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Abstract: In the rapidly evolving landscape of digital education, understanding how cultural values influence technology integration
is essential. This study investigates how Indonesian EFL lecturers make pedagogical decisions and enact the Technological
Pedagogical Content Knowledge (TPACK) framework in culturally grounded ways. Drawing on both quantitative and qualitative
data, the research involved a questionnaire distributed to 59 lecturers and in-depth interviews with 13 participants from various
regions and institutions in Indonesia. The findings reveal that lecturers’ selection of digital tools and instructional strategies are
mediated by beliefs about teacher authority, student respect, classroom order, and cultural appropriateness. While some lecturers,
particularly older ones, favored structured, teacher-led digital practices, younger lecturers were more open to integrating
interactive tools, though still within cultural boundaries. Rather than adopting global pedagogical models wholesale, participants
actively adapted them to fit local expectations. The study concludes that TPACK is not a culturally neutral framework but is
redefined by educators in context. This research contributes to the growing body of knowledge on culturally responsive digital
pedagogy and highlights the importance of integrating sociocultural awareness into teacher-training and technology-adoption
frameworks.
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INTRODUCTION

In recent years, the integration of digital technologies into teaching and learning processes has become
an essential part of higher education worldwide (Arvanitis & Krystalli, 2021; Dewi et al., 2022; Diaz et al., 2024;
Raju et al., 2021; Zhang, 2023). For English as a Foreign Language (EFL) lecturers, particularly in contexts such
as Indonesia, this integration has been accelerated by both global educational shifts and national directives
promoting the digitalization of higher education (Dewi et al., 2025; Maulida et al., 2022; Ningsih, 2023). The
urgency brought on by the COVID-19 pandemic forced many lecturers to adopt online and blended teaching
approaches rapidly, often without adequate preparation or support (Badriah & Permana, 2023; Mahdi & Dewi,
2025; Panigrahi et al., 2021). However, the successful implementation of technology in the classroom is not
only about access to digital tools but also about how teachers integrate these tools with pedagogical and content
knowledge in meaningful ways (Boonmoh et al., 2021; Santos & Castro, 2021). The concept of Technological
Pedagogical Content Knowledge (TPACK), introduced by Mishra and Koehler (Mishra et al., 2023; Spector et al.,
2014; Wang et al., 2018), offers a useful framework for understanding how teachers combine their
technological, pedagogical, and content expertise to make informed instructional decisions in digital
environments. Over the past decade, TPACK research has undergone notable expansion, reflecting a growing
effort to unpack the complex interplay between technology, pedagogy, and content knowledge in teaching
(Fathi & Yousefifard, 2019; Hava & Babayigit, 2024; Rafiq et al., 2022; Said et al., 2023; Shi & Jiang, 2022; Su,
2023; Valtonen et al., 2019). Kadioglu-Akbulut et al. (2023) argue that simply possessing high technological
knowledge does not translate into strong TPACK; rather, a transformative understanding of technology use, in
which ICT tools are cognitively integrated into instructional design, is more predictive of effective TPACK
development. This idea is echoed in Fabian et al. (2024), who critically reviewed a broad range of TPACK-based
interventions and found that, while Technological Knowledge (TK) is frequently targeted, many interventions
neglect the integrated TPCK component, raising concerns about their true effectiveness. In contrast, Mishra et
al. (2023) and Ning et al. (2024) push the boundaries of traditional TPACK by incorporating emerging
technologies like Generative Al, advocating for a broader, more adaptive conceptualization of contextual and
technological knowledge. Ning et al.'s AI-TPACK framework, in particular, offers a sophisticated model that
dissects the mediation effects among core and composite knowledge elements, revealing that while
technological dimensions have dominant explanatory power, their effectiveness is deeply shaped by pedagogical
and content integration. Hava and Babayigit (2024) further reinforce this direction by empirically linking digital
proficiency with AI-TPACK competencies, emphasizing the need to develop targeted strategies that bridge
technological skills with pedagogical application.
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However, in countries such as Indonesia, cultural values, including respect for teacher authority,
collectivism, and communication norms, deeply influence pedagogical decisions (Claramita et al., 2022;
Setyaningrum et al., 2022). These cultural dimensions may significantly influence how lecturers decide on
technology use (Huang et al., 2019; Nistor et al., 2013). National surveys and case studies have shown that
many Indonesian lecturers hesitate to use tools that require open student interaction or public speaking, such
as live video discussions, due to norms of modesty, indirectness, and a hierarchical classroom role (Hafifah,
2024; Musliadi et al., 2024). For instance, teachers may avoid using tools that require students to turn on their
cameras due to privacy and modesty concerns rooted in local norms. Others may hesitate to use collaborative
apps that position students as autonomous learners if they feel it challenges traditional teacher-centered
dynamics. These decisions are not merely technical or pedagogical; they are also shaped by deeper cultural
reasoning and ethical considerations. As highlighted by Ifinedo and Kankaanranta (2021) and Van Den Beemt
and Diepstraten (2016), teacher technology integration should be viewed through an ecological lens, in which
personal, professional, institutional, and sociocultural factors interact to shape choices.

Unfortunately, few studies have explored how these cultural values intersect with digital teaching
knowledge in meaningful ways. In the Indonesian EFL context, most research tends to center on technological
challenges, digital literacy levels, or the effectiveness of particular platforms (Dewi et al., 2021; Dewi et al.,
2024; Suharyat et al., 2022; Suprapto et al., 2021). While these are undoubtedly important, they often overlook
the underlying thought processes, beliefs, and cultural reasoning that guide lecturers in their daily pedagogical
choices. Moreover, much of the TPACK literature is based on Western settings and assumptions, with limited
attention to how the model operates in collectivist, high-context cultures like Indonesia, where decisions are
rarely made in isolation from broader social expectations and community norms. This creates a gap in the
literature not only regarding the cultural embeddedness of TPACK but also the practical implications of culturally
informed tool selection in digitally mediated language classrooms. Understanding how culture shapes TPACK is
critical for two main reasons. First, it allows researchers and policymakers to move beyond a one-size-fits-all
model of digital integration (Villa, 2017). While global frameworks like TPACK provide a valuable foundation,
their application must be adapted to local realities (Urban et al., 2018). By recognizing the cultural lenses
through which lecturers make digital pedagogical decisions, institutions can design more responsive training
programs, support systems, and evaluation frameworks. Second, this understanding can improve student
learning experiences. When lecturers choose tools that align not only with pedagogical goals but also with
students' cultural expectations, comfort levels, and communication preferences, they are more likely to foster
engagement, reduce resistance, and support equitable learning outcomes.

This research is therefore grounded in the assumption that lecturers' professional reasoning about digital
tool use is inseparable from their cultural context. Their TPK is not developed or enacted in a vacuum, but it is
filtered through their experiences as educators, their institutional histories, and the values that shape their
understanding of good teaching. This includes considerations of appropriateness, teacher authority, student-
teacher relationships, and community values that can influence both the tools they choose and how those tools
are used. Moreover, in the Indonesian EFL context, where English is not only a foreign language but also a
subject loaded with cultural meanings and social status implications, the intersection of culture and pedagogy
becomes even more pronounced (Hasnah et al., 2024; Munandar, 2023; Munandar & Newton, 2021). Lecturers
were navigating multiple tensions between innovation and tradition, authority and collaboration, or global trends
and local expectations (Asmayawati et al., 2024; Zahrudin et al., 2024). By examining how lecturers navigate
these tensions through their TPK-informed decisions, this study aims to contribute both theoretically and
practically to the growing conversation around culturally responsive digital pedagogy in language education.

To date, there remains a lack of qualitative, teacher-centered research that foregrounds how Indonesian
EFL lecturers' cultural values influence their TPK and, consequently, their choices and uses of digital tools.
Addressing this gap is particularly timely as institutions worldwide shift from emergency online teaching to more
sustainable, culturally informed models of digital learning. Addressing this gap is particularly timely as institutions
worldwide shift from emergency online teaching to more sustainable, culturally informed models of digital
learning. The novelty of this study lies in its focus on the cultural mediation of TPK enactment—an aspect largely
underexplored in existing TPACK literature, which tends to assume a culturally neutral application of digital
pedagogy. By foregrounding the sociocultural reasoning that underlies teachers’ digital instructional decisions,
this study provides an original contribution to the field of language teacher education and educational
technology. Exploring lecturers’ lived experiences, reasoning, and reflections can help build a more grounded
and inclusive understanding of how technology and pedagogy interact within specific cultural contexts. The
purpose of this study is to explore how Indonesian EFL lecturers’ Technological Pedagogical Knowledge (TPK)
is shaped by their cultural values and how these values influence their reasoning and decision-making in
selecting and using digital tools for language teaching. The study also aims to identify specific cultural
considerations that contribute to or constrain their use of digital technologies, providing insight into how
culturally situated knowledge can inform more effective, ethical, and context-sensitive digital pedagogy in EFL
higher education.
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METHODS

This study employed a mixed-method design, combining a closed-ended questionnaire and semi-
structured interviews to explore how cultural values shape Indonesian EFL lecturers' Technological Pedagogical
Knowledge (TPK), and how these values influence their reasoning in selecting and using digital tools for language
instruction (Creswell, 2015). The two-phase approach enabled the researcher to first identify general patterns
in self-reported TPK and digital tool use, and then to explore participants’ pedagogical reasoning and cultural
considerations in depth through interviews.

Participants were recruited using purposive sampling, with the inclusion criteria being: (1) they must be
currently teaching English at the university level, and (2) they must have at least one year of experience teaching
in online or blended learning formats. A total of 59 lecturers completed the questionnaire. At the end of the
form, participants were asked if they were willing to participate in a follow-up interview. In the second phase,
semi-structured interviews were conducted with 13 lecturers who had completed the questionnaire and agreed
to be interviewed. Participants were selected using maximum variation sampling to ensure diversity in gender,
institutional type (public and private), regional representation, and digital teaching experience. The demographic
information of the interview participants is displayed in Table 1.

Table 1. Demographic Information of the Participants

Gender Male 2 15.38 %
Female 11 84.62 %

Age <30 2 15.38 %
30-40 6 46.15 %

40-50 4 30.77 %

>50 1 7.69 %

Institution Private university 7 53.85 %
Public university 3 23.08 %

Private vocational 1 7.69 %

Public vocational 2 15.38 %

Region Java 6 46.15%
Sumatra 4 30.77 %

Kalimantan 1 7.69 %

Papua 2 15.38 %

This study used two research instruments: a closed-ended questionnaire and a semi-structured
interview guide. The questionnaire was designed to assess lecturers’ Technological Pedagogical Knowledge
(TPK), the frequency and purpose of their use of digital tools, and their consideration of cultural values in digital
teaching. The questionnaire consisted of 15 items divided into three sections: 1) self-perceived TPK competence;
2) digital tool use in relation to language skills; and 3) the influence of cultural considerations on their use of
digital platforms. Items were developed using a five-point Likert scale. Several items were adapted from
previously validated instruments based on the TPACK framework (Spector et al., 2014), while the researcher
developed others to reflect the cultural context of Indonesian higher education (Alyeksyeyeva et al., 2022). The
questionnaire was reviewed by two experts in language teacher education and educational technology to ensure
content validity and cultural appropriateness. The questionnaire was previously tested for validity and reliability
with 26 respondents outside the main sample, and the results showed that all items had acceptable item-total
correlation coefficients (r = 0.412-0.791, Sig. < 0.05), indicating good construct validity. Reliability analysis
using Cronbach’s alpha produced a value of 0.873, suggesting high internal consistency across the instrument.

The second instrument was a semi-structured interview guide designed to elicit in-depth responses
regarding lecturers’ pedagogical reasoning in relation to their TPK, their decisions regarding digital tool use, and
the influence of cultural norms and beliefs on those decisions. The interview guide included open-ended
questions such as, “Can you describe how you choose a digital tool for teaching a particular topic?” and “Are
there any cultural or social values you consider when integrating technology into your lessons?” Additional
probing questions were used when necessary to encourage elaboration. The interview guide was developed in
English and translated into Bahasa Indonesia for actual use.

Data analysis was conducted in two stages corresponding to the two data sources. Quantitative data
from the questionnaire were analyzed descriptively using Microsoft Excel and SPSS. Frequency distributions,
means, and standard deviations were calculated to summarize participants' self-reported TPK levels, the
frequency of digital tool use, and the degree to which cultural considerations influenced their technology
integration practices. The descriptive results provided a broad overview of trends, which were then used to
inform the interview phase. Qualitative data from the interviews were analyzed thematically using Braun and
Clarke’s (2006) six-step approach: familiarization with the data, generation of initial codes, searching for themes,
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reviewing themes, defining and naming themes, and producing the final report. A hybrid approach combining
deductive and inductive coding was used. Deductive codes were drawn from the TPACK framework, particularly
the TPK dimension, including “tool selection,” “instructional purpose,” and “pedagogical adaptation.” Inductive
codes were generated from the data itself, capturing cultural themes such as “hierarchical roles,” “student
comfort," and "community nhorms.” NVivo 12 software was used to assist with data organization and coding.

RESULT AND DISCUSSION

The analysis revealed several culturally grounded themes influencing lecturers' digital pedagogical
decisions. These include the preservation of teacher authority, sensitivity to student privacy and modesty, and
culturally framed understandings of classroom engagement. Quantitative results from the questionnaire
provided a general view of these tendencies, while the interview data offered deeper insights into lecturers’
reasoning and experiences. The results revealed that many Indonesian EFL lecturers prioritize maintaining
teacher-centered classroom dynamics when integrating digital tools. This theme was strongly supported by two
questionnaire items, as presented in Table 2.

Table 2. Questionnaire items supporting Theme Preserving Teacher Authority

Item Statement Mean SD
Item I hesitate to use digital tools that shift authority from the teacher to the student 426 0.52
4 (e.g., open-forum debates, peer grading) because they may conflict with my role as
a respected figure in the classroom.
Item I prefer tools that allow me to maintain teacher control (e.g., structured quizzes, 3.79 0.62
12 limited discussion tools) rather than fully student-driven platforms.

These high mean scores indicate a strong tendency among lecturers to favor tools and teaching
strategies that maintain a clear hierarchical boundary between teacher and students. This reflects broader
cultural values in Indonesian education, where the teacher is traditionally viewed as an authoritative knowledge
provider, and student behavior is expected to be respectful, restrained, and compliant. Interview data provided
further insight into the reasoning behind this preference. For instance, Respondent R2 stated: "In our teaching
tradition, students still expect the teacher to lead. If I use tools where students dominate the discussion, it feels
like I am not doing my job.” This response highlights that digital tools are not merely neutral platforms but
pedagogical choices that can challenge or affirm deeply held norms about the teacher’s role. The concern about
losing classroom control or perceived authority is a significant factor influencing technology use.

Similarly, Respondent R5 emphasized discomfort with tools that promote peer-to-peer evaluation: "7
avold peer feedback tools. Students are not comfortable evaluating each other; they often feel offended, which
could cause tension.” This reflects the cultural expectation that assessment and correction should come from
the teacher, not peers, which may be interpreted as undermining classroom harmony or violating social
boundaries. Therefore, even when lecturers have access to tools that encourage collaboration or independent
learning, they often choose not to use them or adapt them to preserve social and pedagogical norms.

Further evidence came from Respondent R9, who described how they moderate student use of open
platforms: "Even when using Padlet or forums, I always moderate first. Letting students post freely is risky in
terms of discipline and classroom tone.” This demonstrates how lecturers actively manage and limit student
autonomy within digital spaces to uphold the teacher’s role as gatekeeper. Even when adopting student-
centered tools, they implement them in ways that conform to traditional power structures. In summary, Theme
1 shows that cultural values significantly influence lecturers’ digital teaching decisions, particularly regarding
control and authority. While TPACK promotes the integration of technology, pedagogy, and content, these
findings suggest that cultural alignment plays a crucial mediating role in the selection of tools and the design of
pedagogical strategies. The second finding from both questionnaire responses and interview data was lecturers’
concern about students' negotiation of respect and presence, especially regarding visual and verbal participation
on online platforms. Many lecturers demonstrated cultural sensitivity by adjusting their teaching methods to
ensure students met the cultural expectation of being respectful and responsible. Table 3 presents two key
questionnaire items that support this theme.

Table 3. Questionnaire items supporting Theme Negotiating Respect and Student Presence
Item Statement Mean SD
Item 2 I avoid using digital tools that require students to appear on camera due to 2.89 0.66
privacy or religious/modesty concerns.
Item 3 I adjust my use of online discussion tools (e.g., Padlet, Zoom chat) based on  2.69 0.68
whether students feel comfortable sharing opinions publicly.
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While these scores suggest moderate agreement, the interview data reveal tensions and contradictions
behind them. Some lecturers interpret a refusal to turn on cameras or to participate as disrespectful, especially
when students are perceived as disengaged or passive. Respondent R6 remarked: "I turn on the feature in
Zoom to turn on all respondents’ cameras. When students turn off their cameras and stay silent, I feel like they
are not even in class. In our culture, being present means being seen. It shows that you value the class and
respect the teacher.” This contrasts with assumptions that camera-off behavior is entirely accepted in
Indonesian classrooms. In many institutional settings, being visibly attentive is interpreted as a social obligation,
rooted in norms of friendliness and hierarchy.

However, the expectation of respectful presence is also limited. Teachers expect students to be
communicative, but not excessively so, especially not in ways that challenge authority or disrupt classroom
order. As Respondent R4 explained: "7 want them to speak, but not to dominate. If a student talks too much or
Interrupts, it can feel impolite, as if they are trying to challenge the teacher. That is why I muted all speakers
in Zoom unless it is their turn to speak. “This illustrates the fine balance students must strike: they are expected
to speak and appear friendly, but not at the expense of classroom harmony or the teacher's authority.

Even lecturers who showed flexibility about tool use acknowledged discomfort when students remained
invisible. Respondent R12 shared: 7 try to understand if students are shy, but if they never speak and always
hide, it becomes hard for me to teach. It feels like they do not appreciate the class.” These findings suggest
that cultural expectations in Indonesian classrooms are not monolithic. They involve a set of subtle, sometimes
conflicting demands. Students must be present, respectful, responsive, and modest, but not invisible or overly
casual. Likewise, lecturers use digital tools to enforce visibility and respectful engagement, often interpreting
silence or camera-off behavior through a cultural lens of disengagement or rudeness.

In contrast to Western interpretations of student autonomy or personal space, Indonesian lecturers
view visible, respectful participation as a form of alignment with classroom norms, both moral and academic.
Therefore, digital tool choices such as requiring camera use, moderating chat tools, or limiting turn-taking are
not simply pedagogical decisions but cultural performances of status, face, and respect. In summary, Theme 2
reveals that Indonesian lecturers use digital tools not just to facilitate learning but to reinforce cultural
expectations of presence, hierarchy, and deference. Their enactment of TPACK is guided by the need to maintain
not only instructional structure but also social and moral classroom order, where visibility and moderation signal
both authority and respect.

The third theme was related to cultural beliefs about how a “proper” classroom should function, and
continues to shape EFL lecturers' digital pedagogical practices in Indonesia. However, the data revealed two
distinct perspectives based on age and professional background: many older lecturers tend to preserve
traditional expectations of a calm, orderly, teacher-led environment, while some younger lecturers are more
accepting of interactive, student-driven digital practices, even if these are noisy or less formal. This theme is
supported by the following questionnaire items present in Table 4.

Table 4. Questionnaire items supporting Theme: Aligning Digital Teaching with Classroom Expectations
Item Statement Mean SD
Item 7 I sometimes adapt my technology use to align with traditional teaching 3.07 0.51

expectations (e.g., classes being calm, structured, and teacher-led rather than
noisy or overly interactive).
Item 14 I consider cultural expectations (e.g., quiet classrooms, the teacher being the 4,05 0.60
main speaker) when deciding how much technology to use.

These high mean scores indicate that most lecturers are aware of traditional norms and consciously
consider them when implementing digital tools. However, how they interpret and respond to those norms varies.
Older respondents (aged 40+) frequently expressed a preference for structured, quiet, and teacher-directed
classrooms. They adapted or limited their use of digital tools that encouraged freeform student interaction, real-
time collaboration, or gamified learning. Respondent R1 reflected: "I do not feel comfortable using tools like
Kahoot too often. It gets noisy, students laugh and shout, it feels like I have lost control of the class.”
Respondent R7 echoed this concern: "For me, a good class is when students are paying attention, not when
they are playing games or talking too much. I use technology, yes...but in a way that keeps things organized.”
These responses reflect the influence of deeply rooted educational values that associate order, quietness, and
attentiveness with academic seriousness and respect. For many of these lecturers, tools that introduce too much
“play” are viewed skeptically, even when pedagogically sound.

In contrast, younger lecturers (under 40) demonstrated a more flexible and exploratory stance. They
tended to view digital noise or interaction not as disruption, but as evidence of active learning. Respondent R10
explained: "When I use games or open discussions, it becomes loud, but I think it is a good sign. It means they
are participating, especially the shy students.”Respondent R13 added: "7 still set rules, but I allow more room
for students to speak and laugh, even joke, during online sessions. That is how they learn better.” These
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perspectives suggest that a cultural shift may be emerging among younger lecturers, who are more open to
blended norms of engagement to balance respect with interaction, structure with creativity. Despite the
contrasting views, both groups of lecturers are engaging in culturally reflective teaching. They are not mindlessly
following digital trends but making careful decisions based on how they interpret local expectations of academic
seriousness, teacher authority, and appropriate student behavior. This theme highlights that digital pedagogy
in Indonesia is not monolithic. Instead, it operates within a continuum of cultural negotiation, where lecturers
position themselves differently along the traditional—-progressive spectrum depending on age, institutional
culture, and student background.

In relation to TPACK, these findings show that the “pedagogical knowledge” domain is deeply entangled
with cultural identity and generational beliefs. Whether conservative or innovative, lecturers are not rejecting
TPACK, but they are customizing it to fit what they perceive as acceptable and effective teaching in their context.
This theme reveals a nuanced dynamic in the implementation of digital pedagogy: while traditional classroom
expectations continue to shape how many Indonesian EFL lecturers use technology, a growing number of
lecturers, particularly younger lecturers, are beginning to challenge and reshape those norms. The result is a
culturally grounded yet evolving interpretation of TPACK in practice, where tool use and classroom behavior
reflect both continuity and change.

The fourth theme was culturally shaped views of “good teaching” and their influence on TPACK
development. One of the clearest ways culture influenced lecturers’ development of TPACK was through their
deeply held beliefs about what constitutes “good teaching,” often rooted in their own educational experiences
and social expectations. These beliefs shaped how lecturers viewed the use of digital tools and how they
integrated technology into their pedagogy. For many, TPACK was not applied as a universal model but was
instead reinterpreted through local teaching traditions and cultural norms. This theme is supported by the
following questionnaire item, as displayed in Table 5.

Table 5. Questionnaire item supporting Theme Cultural Views of Good Teaching and TPACK
Item Statement Mean SD
Item 8 My understanding of “good teaching” is influenced by cultural values I learned  4.21 0.56
as a student (e.g., being authoritative, respectful, and maintaining order in
class).

The high mean score suggests that most lecturers consciously recognize that past models of teacher-
centered instruction shape their teaching style. These cultural norms directly influence how they interpret their
pedagogical and technological roles in the TPACK framework. In interviews, lecturers frequently described how
their teaching philosophy, centered on clarity, structure, and discipline, shaped the tools they adopted.
Respondent R1, a senior lecturer, stated: "When I was a student, the teacher stood in front and spoke, and we
listened. Now, even with Zoom or Google Meet, I try to keep that atmosphere. I use PowerPoint and screen
sharing because I am the one delivering the content. “This shows how a traditional classroom model is recreated
within a digital space. Tools like Zoom, Google Meet, and PowerPoint are used not for collaborative learning but
to maintain lecture-style delivery, reinforcing the teacher’s authoritative role. Similarly, Respondent R6
explained: “Even when I use Google Classroom, I structure everything. Students just submit assignments. I
don't really use the discussion board. It feels messy.”

Here, TPACK is enacted through selective technology use. While the lecturer has the technological skills
to use Google Classroom, the pedagogical enactment remains one-directional. This reflects a culturally driven
emphasis on teacher control and order. Other lecturers mentioned adapting even interactive tools to fit more
traditional models. For example, Respondent R10 noted: "7 use Mentimeter, but only for quick quizzes, not for
open responses. Too many opinions can create chaos, especially if they are not respectful.” This shows that
even within the TPK (Technological Pedagogical Knowledge) domain, tool selection and feature use are filtered
through cultural expectations about what kinds of student expression are appropriate in public learning
environments.

In contrast, some younger lecturers described a more flexible view of “good teaching,” shaped by both
their digital fluency and evolving cultural interpretations. Respondent R12, who teaches in a private university,
shared: "I use Canva and Jamboard for group tasks. It is creative and fun. However, I still guide the activity
step by step, so it stays focused.” This illustrates a culturally nuanced form of TPACK enactment: innovation
within structure. Even when lecturers use creative tools, they manage them in ways that preserve the authority
and order expected in Indonesian classrooms. These findings support the argument that TPACK must be
understood not only as the intersection of technology, pedagogy, and content, but also as a culturally
constructed practice. The cultural belief that “good teaching” requires authority, clarity, and harmony mediates
how technology is integrated, which features are used, and which tools are avoided or adapted.

In summary, the development and enactment of TPACK among Indonesian EFL lecturers is deeply
influenced by cultural understandings of teacher identity and instructional propriety. Rather than adopting
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technology for its own sake, lecturers shape their digital practices to align with culturally rooted conceptions of
what teaching should look like. It often emphasizes order, control, and respectful engagement. As a result, tools
like Zoom, Google Meet, Google Classroom, Mentimeter, Jamboard, and Canva are used strategically, not just
based on their technical affordances, but based on how they align with cultural definitions of effective and
appropriate teaching. The last theme in this study is that Indonesian EFL lecturers do not uncritically apply
global models such as TPACK or student-centered learning. Instead, they actively adapt these frameworks to fit
their institutional contexts and cultural expectations, especially regarding authority, autonomy, and participation.
TPACK is not rejected but domesticated, reshaped to align with what is culturally acceptable and pedagogically
effective in local classrooms. This theme is supported by the following questionnaire items, as shown in Table
6.
Table 6. Questionnaire items supporting Theme Adapting Global Models to Local Norms
Item Statement Mean SD
Item 10 I believe TPACK should be interpreted differently across teaching cultures 412 0.52
(e.g., different views of autonomy, collaboration, or student talk time).
Item 15 I have adjusted global teaching models (e.g., student-centered learning) to 3.94 0.61
align with cultural expectations (e.g., emphasizing guidance rather than full
independence).

These high means indicate that most lecturers recognize that culturally appropriate teaching involves
more than adopting a method; it requires adapting it to local norms, particularly regarding how students are
expected to behave and how learning should be managed. For instance, Respondent R3 described modifying
the use of Google Docs for group collaboration: "7 /et students work in groups using Google Docs, but I assign
the leader and monitor the comments. If not, it becomes too informal. They need structure.” Although Google
Docs supports real-time collaboration, the lecturer chose to tightly manage it, reflecting the cultural emphasis
on teacher leadership and classroom discipline. This reflects an adapted form of TPACK: the lecturer knows the
technology and its pedagogical use, but implements it through a culturally guided classroom dynamic. Similarly,
Respondent R7 explained: "I teach with a flipped model using YouTube videos, but I always follow it up with a
quiz and structured discussion. If I leave it open, students are lost; they need clear direction. “Here, the lecturer
employs innovative digital pedagogy while anchoring it in a clear, teacher-guided structure. This is consistent
with the belief that student independence must be scaffolded within a respectful, teacher-led format.

Other lecturers adapted even more student-centered tools like Padlet, Quizizz, and Edmodo, but did so
in ways that softened their open, participatory nature. Respondent R11 shared: "7 /ike Padlet, but I restrict it to
one or two posts per student, and I guide the topic. Too much freedom leads to chaos or students joking too
much. “These examples reveal that TPACK in this context is always filtered through cultural pedagogy. Lecturers
select tools not only for their technical and instructional features but also for how well those features align with
classroom harmony, formality, and respect.

Even more progressive teachers described a negotiation process. Respondent R13 stated: "7 &ry to be
more interactive, using games like Wordwall or Bamboozle. However, I still clearly explain the rules to students.
Fun is good, but too much fun can make them forget that it is still a class.” This highlights how innovation is
embraced but culturally bounded. Teachers blend global tools with local sensibilities, maintaining the appearance
and rhythm of a formal classroom even as they experiment with more participatory methods. This theme
demonstrates that Indonesian EFL lecturers are not passive adopters of digital pedagogy—they are active
cultural interpreters of global models like TPACK. While they recognize the value of student-centered learning
and digital tools that promote collaboration and autonomy, they selectively adopt these practices to align with
cultural values such as order, hierarchy, respect, and academic seriousness. The result is a uniquely localized
enactment of TPACK that blends digital competence with deep contextual awareness.

This study set out to explore how cultural values shape Indonesian EFL lecturers’ digital teaching
practices, particularly how local beliefs about authority, interaction, and appropriateness influence their
pedagogical decisions and enactment of TPACK. The findings confirm that TPACK is not a culturally neutral
framework. Instead, lecturers apply and adjust their technological-pedagogical knowledge through the lens of
local norms that balance global models with traditional expectations of what constitutes “good teaching” in the
Indonesian context.

One of the most prominent findings is that lecturers strongly favor maintaining control in the digital
classroom. This is evident in their preference for tools that reinforce teacher-centered practices (Zoom screen
sharing, Google Meet lectures, structured Google Forms) and their hesitation to use tools that distribute power
to students (e.g., open forums, peer grading, collaborative writing platforms). As Claramita et al. (2022) and
Setyaningrum et al. (2022) suggest, Indonesian society tends to exhibit high power distance and collectivist
values, which manifest in educational settings as respect for hierarchy and preference for directive teaching.
This aligns with previous observations (Dewi et al., 2025; Ifinedo & Kankaanranta, 2021) that digital pedagogy
in such contexts often reinforces rather than disrupts existing classroom hierarchies. Lecturers in this study
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expressed concern that excessive student autonomy might lead to classroom disorder or a loss of respect,
prompting them to limit tool features or moderate student activity, even when using globally popular platforms.

Interestingly, visibility and interaction were not automatically seen as intrusive or uncomfortable. Unlike
assumptions in some Western research that camera use may conflict with student privacy, many lecturers in
this study viewed visibility (e.g., turning on webcams, verbal participation) as a moral sign of respect and
engagement (Claramita et al., 2022; Munandar & Newton, 2021). However, this expectation was often paired
with the contradictory belief that too much informality, excessive speaking, or unmoderated participation could
also be perceived as disrespectful. This tension reflects what Ifinedo and Kankaanranta (2021) describe as the
interaction of sociocultural and institutional norms that guide pedagogical decision-making. In the Indonesian
setting, students are expected to be simultaneously visible and respectful, friendly but not overly informal, and
engaged without being disruptive. Lecturers’ digital decisions, such as requiring cameras while avoiding open
forums, are shaped by these complex cultural cues.

The study also found a generational contrast in how lecturers interpret digital engagement. Older
lecturers tended to align more closely with traditional classroom behavior models, such as quiet, orderly, and
teacher-directed. These preferences led them to avoid games, real-time chat tools, or noisy group activities.
Younger lecturers, however, were more open to using gamified tools (e.g., Quizizz, Wordwall, Bamboozle),
creative collaboration (e.g., Canva, Jamboard), and informal discussion spaces (e.g., WhatsApp groups), though
often within structured boundaries. Rather than rejecting tradition, these younger lecturers represent a cultural
evolution which Ning et al. (2024) and Mishra et al. (2023) describe as adaptive TPACK, where global pedagogies
are modified and blended through contextual awareness. They respect cultural values but reinterpret them,
redefining engagement to include both structure and interactivity.

While the TPACK model assumes a universal intersection of technology, pedagogy, and content
knowledge, this study shows that the model is also culturally mediated (Fabian et al., 2024; Spector et al.,
2014). Most lecturers agreed that TPACK needs to be interpreted differently across teaching cultures. Their
enactment of TPACK reflects a deliberate balancing act: integrating technology not purely based on its
pedagogical utility, but on how well it aligns with local classroom norms, institutional expectations, and teacher
identity (Hava & Babayigit, 2024; Ifinedo & Kankaanranta, 2021). Even tools designed to promote collaboration
(e.g., Padlet, Google Docs) were used with constraints, such as limiting contributions, assigning leaders, or
removing peer feedback options. This suggests that digital pedagogy, when filtered through cultural values,
becomes adaptive and strategic. It is less about transformation, more about translation.

Finally, these findings emphasize the agency of local educators. Indonesian EFL lecturers are not
passively adopting Western tools or resisting change. Rather, they are making thoughtful decisions that are
either conservative or innovative based on their students' needs, institutional constraints, and their own beliefs
about teaching. This reinforces recent calls (Asmayawati et al., 2024; Hasnah et al., 2024) to view teacher
digital competence not simply in terms of tool mastery, but in terms of how educators navigate and respond to
sociocultural complexities in their environments. This study contributes to the scientific understanding of digital
pedagogy by demonstrating that TPACK enactment is not value-neutral but highly situated. It offers empirical
insight into how teachers’ sociocultural context shapes their interpretation and implementation of pedagogical
strategies in digital settings. Taken together, the five themes of this study suggest that digital pedagogy in
Indonesian higher education is shaped not only by what teachers know or can do, but by what they believe,
value, and expect from their students. Rather than viewing TPACK as a universal model, this study advocates a
culturally responsive interpretation that recognizes local beliefs about authority, appropriateness, and
engagement as essential components of technological pedagogical reasoning. The impact of this research lies
in advancing the theoretical framework of TPACK by integrating cultural considerations as core elements. It also
provides practical implications for teacher education and professional development, especially in non-Western
contexts where global models must be adapted to fit local realities.

CONCLUSION

This study has explored how Indonesian EFL lecturers’ pedagogical decisions and enactment of TPACK
are shaped by cultural values, revealing that digital teaching practices are deeply entangled with beliefs about
authority, respect, student behavior, and classroom norms. The findings show that lecturers do not adopt
technology in a culturally neutral manner; rather, they reinterpret and adapt global pedagogical frameworks,
such as TPACK, to align with local expectations for appropriate teaching, engagement, and control. Their use of
digital tools, whether to maintain visibility, structure participation, or balance student-centered learning with
teacher authority, reflects a nuanced form of professional reasoning grounded in cultural awareness. These
insights contribute to the broader field of teacher education and digital pedagogy by highlighting the need for
culturally responsive interpretations of technology integration frameworks. This research adds to the scientific
discourse by demonstrating that pedagogical knowledge in digital environments cannot be fully understood
without considering cultural mediation, and it calls for future models of teacher competence that account for
local values, classroom traditions, and the diverse realities of educators working in non-Western contexts. The
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impact of applying these research findings is substantial: teacher training programs, particularly in Indonesia
and similar cultural settings, can be enhanced by incorporating modules that address cultural considerations in
digital pedagogy. Curriculum designers and policymakers can use these insights to avoid one-size-fits-all
approaches and instead develop localized frameworks that support culturally sensitive technology integration.
Ultimately, this research supports the development of more inclusive and effective digital education systems by
promoting the recognition of culture as a central component of pedagogical decision-making.
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