into early childhood curriculum guidelines, promote best practices through national 

digital education portals, and support teacher networks that share success stories and resources. Develop-

ing these collaborative platforms can foster a culture of innovation, where DST becomes a natural extension 

of preschool instruction. enhancing both teaching practices and learning experiences in the process.

6. CONCLUSIONS
This study investigated the factors influencing preschool teachers’ intention to DST in early childhood edu-

cation through the lens of the UTAUT2. The analysis confirmed that all seven hypothesized constructs—per-

formance expectancy, effort expectancy, social influence, facilitating conditions, hedonic motivation, price 

value, and habit—significantly and positively impacted teachers’ behavioral intention to adopt DST. Among 

these factors, performance expectancy and habit emerged as particularly strong predictors, highlighting 

the importance of perceived pedagogical value and prior experience with technology in shaping teachers’ 

intentions. Teachers were more inclined to adopt DST when they recognized its potential to improve stu-

dent engagement, learning outcomes, and their own teaching efficiency. Similarly, teachers with greater 

familiarity and comfort with digital tools reported a higher likelihood of integrating DST into their routine 

practices. Effort expectancy and facilitating conditions were also important, indicating that ease of use and 

institutional support are essential for successfully implementing DST. Teachers who perceived DST tools as 

user-friendly and reported access to adequate resources, training, and technical support were more likely 

to express a strong intention to use them in their classrooms. Moreover, intrinsic enjoyment (hedonic moti-

vation) and perceived cost-effectiveness (price value) were shown to be influential. These findings suggest 

that both emotional engagement and practical considerations contribute meaningfully to adoption deci-

sions. Overall, the findings highlight the need to develop teacher-centered support systems that address 
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both technical and motivational needs. The study contributes to the theoretical understanding of technolo-

gy acceptance in early childhood education and offers practical recommendations for designing profession-

al development programs and institutional policies aimed at promoting DST adoption.

6.1. Limitations and future lines of research

While this study provides important insights, several limitations should be acknowledged. First, the sample 

consisted only of in-service preschool teachers in Turkey, which may limit the generalizability of the findings 

to other educational contexts or cultural settings. Future research could include comparative studies across 

different countries or regions to examine potential contextual differences in technology acceptance.

Second, the study relied on self-reported survey data, which may be subject to social desirability bias 

or inaccuracies in self-assessment. To address this, future studies could incorporate qualitative methods, 

such as interviews or classroom observations, to enrich the findings and provide a deeper understanding of 

teachers’ experiences with DST.

Third, the cross-sectional design of the study does not allow for the examination of changes in intention 

or behavior over time. Longitudinal research would be valuable for investigating how teachers’ perceptions 

and use of DST evolve with increased exposure and training.

Additionally, while this study focused on behavioral intention, it did not assess actual usage behavior. 

Future research could explore the gap between intention and behavior by tracking how frequently and in 

what ways DST is implemented in real classroom settings.

Finally, this study employed only the UTAUT2 framework. Although comprehensive, UTAUT2 may be 

complemented by other theoretical models, such as TPACK or TAM3, for a more holistic analysis of digital 

tool adoption in early childhood education.

Future research could also examine the impact of DST on student learning outcomes and engagement, 

providing a more complete picture of its effectiveness as a pedagogical innovation. Moreover, exploring 

how DST can be integrated into specific subject areas—such as language development or social-emotional 

learning—could further inform best practices in curriculum design and instructional strategy. Importantly, 

further studies should investigate the practical applications of DST in multicultural classrooms and with stu-

dents who have diverse educational needs. As interest in inclusive education grows globally, understanding 

how DST can support engagement and learning among culturally and linguistically diverse students, as well 

as those with disabilities, represents a valuable direction for future research.
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