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Abstract 
Digital platforms and AI tools are now routine in language education, but technology by itself 
rarely produces sustained learning. Likewise, narrative-rich tasks can boost engagement, yet they 
may drift from curricular outcomes if they are not anchored in accurate, discipline-relevant 
content. This conceptual paper addresses the persistent fragmentation across three strands of 
scholarship: technology integration (CALL), narrative pedagogy, and content-based/data-driven 
instruction. It proposes a triadic framework that aligns (a) Edu-Tech (delivery, interaction, and 
feedback), (b) Edu-Fiction (narrative scaffolds that support motivation and identity work), and 
(c) Edu-Facts (authentic, verifiable input and evidence-based knowledge building). Using 
conceptual synthesis, the paper specifies three integration mechanisms: technology enabling 
narrative task design, narrative framing strengthening engagement with factual content, and 
factual constraints guiding creative production. It also offers a practical sequencing heuristic—
factual anchor, narrative scaffold, then technological production. The framework identifies 
boundary conditions related to infrastructure, assessment regimes, and teacher preparation, and 
it concludes with testable propositions for empirical validation. The contribution is a transferable 
design logic that helps curriculum designers and teachers coordinate engagement, delivery, and 
epistemic substance within one coherent model. 
Keywords: educational technology; digital storytelling; content-based instruction; conceptual 
framework; instructional design. 
 

1. INTRODUCTION 
 
Background and Significance 
The accelerating evolution of educational technology has transformed how languages are taught 
and learned worldwide. Artificial intelligence, virtual reality, and adaptive feedback systems now 
permeate classrooms and self-learning platforms, redefining learner interaction and assessment 
(Godwin-Jones, 2021; Kukulska-Hulme & Viberg, 2018). Yet, despite the ubiquity of these tools, 
technology alone does not ensure pedagogical depth. The urgency of the present moment lies 
not in acquiring more tools, but in understanding how to orchestrate them meaningfully to 
sustain engagement, accuracy, and cognitive development in language learning. In an era where 
AI-mediated instruction is rapidly expanding, educators must balance innovation with epistemic 
rigor and learner identity formation. 
1.1 Literature Review and Gap 
Existing scholarship in computer-assisted language learning (CALL) has advanced understanding 
of technology integration, focusing on usability, learner autonomy, and digital literacies (Levy & 
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Hubbard, 2005; Reinders & White, 2010). Parallel research in narrative pedagogy underscores 
the motivational and identity-building power of storytelling in language education (Kalmbach, 
2022; Castañeda, 2013). Meanwhile, content-based instruction (CBI) and data-driven learning 
(DDL) have established the importance of factual grounding through authentic texts and corpora 
(Brinton et al., 2003; Boulton & Cobb, 2017). However, these streams rarely intersect. The 
technological, narrative, and factual dimensions of instruction are typically treated in isolation—
resulting in fragmented designs that lack cohesion across affective, cognitive, and epistemic 
domains. Few studies have attempted to theorize or operationalize the interplay among these 
three pillars, leaving a critical gap in how language education can harmonize engagement, 
delivery, and substance. 
1.2 Aim and Research Questions 
This study addresses that gap by proposing an integrative conceptual framework that bridges the 
domains of Edu-Tech (technological mediation), Edu-Fiction (narrative and affective framing), 
and Edu-Facts (evidence-based content). The main objective is to conceptualize how these 
elements can be intentionally aligned to support dynamic, coherent, and transferable learning 
experiences in language education. The guiding research question is: How can technology, 
narrative engagement, and factual content be systematically integrated to enhance both cognitive 
and affective dimensions of second language learning? 
1.3 Theoretical or Conceptual Framework 
The framework draws on cognitive-affective models in second language acquisition (Dewaele & 
MacIntyre, 2019), constructivist learning theory (Piaget, 1970), and the ICAP framework (Chi & 
Wylie, 2014), which classifies learner engagement from passive to interactive levels. Edu-Tech 
provides the enabling infrastructure for active and interactive engagement; Edu-Fiction embeds 
learning within emotionally resonant and identity-relevant contexts; and Edu-Facts ensure 
epistemic grounding through authentic, verifiable input. Together, these dimensions form a 
triadic system that promotes balanced cognitive load, sustained motivation, and conceptual 
transfer. The model thus extends beyond traditional CALL frameworks by theorizing integration 
mechanisms rather than isolated functions. 
(e) Contribution and Structure of the Paper 
This paper contributes to the literature by offering a unifying framework that reconciles 
creativity, factuality, and digital mediation in language pedagogy. It provides both conceptual 
clarity and actionable principles for instructional design, teacher preparation, and educational 
technology development. The following sections elaborate the framework’s theoretical 
foundations, describe the conceptual synthesis method, and present practical applications 
illustrating its pedagogical utility. The study concludes with implications for future research, 
curriculum innovation, and the empirical validation of triadic integration in digital language 
learning environments. 
 

2. LITERATURE REVIEW 
 

2.1 Edu-Tech: Mediating Language Learning Through Technological Tools 
The integration of digital technologies in language education has evolved from peripheral 
supplementation to becoming a core component of instructional design. Educational technology, 
or Edu-Tech, now encompasses a wide array of tools—from intelligent tutoring systems and 
automated speech recognition to mobile-assisted language learning (MALL) platforms and 
immersive virtual reality (VR) environments. These technologies have expanded the affordances 
available to language instructors, enabling personalization, multimodality, real-time feedback, 
and asynchronous access to learning materials (Godwin-Jones, 2021; Kukulska-Hulme & Viberg, 
2018). 
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Within the field of computer-assisted language learning (CALL), researchers have consistently 
emphasized the importance of pedagogically grounded integration of technology. As Chapelle 
(2001) argued early on, technology should not be adopted for its novelty but for its ability to 
support language learning processes such as input enhancement, interaction, and output 
production. This perspective has been refined over the past two decades by scholars such as 
Levy and Hubbard (2005), who called for a principled approach to CALL that aligns with 
learning theories and learner needs. 
One of the key affordances of Edu-Tech is its capacity to mediate cognitive and affective 
dimensions of language acquisition. Mobile applications and AI-driven platforms, for example, 
can provide just-in-time feedback, simulate interactional scenarios, and adapt content difficulty 
based on learner performance (Reinders & Benson, 2017). VR-based systems allow learners to 
practice linguistic skills in immersive, contextualized settings, enhancing both engagement and 
retention (Lan, 2020). Furthermore, tools like chatbots and speech recognition systems have 
shown promise in fostering pronunciation and oral fluency in low-anxiety environments (Li & 
Hegelheimer, 2013; Xu et al., 2020). 
Despite these benefits, concerns remain regarding the instrumentalist use of technology—where 
tools are adopted without clear pedagogical objectives or empirical grounding (Hampel & 
Stickler, 2015). Technology is not neutral; it mediates learning in ways that can either empower 
or constrain, depending on how it is designed, implemented, and evaluated. As Bax (2011) 
cautioned, the goal should not be the wholesale replacement of traditional teaching but the 
normalization of technology as an integrated, context-sensitive pedagogical agent. 
In sum, Edu-Tech offers a powerful yet complex toolkit for language education. When 
implemented thoughtfully, it can scaffold linguistic development, provide authentic 
communicative opportunities, and foster learner autonomy. However, its effectiveness depends 
on how well it is aligned with pedagogical aims and integrated into a broader instructional 
ecosystem—precisely where the proposed triadic model finds its relevance. 
2.2 Edu-Fiction: Leveraging Narrative for Engagement, Identity, and Meaning-Making 
Narrative is central to human cognition, memory, and identity construction. In language 
education, storytelling and imaginative framing are not mere embellishments but cognitive tools 
that support meaning-making, emotional resonance, and communicative practice (Bruner, 1991; 
Egan, 1988). Edu-Fiction—the use of fictional, narrative-based, or hypothetical scenarios in 
instruction—draws on this pedagogical potential to enrich the learner’s experience and foster 
deeper engagement. 
In second language acquisition (SLA), narrative serves multiple functions: it provides structure 
for discourse, scaffolds memory, and enables learners to experiment with voice, perspective, and 
identity. Pavlenko (2003) highlights how narrative practices can reposition learners as agentive 
participants in meaning-making, allowing them to reimagine their identities in the target language. 
This is particularly valuable in EFL contexts where authentic interaction is limited. By embedding 
learning in narrative, instructors can simulate complexity and context without relying solely on 
real-world materials (Bell, 2002). 
Research in digital storytelling also reinforces the value of narrative-driven tasks for language 
learners. Castañeda (2013) and Yang & Wu (2012) found that multimodal narratives helped 
learners develop greater fluency, vocabulary depth, and confidence. The narrative mode allows 
for the rehearsal of communicative acts, situated use of grammar, and emotional investment—
factors often absent in decontextualized drills. Through fiction, learners are able to inhabit roles, 
manipulate events, and make meaning beyond rote form-focused practice (Kalmbach, 2022). 
The affective and motivational benefits of storytelling have also been widely noted. Krashen 
(1982) argued that lowering the affective filter is essential for input to become intake, and 
narrative contexts—particularly those involving humor, suspense, or emotional arcs—can 
reduce learner anxiety and foster sustained attention. Fiction also offers a safe space for risk-
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taking, as learners are distanced from personal failure and more willing to experiment with 
complex structures and unfamiliar vocabulary (Nunan, 2004; Dörnyei & Csizér, 2012). 
However, Edu-Fiction is not without limitations. Critics caution against overly elaborate 
scenarios that obscure instructional goals or fail to align with learning outcomes (Richards, 2013). 
Furthermore, in contexts where test-oriented instruction dominates, narrative tasks may be 
marginalized in favor of more “measurable” outcomes. Despite these concerns, the weight of 
evidence supports the inclusion of narrative-based elements as a core—not peripheral—
component of language pedagogy. 
Within the triadic model proposed in this paper, Edu-Fiction occupies a critical role: it animates 
content, frames interaction, and humanizes language learning. When coupled with Edu-Tech 
tools such as AI-generated story prompts or VR simulations, the pedagogical potential of fiction 
is further amplified. 
2.3 Edu-Facts: Grounding Language Learning in Evidence-Based and Content-Rich 
Instruction 
While technology and narrative enhance the delivery and framing of instruction, educational 
effectiveness ultimately hinges on what is being taught. In the context of language education, 
Edu-Facts refers to the use of accurate, discipline-specific, and verifiable content to drive 
instruction. This includes the integration of real-world knowledge, domain-relevant vocabulary, 
data-rich input, and authentic discourse—principles central to content-based instruction (CBI), 
English for Academic Purposes (EAP), and data-driven learning (DDL) paradigms (Brinton, 
Snow, & Wesche, 2003; Hyland, 2006; Boulton, 2012). 
CBI has long been recognized as an effective method for developing both language proficiency 
and subject matter competence. By embedding language instruction within meaningful content, 
learners are exposed to academic genres, specialized lexis, and cognitively demanding tasks 
(Grabe & Stoller, 1997). This contextualized input is known to foster deeper processing, better 
retention, and more robust transfer of skills—outcomes less reliably produced by 
decontextualized grammar instruction (Snow & Brinton, 2017). 
Similarly, the data-driven learning (DDL) approach emphasizes the role of empirical evidence—
often in the form of corpora or real-life texts—in helping learners notice patterns, test 
hypotheses, and build inductive understanding of language use (Johns, 1991; Boulton & Cobb, 
2017). Corpora-based learning exposes students to frequency, collocations, and variation, 
anchoring their learning in actual usage rather than intuition or rule-based generalizations. 
In addition to linguistic benefits, grounding language instruction in factual content enhances 
critical literacy. Learners engage not only with the form of language but also with its epistemic 
function—how language constructs and conveys truth, authority, and perspective in various 
genres (Leki, 2007). Whether analyzing climate change data, interpreting scientific reports, or 
writing argumentative essays based on source texts, learners develop skills essential for academic 
success and informed citizenship. 
Edu-Facts also help meet accountability and curriculum alignment standards in many educational 
systems. As Richards and Rodgers (2014) observe, instruction that can be explicitly tied to 
content standards and learning outcomes is often more defensible in institutional and policy 
contexts. The use of fact-based materials—especially when aligned with STEM, business, or 
social science content—has been shown to improve motivation and perceived relevance among 
older and more advanced learners (Moore & Lorenzo, 2015). 
However, challenges persist. CBI and DDL approaches require well-trained instructors, access 
to quality materials, and curriculum flexibility—resources not always available in EFL settings 
(Lo & Leung, 2020). Moreover, overemphasis on factual precision can sometimes constrain 
creativity and fluency, particularly if not balanced with exploratory or affective dimensions of 
learning. 
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In the proposed triadic model, Edu-Facts act as the epistemic backbone—ensuring that 
engagement (via Edu-Fiction) and delivery (via Edu-Tech) are anchored in substance. When 
properly integrated, factual content enriches linguistic input, supports genre awareness, and 
aligns language learning with real-world cognitive demands. 
2.4 The Conceptual Framework 
Fig 1 illustrates the conceptual framework proposed in this paper, which positions Edu-Tech, 
Edu-Fiction, and Edu-Facts as three interdependent pillars of effective language pedagogy. At 
the core of the model is the Nexus—a point of convergence where technological delivery (Edu-
Tech), narrative engagement (Edu-Fiction), and factual grounding (Edu-Facts) are purposefully 
aligned to create a unified instructional experience. Edu-Tech provides the tools and platforms 
for interaction, access, and real-time feedback. Edu-Fiction introduces imaginative scenarios and 
narrative structures that foster emotional engagement, identity exploration, and sustained 
motivation. Edu-Facts ensure that learning remains anchored in authentic, evidence-based 
content that promotes critical thinking and real-world applicability. The outer ring of the 
model—‘Enhanced Language Learning’—represents the intended outcome of this integration, 
where cognitive, affective, and epistemic dimensions of learning are fully engaged. The 
framework emphasizes that these components, when developed in isolation, offer limited 
pedagogical impact; but when intentionally combined, they form a dynamic, learner-centered 
ecosystem conducive to deep and transferable language acquisition. 

 
 
Figure 1. Conceptual Framework: The Nexus of Edu-Tech, Edu-Fiction, and Edu-Facts 
2.5 Putting the Nexus into Practice: A Pedagogical Sequence 
To move from theory to practice, this framework can be applied to design integrated pedagogical 
sequences where each component informs and reinforces the others. Consider the following 
multi-step lesson plan for a foreign language classroom, such as teaching introductory Spanish. 
The Task is for students to create a short digital story about a person's daily routine, using target 
vocabulary for actions, time, and places. The story must be grounded in authentic, cultural facts 
and be compelling enough to engage their peers. 
Step 1: The Factual Anchor (Edu-Facts). The lesson begins by grounding learners in 
verifiable, evidence-based cultural content. The goal is to provide the "epistemic backbone" for 
the task. In this activity, learners are guided to explore authentic online resources such as virtual 
tours of Spanish cities, short videos showcasing typical Spanish breakfasts, and articles discussing 
working hours and the tradition of siestas. Their task is to analyze these materials to gain insights 
into cultural norms and extract key facts that reflect a typical day in the life of someone living in 
Spain. This phase emphasizes observation, comprehension, and information-gathering skills as 
a foundation for deeper cultural understanding. 
The role of Edu-Facts in this stage is to ensure learners engage with accurate and contextually 
rich content. By exposing students to real-life cultural practices through authentic materials, the 
activity fosters critical literacy and helps develop intercultural competence. Rather than relying 
on assumptions or stereotypes, learners build a factual base from which their narratives can 
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emerge. This accuracy is essential not only for educational value but also for creating stories that 
are meaningful and respectful of the target culture. 
The interplay between these Edu-Facts and the narrative task is intentional and strategic. The 
factual knowledge acquired serves as both a linguistic and cultural scaffold, prompting learners 
to creatively transform their findings into a relatable story. This process supports retention and 
comprehension, as students reframe objective cultural data into a memorable and engaging 
narrative. In doing so, the storytelling becomes not just a communicative exercise, but a powerful 
tool for internalizing and personalizing intercultural knowledge. 
 
Step 2: The Narrative Scaffold (Edu-Fiction). The second step introduces a narrative layer 
to make the factual content engaging and memorable. This is where the imaginative framing 
comes into play to build a "motivational architecture". In this stage of the lesson, students draw 
upon the cultural facts gathered earlier to develop a central character for their story—such as a 
student in Madrid or a chef in Barcelona. They are tasked with constructing a narrative arc that 
mirrors a typical day in that character’s life, including events like waking up, commuting, 
attending school or work, enjoying lunch, and returning home. This creative task challenges 
learners to contextualize their factual knowledge within a coherent storyline that reflects real 
cultural patterns. 
The role of Edu-Fiction here is to transform these abstract facts into meaningful, emotionally 
engaging narratives. It provides a communicative context where language is used purposefully 
and authentically, allowing students to experiment with voice, perspective, and tone. This phase 
not only supports the development of narrative skills but also lowers the affective filter by 
fostering learner confidence and encouraging risk-taking in language production. Through 
storytelling, students become more invested in the learning process and more likely to internalize 
the language and culture they are studying. 
The interplay between Edu-Fiction and Edu-Facts is fundamental to this phase. The narrative 
must be rooted in the cultural realities previously explored, ensuring that each plot point or event 
aligns with authentic, context-based information. This grounding in factual content not only 
lends credibility to the story but also helps organize and solidify knowledge. By embedding facts 
within a structured narrative, students make the information more memorable and engaging—
turning data into lived, relatable experience. 
 
Step 3: The Technological Enabler (Edu-Tech). The final step provides the tools to deliver 
the integrated content and narrative.  
Edu-Tech is positioned as an enabler, not a driver, of the pedagogical goals. In the final stage, 
learners use a digital storytelling platform—such as a slide presentation tool, a video-editing app, 
or even an AI-powered story generator—to produce their narratives. They are encouraged to 
enrich their stories by embedding visual elements from the virtual tour, adding voiceovers for 
character dialogue, and incorporating music or sound effects to heighten emotional engagement. 
This activity invites learners to shift from scriptwriting to production, where their linguistic, 
cultural, and creative choices come together in a polished multimodal presentation. 
The role of Edu-Tech in this phase is to enable expressive versatility and creative autonomy. By 
leveraging digital tools, students can combine text, imagery, and sound in ways that mirror 
contemporary forms of communication. Technology here serves not just as a tool, but as a 
catalyst for engagement—facilitating asynchronous collaboration, supporting differentiated 
learning paths, and offering affordances that go beyond the constraints of traditional language 
classrooms. It creates space for learners to take ownership of the production process, shaping 
how their story is received and experienced. 
What emerges is a synthesis: Edu-Tech serves as the integrative medium through which Edu-
Fiction and Edu-Facts converge into a compelling final product. The platform doesn't merely 
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host the story—it enhances it by amplifying both the emotional resonance of the narrative and 
the authenticity of the factual content. This convergence ensures that the learning experience is 
not only cognitively rich but also emotionally meaningful and transferable to real-world 
communicative contexts, such as intercultural dialogue, academic presentations, or creative 
writing. 
This multi-step example illustrates how the three components work in synergy. The authentic 
cultural information (Edu-Facts) provides the necessary substance, which is then made engaging 
and relatable through narrative framing (Edu-Fiction), and finally, all of this is brought to life 
and made shareable via digital tools (Edu-Tech). This approach avoids fragmentation and 
demonstrates how each component is a necessary part of a coherent, integrated pedagogical 
design. 
 

3. METHOD 
 
3.1 Research Design and Theoretical Rationale 
This study employed a conceptual and analytical design—a conceptual development approach 
(Torraco, 2005)—to synthesize and extend existing theories at the intersection of educational 
technology, narrative pedagogy, and content-based instruction. This design was chosen because 
the study aimed not to test hypotheses empirically but to generate a theoretically grounded, 
integrative model that could inform both research and classroom practice. The approach aligns 
with design-based research principles (Reeves, 2006) and critical construct synthesis (Sandoval, 
2014), which emphasize iterative theory building through reflective analysis of multidisciplinary 
evidence. 
3.2 Participants and Context 
As a conceptual study, no human participants were involved. The “participants,” in an analytical 
sense, consisted of the corpus of peer-reviewed studies analyzed to construct the framework. 
These sources represented research conducted in diverse global contexts—including higher 
education, K–12, and online language learning environments—between 2000 and 2023. The 
scope reflects the field’s transition from early CALL experimentation to advanced AI-mediated 
pedagogy. 
3.3 Data Sources, Instruments, and Materials 
The study relied on secondary data drawn from academic databases including Scopus, Web of 
Science, and Google Scholar. Key search terms included educational technology in SLA, 
narrative pedagogy, digital storytelling, content-based instruction, and data-driven learning. 
Inclusion criteria required that sources be: (a) peer-reviewed, (b) theoretically or empirically 
grounded, and (c) directly relevant to second or foreign language education. A total of 
approximately 120 studies were screened, and 65 met the inclusion threshold for synthesis. 
Reliability was ensured through cross-validation of theoretical constructs across multiple 
frameworks (CALL, SLA, and educational psychology). Conceptual validity was reinforced 
through thematic convergence among independent research streams. 
3.4 Procedure 
The framework was developed through a three-phase analytical process. The first phase involved 
a targeted literature review, in which studies from applied linguistics, computer-assisted language 
learning (CALL), discourse analysis, and instructional design were identified, classified, and 
analyzed for theoretical relevance. In the second phase, thematic categorization, the findings 
were organized under three interrelated constructs—Edu-Tech (technological mediation), Edu-
Fiction (narrative engagement), and Edu-Facts (factual grounding). Each construct was 
examined for its pedagogical affordances, cognitive and affective outcomes, and contextual 
constraints. The third phase, integrative synthesis, entailed inductively modeling the Nexus 
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Framework, mapping the points of intersection among the three domains and iteratively refining 
these relationships to achieve conceptual coherence and theoretical depth. 
3.5 Data Analysis 
Analysis combined qualitative thematic synthesis and conceptual mapping. Following Torraco’s 
(2005) guidelines, patterns were identified, coded, and clustered to reveal how the three 
pedagogical dimensions intersect conceptually. Relationships among constructs were visualized 
using schematic representations (e.g., Figure 1). The synthesis was interpretive but systematically 
traceable, ensuring analytical transparency and conceptual replicability. 
3.6 Ethical Considerations 
No human or animal subjects were involved; hence, ethics approval and informed consent were 
not required. Nevertheless, all secondary data sources were cited and used in accordance with 
academic integrity standards. The study adheres to institutional guidelines for ethical research 
and aligns with international standards for conceptual analysis and academic transparency. 
3.7 Methodological Limitations 
As a conceptual analysis, the model’s strength lies in its heuristic and theoretical clarity, not 
empirical validation. While it provides a testable framework, further research is needed to 
evaluate its effectiveness in real-world settings. The synthesis may also reflect publication bias, 
as only English-language, peer-reviewed articles were included. Nonetheless, the triangulation of 
CALL, SLA, and educational design literature enhances the robustness and generalizability of 
the resulting framework. 
 

4. DISCUSSION 
 
The proposed framework—situated at the intersection of Edu-Tech, Edu-Fiction, and Edu-
Facts—offers a new lens through which language educators and curriculum designers can 
conceptualize integrated instructional design. Rather than viewing technology, content, and 
creativity as separate or competing pedagogical domains, this model argues for their intentional 
convergence as mutually reinforcing dimensions of language learning. The value of this triadic 
integration lies in its capacity to align delivery mechanisms, engagement strategies, and epistemic 
content within a single, coherent instructional ecosystem. 
4.1 Rethinking Pedagogical Fragmentation 
Current practice in many educational settings often treats these elements in isolation. Technology 
is adopted as a delivery tool but frequently lacks narrative richness or content depth. Content-
based instruction may present real-world data or disciplinary texts, yet lacks student engagement 
when stripped of affective or imaginative framing. Storytelling and creativity may be included as 
classroom “add-ons” but are rarely aligned with broader curricular outcomes or factual rigor. 
The proposed framework addresses this fragmentation by offering a model in which each 
component is necessary—but not sufficient—on its own. The strength lies in the synergy, not in 
the sum of the parts. 
4.2 Edu-Tech as Enabler, Not Driver 
The model positions Edu-Tech as an enabler, not the pedagogical driver. The tool itself should 
be in service of narrative and epistemic goals. For instance, immersive technologies like VR can 
simulate fictional worlds grounded in factual content—such as recreating historical events, 
scientific experiments, or culturally authentic interactions. In such cases, the technology does not 
replace teaching, but amplifies the affective and cognitive affordances of Edu-Fiction and Edu-
Facts. 
4.3 Edu-Fiction as Motivational Architecture 
Edu-Fiction contributes to the motivational architecture of learning. Its power lies not in 
escapism but in situating language within emotionally resonant and cognitively plausible 
scenarios. Whether through digital storytelling, role-playing, or scenario-based learning, narrative 
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builds investment. When learners care about the “story,” they care about the language used to 
navigate it. This approach also supports identity exploration, voice development, and learner 
autonomy—core values in contemporary SLA theory (Pavlenko, 2003; Norton, 2013). 
4.4 Edu-Facts as Epistemic Backbone 
Edu-Facts play a regulatory role in the framework. They ensure that creativity and technological 
innovation are grounded in accuracy, relevance, and curricular alignment. Especially in academic 
and professional language settings (e.g., EAP, ESP), instruction must prepare learners to engage 
with factual texts, argument structures, and genre conventions. Factual grounding provides not 
only content knowledge but also a basis for critical literacy, genre awareness, and higher-order 
thinking (Hyland, 2006; Leki, 2007). 
4.5 Implications for Language Education 
This model is particularly relevant for EFL contexts with limited access to authentic interaction, 
as well as technology-enhanced learning environments such as online, blended, VR, or AI-based 
platforms. It also supports curricula that integrate content and language, including CLIL, ESP, 
and EAP programs, and benefits educators developing autonomous learning tasks in CALL or 
self-access settings. The framework serves as a practical tool for both instructional design and 
teacher training by providing a clear vocabulary and structure to reflect on pedagogical decisions. 
Crucially, it moves educators beyond the false dichotomies of “content vs. creativity” or 
“technology vs. tradition,” advocating instead for integrated, pedagogically coherent approaches. 
 
5. Implications and Future Directions 
The framework proposed in this paper contributes to both the theoretical and practical 
dimensions of language education by providing a model that aligns engagement, delivery, and 
content in a cohesive, interdisciplinary structure. Its relevance spans curriculum design, 
classroom practice, educational technology development, and teacher training—particularly in 
contexts where innovation is needed but fragmented implementation is the norm. 
5.1 Pedagogical Implications 
The triadic model encourages the development of curricula that integrate digital tools (Edu-
Tech), imaginative pedagogy (Edu-Fiction), and authentic content (Edu-Facts) in a structurally 
coherent way. This approach is particularly valuable in content-integrated programs such as 
CLIL, EMI, and ESP, where subject-matter knowledge and language proficiency must develop 
in tandem.  
It also offers curriculum designers a practical template for aligning learning outcomes with 
delivery methods and engagement strategies. At the instructional level, the model calls for teacher 
education programs to move beyond a narrow focus on either technology or content, and instead 
support educators in designing lessons that intentionally layer narrative, factual scaffolding, and 
technological mediation.  
It promotes reflective practice by prompting questions such as: What kind of story does this 
lesson tell? What is the factual backbone? How does technology support and enrich both? From 
the learner’s perspective, the model fosters autonomy, investment, and relevance. By situating 
language within meaningful, story-driven contexts and equipping learners with tools to engage 
real-world data, the framework mirrors the multimodal, interdisciplinary demands of 
contemporary communication. In doing so, it prepares students not only to understand language 
but to use it critically, creatively, and with purpose. 
5.2 Research Implications 
The triadic model encourages the development of curricula that integrate digital tools (Edu-
Tech), imaginative pedagogy (Edu-Fiction), and authentic content (Edu-Facts) in a structurally 
coherent way. This is particularly relevant for content-integrated programs such as CLIL, EMI, 
and ESP, where subject-matter knowledge and language proficiency must develop 
simultaneously. It offers curriculum designers a practical framework for aligning learning 
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outcomes with delivery methods and engagement strategies. For teachers and teacher educators, 
the model calls for a broader perspective that goes beyond isolated focus on technology or 
content. It promotes the design of lessons that deliberately layer narrative framing, factual 
grounding, and digital mediation, prompting reflective questions such as: What story does this 
lesson tell? What knowledge underpins it? And how does technology support both? From the 
learner’s perspective, this integrated approach fosters autonomy, relevance, and deeper 
engagement. By embedding language within meaningful narrative contexts and providing access 
to real-world data through modern tools, the framework mirrors the multimodal, 
interdisciplinary literacy demands of 21st-century communication, preparing learners to use 
language not just accurately, but purposefully, critically, and creatively. 
5.3 Technological Development Implications 
Developers of educational platforms—especially in the CALL space—could use this framework 
to design learning environments that are not only adaptive or interactive, but also narratively and 
factually rich. Rather than focusing solely on interface or automation, platforms could scaffold 
meaningful scenarios (Edu-Fiction), grounded in corpus-informed or discipline-specific input 
(Edu-Facts), and mediated through ethical and pedagogically sound use of AI (Edu-Tech). 
 
6. Limitations 
While this framework offers a coherent model for integrating technology, narrative, and factual 
content in language education, several limitations should be acknowledged. First, as a conceptual 
model, its value lies in theoretical synthesis and heuristic potential, not in empirical verification. 
No direct classroom data has yet been collected to test its impact on learning outcomes or 
instructional efficiency. 
Second, the framework may not be equally applicable across all educational contexts. Resource-
limited environments may lack the infrastructure to fully implement the technological dimension 
(Edu-Tech), while exam-driven systems may constrain the use of narrative-based pedagogies 
(Edu-Fiction). Likewise, fact-based instruction (Edu-Facts) assumes access to discipline-specific, 
authentic content and trained educators capable of delivering it—conditions that are not 
universally available. 
Third, the proposed model is culturally situated in the assumptions it makes about learner 
autonomy, creativity, and interdisciplinary teaching. In more rigid, centralized education systems, 
teacher roles, curriculum policies, or assessment frameworks may restrict the triadic integration 
this model promotes. 
Finally, the boundaries between the three components—Edu-Tech, Edu-Fiction, and Edu-
Facts—are inherently fluid. While the model draws conceptual distinctions for clarity, in practice 
these domains often overlap, interact, or conflict in complex ways. Further research is needed to 
unpack how these tensions play out in different teaching contexts, learner populations, and 
language learning goals. 
 
 

7. CONCLUSION 
 
This paper has proposed a triadic conceptual framework that brings together Edu-Tech, Edu-
Fiction, and Edu-Facts as complementary dimensions of language pedagogy. By rethinking how 
we deliver instruction (Edu-Tech), how we engage learners emotionally and imaginatively (Edu-
Fiction), and how we ground learning in authentic, verifiable content (Edu-Facts), the framework 
offers a structurally integrated, pedagogically grounded alternative to the fragmented models 
currently dominant in many instructional settings. 
Rather than advocating for any one method, the model emphasizes coherence through 
convergence. Technology is positioned not as a driver, but as an enabler. Fictional or narrative 



Cultura. International Journal of Philosophy of Culture and Axiology      23(1)/2026  

692 

elements are used not as distractions, but as affective and cognitive scaffolds. And factual content 
is treated not merely as background knowledge, but as the epistemic anchor of learning. 
Together, these elements form a pedagogical ecosystem in which language learning is not only 
more engaging, but also more relevant, critical, and transferable. 
The framework is not a fixed blueprint but a flexible starting point. It invites adaptation, iteration, 
and empirical testing across varied instructional contexts and learner populations. In doing so, it 
offers language educators, applied linguists, and instructional designers a shared vocabulary and 
structure for designing educational experiences that are both imaginative and rigorous, digitally 
mediated and substantively grounded. 
As education continues to evolve—technologically, epistemologically, and affectively—models 
that bridge, rather than divide, pedagogical domains will become increasingly vital. The proposed 
nexus of Edu-Tech, Edu-Fiction, and Edu-Facts represents a step toward such integrated 
thinking. 
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