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Abstract

Integrating Technological Pedagogical Content Knowledge (TPACK) in English as a Foreign
Language (EFL) teaching necessitates striking a balance between global educational
innovations and local cultural and religious contexts. This ethnographic study examines
how faith-based values and cultural norms influence the integration of TPACK among EFL
teachers in the Professional Learning Communities (PLCs) of Indonesian Islamic schools.
Using a multidisciplinary framework combining educational technology, sociocultural
theory, and religious studies, the research addresses: (1) How do faith and culture shape
teachers’ TPACK practices? (2) What challenges and opportunities arise in aligning
technology with Islamic educational values? (3) How do PLCs help or hinder culturally
responsive TPACK development? Data were collected through classroom observations,
field notes, photo voice, and school documents. Findings indicate that religious and cultural
commitments influence technology adoption and enhance lesson relevance by connecting
to students' experiences. PLCs provide collaborative spaces to address value-based
concerns, share strategies, and co-create approaches that ensure teaching effectiveness
and cultural and religious consistency. The study highlights the need for context-sensitive
professional development to facilitate the sustainable integration of technology in EFL
settings.

Keywords: Cultural values, EFL, Faith-based school, Professional Learning Communities (PLCs),
TPACK Integration
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1. Introduction

The global transition towards technology-based learning has encouraged educators
worldwide to reassess how digital tools can be effectively integrated into classroom practices
(Bork, 1990). In response to this evolving landscape, various professional development models for
teachers, particularly in teaching English as a foreign language (EFL), have emerged across
different educational levels. These models can be categorized into three main types: Pedagogical
Content Knowledge (PCK), a traditional training approach that focuses on the mastery of both
content and pedagogy; Hybrid Designs or Blended Professional Training, which combines online
and in-person training components for a more versatile learning experience; Technological
Pedagogical Content Knowledge (TPACK), a framework that integrates knowledge of technology,
pedagogy, and content to support more relevant and contextualized learning practices (Budianto
etal., 2023).

The TPACK approach is designed to help teachers effectively integrate technology into their
teaching methods, thereby enhancing student engagement and adapting educational experiences
to meet the needs of the 21st century (Voithofer & Nelson, 2021) . In addition, teachers are
responsible for imparting content knowledge to their students and, more crucially, for providing
opportunities to cultivate 21st-century skills. It ensures that each student can think critically and
creatively, engage in active problem-solving, and become digitally literate (Roussinos &
Jimoyiannis, 2019). While TPACK provides a vital framework for digital integration, it is essential to
recognize that technology in education is not culturally neutral. Cultural norms, institutional
expectations, and religious values often influence teachers' decisions to adopt or reject the digital
medium (Chai & Koh, 2017).

Innovation resistance is characterized by the rejection of new ideas or technologies by end
users, often because these innovations threaten a satisfactory status quo or clash with their deeply
held beliefs. They recognize that their cultural values and norms embody their identity and are
rooted in personal relationships and a framework of cultural and moral standards (Mishra & Warr,
2021). These standards significantly influence resistance to innovation, prompting them to reflect
on their impact. While technology is widely recognized as an innovation that enhances the
effectiveness of learning, certain educational institutions, such as madrasas or faith-based schools,
oppose this advancement. It becomes particularly relevant in faith-based educational settings such
as Indonesian madrasahs, where English language instruction is embedded within religious, moral,
and communal traditions. In such contexts, integrating technology involves more than just
pedagogical change. However, it requires navigating complex intersections between technological
innovation and cultural identity.

In the same way, Martin et al. (2025) contended that the success of technology-enhanced
education is unaffected by unsupervised technology. Previous studies have demonstrated that
TPACK can enhance technology integration into teaching methods (Voogt et al., 2013). However,
teaching and learning are complex processes that require teachers to be highly skilled in TPACK.
Mishra (2019) noted that technology integration in educational settings has seen a notable
increase in demand, driven by the need to enhance the effectiveness of teaching and learning
processes. Furthermore, the roles of educators as developers of technology, curriculum, and
instructional methodologies are critical to the successful implementation of technology within
these environments.
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At the same time, Tseng et al. (2011) stated that teachers' engagement with technology in the
classroom is significantly influenced by their level of technological proficiency. The use of
technology has seen an increase in demand, driven by the goal of enhancing the efficacy of
teaching and learning (Voogt et al., 2009). Since technology is connected to teacher collaboration
and positive teaching attitudes, the requirements are crucial in EFL English as a foreign language
education (Aydin, 2013). In contrast, Isnandar et al.( 2025 ) stated that adapting technology in
faith-based schools is not entirely smooth. Initially, there was cultural resistance; however, with a
context-based approach, teachers and students began to accept technology more positively. They
emphasize that technology acceptance is a negotiation process between religious values and
modernity, ensuring the preservation of the school's unique cultural and religious context.

On the other hand, madrasahs are often founded on deeply rooted traditional, spiritual, and
moral values. AL-Takhayneh et al. (2022) argued that technical barriers and value incompatibility
are the main factors in rejecting technological integration. Therefore, technology must be aligned
with the values and structure of the madrasah. Parents, teachers, and school administrators
typically have a more cautious approach to digital content. For instance, when teachers introduce
technology that promotes specific values or practices that conflict with Islamic teachings, it can
lead to resistance from teachers, students, and the surrounding community. Therefore, technology
integration must be contextual; it cannot be adopted from outside sources (Zainuddin et al., 2024).

In addition to the issue of religious values influencing TPACK implementation, Putri et al,,
(2023) argue that the challenge facing institutions implementing technology-based learning is that
older teachers or those less familiar with technology may struggle to fully utilize digital tools, often
relying on basic resources such as textbooks or simple online examples. This highlights the need for
ongoing professional development and support. Moreover, many teachers view content,
pedagogy, and technology as separate domains, making it challenging to design meaningful and
integrated technology-based learning (Roussinos & Jimoyiannis, 2019). Several factors, including
gender, training, and teaching experience, significantly influence these attitudes and skills.

Indeed, previous studies have explored TPACK integration in various educational contexts;
few have examined how this framework operates in environments where religious and cultural
values are deeply embedded in pedagogical decision-making. This lack of context-specific insights
leaves unanswered questions about how EFL teachers in Indonesian madrasahs negotiate the
intersection between technological innovation and faith-based educational traditions. Despite the
rapid increase in the literature on TPACK integration, the research on negotiating the complexities
of technology use within cultural and religious belief systems, especially for EFL teachers in
madrasas in Indonesia, remains minimal. The TPACK framework has been extensively explored in
various educational contexts, and much of the existing scholarship assumes technology integration
to be a culturally neutral process. However, in faith-based institutions such as Indonesian
madrasahs, pedagogical practices are inseparable from religious and cultural values. Prior research
has examined TPACK implementation broadly, but only limited studies have investigated how
teachers in Islamic schools negotiate the integration of technology while upholding Qur'anic
principles, local cultural practices, and institutional mandates. Furthermore, the role of
Professional Learning Communities (PLCs) as mediating spaces for reconciling these tensions has
received little empirical attention. This leaves a gap in understanding how TPACK evolves as a
faith-informed and culturally situated framework in Islamic EFL classrooms. To address this gap,
the present study is guided by the following research questions:
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1) How do faith and cultural values shape English teachers’ TPACK practices in Indonesian
madrasahs?

2) What challenges and opportunities arise in aligning technology integration with Islamic
educational values?

3) How do Professional Learning Communities (PLCs) mediate the development of culturally
responsive and faith-informed TPACK among EFL teachers?

2. Literature Review
2.1. Culture and Religious Values in Orchestrating Educational Technology

Faith-based educational environments present unique challenges and opportunities in
integrating technology into teaching and learning. In Indonesian madrasahs, the adoption of digital
tools is often characterised by selective integration. Educators incorporate features and platforms
seen as supportive of moral and religious instruction, while avoiding materials that might be
perceived as conflicting with Islamic principles (Tambak et al., 2022). This pattern reflects a
cautious, intentional approach. Technology is positioned as a supplementary instrument rather
than a transformative driver of pedagogy. In Saudi Arabia, a similar value-conscious orientation can
be found; however, the operationalization differs. Jamjoom (2010) observed that teachers in Saudi
classrooms often embed Quranic verses, prophetic traditions, and culturally familiar analogies
within online lessons. While Indonesian contexts tend to limit access to content deemed
ideologically or culturally misaligned, Saudi educators are more inclined to reframe broader
linguistic or thematic materials through a religious lens. This expands the pool of resources without
compromising value alignment. This contrast reveals that shared religious frameworks do not
necessarily result in identical technological practices. Local pedagogical traditions and institutional
mandates are critical in shaping the adaptation process.

Zakaria et al. (2018) identified that teachers in Malaysia implemented a dual-layered filtering
system, evaluating digital resources for both technical suitability and moral alignment. This
method sought to ensure religious compliance while fostering student engagement and
intellectual curiosity. The Malaysian approach was characterized as proactive, balancing cultural
and religious values and opportunities for student exploration. In contrast, Soomro and Shah
(2019) observed that comparable filtering practices in rural Pakistani schools limited students'
intercultural competence and global awareness development. Although both contexts prioritized
moral safeguarding, the Malaysian model was more facilitative, whereas the Pakistani approach
potentially restricted the breadth of education. This comparison aligns with Warsah et al. (2021),
who contend that selective adaptation can serve as a culturally responsive pedagogy, and with Ally
& Samaka (2013), who caution that uncritical filtering may reinforce echo chambers and isolate
learners from diverse perspectives.

Longitudinal research suggests that adaptation within faith-based educational settings is a
dynamic and ongoing. Ahmad et al. (2022) found that initial skepticism towards blended learning
in a Malaysian Islamic school shifted to more innovative and confident use of learning
management systems and social media after teachers participated in targeted professional
development focused on value alignment. In contrast, Maryati et al. (2023) reported that rural
Indonesian madrasahs experienced stagnation in technology integration due to a lack of sustained
mentoring and follow-up support. Although teachers initially experimented with new digital
platforms, concerns about value conflicts and community perceptions led many to return to

184 Dinamika Ilmu, 25(2), December 2025



Faith, Culture, and Technology in EFL Classrooms

minimal technology use. These contrasting outcomes highlight the importance of sustained
institutional support in preventing stagnation or regression in technology integration, particularly
in environments where religious and cultural factors significantly influence pedagogical decisions.

Recent scholarship has expanded this line of inquiry by examining how cultural characteristics
interact with perceptions of educational technology across different regions. Tusha et al. (2024)
found that norms, values, and local practices significantly influence educators' and students'
perceptions of technology's usefulness, ease of use, and overall satisfaction. Halimah et al. (2024)
claim that value preservation and technological innovation can be mutually reinforcing when
informed by cultural awareness and clear pedagogical objectives. Moreover, Suryanti and lkawati
(2025) shows that educator-led digital engagement, through deliberate content selection, guided
discussions, and alignment with value-based learning objectives, enables technology to support
cognitive and moral development. The existing research indicates that pedagogical adaptation
within faith-based educational settings is influenced by the interaction of cultural, religious, and
institutional factors (Zine, 2000). Some educational models employ restrictive filtering to limit
exposure to alternative perspectives, whereas others utilize technology to reinforce community
values and broaden educational opportunities. Effective adaptation requires that educators
possess the necessary skills, resources, and critical reflection to evaluate and tailor digital tools.
This approach supports both the preservation of cultural and religious commitments and the
development of competencies essential for engagement in a globalized society.

2.2. PLCs as Collaborative Dialog Arenas for TPACK Evolution

Professional Learning Communities (PLCs) have been increasingly recognized as powerful
platforms for fostering teachers' Technological Pedagogical Content Knowledge (TPACK)
development, particularly through sustained collaborative dialogues and reflective practices.
Through sustained interaction, teachers share experiences, exchange insights, and co-construct
practical strategies that support the meaningful integration of technology in teaching (Andrade,
2008; Katrien, 2017).

The collaborative nature of PLCs encourages a culture of continuous improvement, fostering
professional growth that goes beyond isolated workshops or training sessions (Stoll et al., 2006).
Drawing from Voogt et al. (2013), PLCs provide a space where teachers can share pedagogical
challenges, co-construct technological integration strategies, and align instructional approaches
with curriculum goals. In EFL contexts, such interactions are not merely technical exchanges but
are embedded within discussions of language pedagogy, cultural relevance, and learner
engagement. These dynamics resonate with the findings of Taimalu & Luik (2019) and Kim et al.
(2013), who argue that structured collaboration within PLCs facilitates the gradual refinement of
teachers' beliefs and practices in technology integration, transforming tacit knowledge into
actionable teaching strategies. Similarly, Opfer & Pedder (2011) and Lantz-andersson et al. (2018)
emphasize that such dialogic spaces enable teachers to develop a shared professional vision that
aligns with both pedagogical objectives and broader institutional goals.

In the context of faith-based settings, teachers often face the dual challenge of aligning
TPACK development with both national curriculum demands and the preservation of Islamic values
that shape classroom discourse, instructional choices, and the selection of digital resources. This is
echoed in (Siddiqui, 2025), who found that Saudi Arabian teachers in Islamic schools carefully
curated online materials to ensure cultural appropriateness, even when such constraints limited
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immediate access to global digital resources. Similarly, Ali et al.(2024) documented how Pakistani
madrasa-based EFL educators negotiated the use of multimedia tools to both enhance language
learning and reinforce moral instruction, illustrating that pedagogical innovation and religious
commitment are not mutually exclusive but mutually reinforcing.

However, global research also indicates that TPACK integration is not immune to contextual
challenges. In many educational settings, including faith-based schools, the adoption of
technology is shaped not only by resource availability and pedagogical demands but also by
institutional values and religious beliefs. These beliefs can initially present constraints, such as
concerns over the appropriateness of specific digital content. However, they can also become
powerful bridges for adaptation when teachers are supported through PLCs. For instance,
Admiraal et al.(2016) found that trust-based collaboration enables educators to reinterpret
technological tools through culturally appropriate pedagogical frameworks, while Pang and Wang
(2016) observed that PLCs foster creative solutions that reconcile global teaching demands with
local value systems.

This dynamic becomes especially pronounced in Indonesian madrasahs, where PLCs operate
within a dual framework: national curriculum standards and Islamic educational values. In
Indonesia, Rohmah et al. (2019) found that madrasah teachers employed PLC discussions to
collectively redesign English lesson plans, ensuring they not only met Ministry of Education
standards but also incorporated Islamic character-building components. This unique sociocultural
dimension not only enriches professional dialogue within PLCs but also influences how technology-
mediated learning strategies are adapted to respect local traditions while fostering students’ global
communicative competence. This finding is consistent with (Jones et al., 2013) observation that
culturally grounded PLCs can transform perceived constraints into opportunities for contextually
sustainable innovation.

In contrast to mainstream public schools, where technology integration is typically evaluated
based on pedagogical efficiency and student achievement, Professional Learning Community
(PLC) discussions in madrasahs incorporate an additional focus. These discussions focus on
aligning digital tools with moral education, Islamic character development, and religious values.
This distinction presents specific challenges, including the need to adapt technological resources to
fit cultural and religious contexts. However, shared values within the PLC can also promote greater
trust, enhanced collaboration, and a more intentional approach to Technological Pedagogical
Content Knowledge (TPACK) development.

In faith-based EFL settings, these conversations also become culturally situated, as illustrated
by Dogan and Adams (2018), where institutional values and educational missions shape the scope
and form of technology adoption. This is further reinforced by Admiraal et al. (2016), who found
that PLC participation promotes mutual trust and reflective practice, creating a climate in which
culturally and contextually appropriate TPACK growth can occur. The dialogic nature of PLCs also
nurtures professional agency by enabling teachers to examine their pedagogical decisions and
reflect on their practice critically. De Jong et al. (2022) highlight that teacher learning is most
effective when it is participatory, contextually grounded, and sustained over time. This perspective
is supported by Lantz-andersson et al.(2018) and Shifflet & Weilbacher (2015) who observed that
when teachers engage in purposeful conversations about technology use, they often negotiate
meaning, challenge assumptions, and adapt innovations to fit their specific classroom realities.
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Moreover, PLCs can serve as mediating arenas where teachers reconcile institutional
constraints with personal teaching philosophies. The work of Opfer and Pedder (2011) and Osborne
et al.(2019) demonstrate that the interaction between individual cognition, school culture, and
external policy demands shapes professional learning. In madrasahs, this often means balancing
the imperative to prepare students for global communication in English with the obligation to
preserve religious identity and community values. Such alignment processes are further enhanced
when PLCs adopt a non-hierarchical, trust-based structure, as reported by Hairon et al.(2015) and
Vijayadevar et al.(2019), which encourages open dialogue and collaborative problem-solving
without fear of judgment.

Despite these strengths, research also notes challenges in PLC implementation. Issues such as
uneven participation, time limitations, and the need for skilled facilitation can hinder optimal
collaboration (Katrien, 2017). In faith-based settings, these challenges are compounded by the
need to carefully negotiate dialogue boundaries, where innovation must be balanced with respect
for tradition and religious norms (Nepp, 2023). Nonetheless, when led thoughtfully, PLCs can serve
as empowering environments that support teachers' evolving TPACK and reinforce community
values.

3. Research Methodology
3.1. Research Design

This study adopts a qualitative ethnographic case study approach to examine the nuanced and
culturally embedded practices of professional learning communities (PLCs) in faith-based schools
in EFL contexts. This research design facilitates a comprehensive analysis of teachers' collaborative
processes, the influence of institutional values on technology integration, and the sociocultural
factors affecting the development of Technological Pedagogical Content Knowledge (TPACK).

A multidisciplinary lens is applied, combining three key perspectives. The TPACK framework
to examine how teachers integrate technology with subject content and instructional strategies.
The study also considers cultural values to assess how Islamic beliefs and institutional norms
influence technology-related decisions. The professional learning communities (PLCs) framework
is also applied to evaluate how collaborative structures facilitate professional development and
collective problem-solving. These frameworks are examined within English EFL classrooms in
Indonesian madrasahs.

3.2. Research Setting

This study was conducted in selected madrasahs in Semarang City, where English teachers
work within an educational environment deeply influenced by cultural and religious values. These
schools were purposively selected for their diversity, strategic location, and relevance to the
study's focus. Representing both public and private institutions, they vary in infrastructure, teacher
qualifications, and access to technology. Yet, they strongly commit to embedding Islamic
principles into their educational practices.

Within this setting, thirty Islamic junior high schools and forty-eight active English teachers
were actively engaged in Professional Learning Communities (PLCs). These PLCs served as
collaborative platforms where teachers discussed and refined ways to integrate their religious
values with the technological pedagogical content knowledge (TPACK) framework. This
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environment provided a rich context for examining how shared beliefs and collaborative structures
intersect to shape teachers' approaches to integrating technology in the classroom.

3.3. Research Participants

The participants consisted of 48 in-service English teachers, comprising eight males and 4o
females, representing a range of teaching experience, educational qualifications, and professional
development trajectories. Most possessed a bachelor's degree in English education, while a smaller
proportion had a master's degree. Their prior engagement with technology-enhanced pedagogy
differed, with some participating in TPACK-oriented workshops and PLC activities, whereas others
had limited formal training in this area. All participants were actively involved in the PLC (Madrasah
Tsanawiyah English Teachers Association) in Semarang, Indonesia, contributing diverse
pedagogical perspectives and classroom practices. They actively engage in various activities,
including regular meetings, collaborative lesson planning, and peer observations. Purposive
sampling is used to select teachers who vary in their teaching experience, digital literacy levels, and
subject specializations, ensuring a rich diversity of perspectives.

3.4. Data Collection Procedures

Data are gathered through a combination of non-participant observations of PLC sessions to
capture authentic interactions and collaborative practices; document analysis of lesson plans,
digital teaching materials, and PLC meeting notes, and informal interviews and reflective
conversations with participants to elicit deeper insights into their beliefs, challenges, and strategies
regarding technology integration.

The data collection from fieldwork was conducted from 2020 to 2025 for prolonged
engagement and deeper cultural immersion. Observations focused on both formal PLC sessions
and informal teacher interactions. All data sources were triangulated to ensure validity and
reliability.

3.5. Data Analysis Technique

Data are analyzed thematically, guided by the TPACK framework (Koehler & Mishra, 2009)
and informed by sociocultural theory. Coding begun by formulating the coding to identify
emerging patterns, followed by axial coding to connect categories and refine themes related to
faith-based technology adaptations in EFL instruction.

4. Results

This study examined how faith, cultural beliefs, and institutional frameworks influence English
teachers’ integration of technology (TPACK) within the context of madrasahs, and how
professional learning communities (PLCs) facilitate this process. Data were drawn from interviews,
lesson plans, classroom observations, PLC notes, agendas, teacher reflections, and student
responses. The findings are presented through three key themes corresponding to the research
questions.

4.1. Faith and Cultural Beliefs in Shaping TPACK Practice

Technology integration in education has often been conceptualized through universalist
frameworks such as TPACK (Koehler & Mishra, 2009), emphasizing the interplay of technological,
pedagogical, and content knowledge. However, scholars increasingly argue that teachers’ practice
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is never culturally neutral; rather, it is deeply situated within the socio-cultural and institutional
contexts in which they teach (Chai & Koh, 2017; Lantz-andersson et al., 2018). In faith-based
schools, this situatedness becomes particularly visible, as pedagogical decisions are mediated by
curricular standards and religious and moral frameworks that guide teacher identity and
institutional expectations (White, 2009).

The concept of culturally responsive pedagogy (Gay, 2001; Ladson-Billings, 1995) provides a
valuable lens for understanding this dynamic, highlighting how teachers adapt content and
pedagogy to reflect students' cultural backgrounds and lived realities. In Islamic educational
settings, however, "culture" is inseparable from religio-cultural epistemologies, ways of knowing
and teaching that foreground Qur'anic principles, prophetic traditions, and local cultural values.
Thus, valid content or effective pedagogy is determined not solely by disciplinary knowledge but
also by religious obligations and communal identity.

From this perspective, TPACK in Islamic schools must be re-imagined as a framework
incorporating these faith-based epistemologies. Teachers are not merely integrating technology
into pedagogy and content; they are simultaneously negotiating the alignment of digital tools with
Qur'anic teachings, institutional mandates, and local cultural practices. This creates what can be
described as a faith-informed TPACK, where technological choices are filtered through religious
values and cultural appropriateness.

Within Indonesian madrasahs, such negotiations are theoretical and visible in teachers'
everyday instructional practices. The lesson plans and classroom observations analysis illustrate
how these religio-cultural considerations were concretely enacted in English teaching. Teachers
consistently infused Islamic values and local culture into their lessons. For instance, in a procedure
text lesson on food, teachers cited Qur'an Surah Al-Bagarah, verse 168, to highlight the importance
of consuming halal food. Similarly, in narrative text lessons, stories of Prophet Nuh were adapted.
In an advertisement lesson, local products such as sambal uleg and pisang kepok, the komodo as an
endemic of the Indonesian islands, were incorporated as authentic materials. These examples
reveal how pedagogical choices were guided by curricular demands and deeply embedded in faith-
based and cultural frameworks.

Favorife food,

¥

Ayat ab-qur'an

i Bl (RO QTR Bl Il R L QPO B R EOR L P L P

;s “They will abide therein (under the curse in Hell), their punish
Nuh AS continued preaching to the other One night when the prophet was be lightened, nor will they be reprieved.”

Figure 1. Lesson plan excerpts illustrating faith-informed and culturally responsive TPACK practices. From
left to right: (a) advertisement lesson integrating local product (pisang kepok), (b) narrative lesson on
Prophet Nuh, (c) procedure text citing Qur'an Surah Al-Bagarah 168 on halal food.
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Interviews further confirmed that such integration was not incidental. Teachers explained that
when teaching in madrasahs, institutions strongly identified with Islamic values, they were
required to embed religious references in all subjects. One teacher stated, "Because we teach at
Madrasah Tsanawiyah (MTs)/Islamic Junior High School, we must reflect Islamic values in our
teaching." Moreover, those with Islamic-based university backgrounds felt professionally and
morally obliged to align their practice with Islamic knowledge traditions.

From a TPACK perspective, this reflects a contextualized form of integration where
technological tools (Smart TVs, video-based assignments) are used in synergy with pedagogical
approaches. However, religious and cultural values deliberately shape the content. This aligns with
prior research, which shows that TPACK is not a neutral construct but is always mediated by
contextual factors (Chai & Koh, 2017; Mishra & Koehler, 2009).

From a cultural and faith-based perspective, the findings align with studies in Islamic
education contexts (Selim, Sumaya, 2025), suggesting that teachers often transmit moral and
religious values that extend beyond their subject matter. Embedding Qur'anic verses in English
lessons illustrates this dual responsibility.

Finally, from an institutional-policy lens, broader regulatory frameworks also shaped teachers'
practices. Madrasahs are mandated to implement digital learning as part of national education
reforms, compelling teachers to integrate technology. This dual demand of religious expectations
and ministry regulations positions teachers at the intersection of faith, culture, and policy,
negotiating TPACK not merely as a technical skill but as a culturally and institutionally embedded
practice.

4.2. Challenges and Opportunities in Aligning Technology with Islamic Educational Values

Research on technology integration has long highlighted the tension between opportunities
and barriers in classroom practice. Ertmer (1999) distinguished between first-order barriers,
external constraints such as infrastructure and access, and second-order barriers, internal
constraints related to teacher beliefs, pedagogical preferences, and cultural expectations. In faith-
based contexts, these challenges are further complicated by ensuring that technological practices
align with religious values and institutional missions (Tondeur et al., 2017).

At the same time, institutional and policy discourses often frame technology as an
opportunity for educational reform, positioning digital literacy as a crucial 2ist-century
competency (Voogt et al., 2013). In Indonesia, the Ministry of Education and the Ministry of
Religious Affairs emphasize digital transformation in schools, including madrasahs, thereby
creating policy-driven incentives for teachers to integrate technology (Sholeh, 2022). However,
such reforms are not culturally neutral: teachers in Islamic schools must negotiate how digital tools
can be embedded in ways that remain faithful to Islamic principles and community expectations
(Muhsinin, 2024).
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Figure 2. Coding Map for RQ2 illustrates how teachers in madrasah EFL classrooms negotiated the alignment
of technology with Islamic educational values. The data reveal multiple challenges, including infrastructural
barriers (limited access to smartphones and the internet), pedagogical issues in assessment, low student
motivation coupled with weak parental involvement, and differences in teachers' educational backgrounds
(Islamic-based universities versus non-Islamic-based universities). At the same time, policy mandates from
the Ministry of Education and the Ministry of Religious Affairs pressured schools to integrate digital learning.

From a cultural perspective, this negotiation reflects insights from culturally responsive
pedagogy (van Compernolle & Williams, 2013), which stresses that pedagogical and technological
choices must reflect learners' sociocultural identities. In the madrasah context, where religion and
culture are deeply intertwined, teachers must adapt digital tools for pedagogical effectiveness and
religio-cultural appropriateness. Collaboration within professional communities further becomes
essential to mediate these tensions (Katrien, 2017).

Within this landscape, challenges and opportunities in Islamic schools are best understood as
dynamic and relational: infrastructural constraints may limit access and push teachers toward
creative solutions. At the same time, policy pressures may feel burdensome, but they also provide
resources for experimentation.

This dynamic was evident in the data. Teachers identified several persistent challenges when
integrating technology in ways that remain faithful to Islamic educational values. Data from
Google Form surveys and reflective interviews highlighted infrastructural barriers, including the
fact that not all students owned smartphones or laptops, and internet access was inconsistent,
which limited the effectiveness of online and blended learning. During the pandemic, teachers
repeatedly struggled with conducting assessments, ensuring student engagement, and adapting
the national curriculum to restricted time allocations. One teacher explained, "Online learning was
never maximal because not all students had smartphones, and many parents could not support
their children's learning."
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These challenges reflect what Ertmer (1999) described as "first-order barriers" (infrastructure
and access) and "second-order barriers" (teacher beliefs, student motivation), both of which were
evident in the data. Teachers reported frustration with low parental involvement, limited student
interest, and difficulty aligning assessment practices with technological platforms.

In addition, opportunities also emerged. Madrasahs are under intense institutional pressure
from the Ministry of Education and the Ministry of Religious Affairs to adopt digital learning tools
as part of national reforms. Thus, Teachers began experimenting with Smart TVs, multimedia
presentations, and video-based student projects (e.g., creating creative procedure text videos).
Such initiatives fulfilled policy demands and motivated students to engage more actively, as
teachers observed higher levels of creativity when students worked on video tasks.

From a TPACK lens, these findings reveal the tension between technological resources and
pedagogical goals: while access remains limited, creative adaptations, such as video assignments
contextualized with Islamic and local cultural themes, provide meaningful integration. This mirrors
findings from Chai and Koh (2017), who argued that contextual constraints often become drivers of
innovative practice when teachers collaboratively problem-solve.

From a policy and institutional lens, national requirements to digitalize learning acted as a
double-edged sword: they created pressure and opened spaces for professional development and
technological experimentation. Studies in Indonesian Islamic schools similarly note that policy
mandates frequently accelerate teachers' engagement with digital tools, albeit unevenly across
contexts (Sutrisno et al., 2023)

From a cultural lens, the need to align technology use with Islamic values generated
challenges and opportunities. Teachers without Islamic educational backgrounds (non-Islamic-
based university graduates) initially struggled to integrate religious content appropriately.
However, collaboration with Islamic-based university-trained colleagues provided a valuable space
for shared learning. This echoes prior research on culturally responsive pedagogy (Selim, Sumaya,
2025; van Compernolle & Williams, 2013), which highlights collaboration as essential for ensuring
that technology-mediated instruction reflects local cultural and religious values.

4.3. PLCs as Mediators of Culturally Responsive TPACK

Professional learning communities (PLCs) have been widely recognized as effective structures
for fostering teacher growth through collaboration, shared reflection, and collective problem-
solving. DuFour and Eaker (1998) define PLCs as spaces where teachers take collective
responsibility for student learning and engage in continuous improvement. Subsequent research
emphasizes that PLCs support knowledge sharing, peer mentoring, and professional identity
formation, primarily when structured around authentic classroom challenges (Katrien, 2017; Stoll
etal., 2006).

From the perspective of adult learning theory, Knowles (1978), PLCs function effectively when
they are problem-centered, relevant to participants' immediate needs, and grounded in
collaborative inquiry rather than abstract theory. In this sense, PLCs create opportunities for
teachers to actively shape their professional development by addressing real instructional
dilemmas.

In culturally diverse or faith-based educational contexts, PLCs also become arenas where
teachers negotiate how pedagogy and technology can be adapted to reflect local cultural and
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religious values. Research on culturally responsive PLCs suggests that collaboration across
different backgrounds enables teachers to co-construct practices that are both pedagogically
effective and culturally appropriate (He et al., 2025). Thus, PLCs can be understood not only as
professional development mechanisms but also as cultural negotiation zones.
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Figure 3. The coding map for RQ3 illustrates how the PLC functioned as a negotiation zone, where teachers
aligned technology integration with their faith and cultural values in their EFL classrooms. On the one hand,
PLCs facilitated culturally responsive TPACK through collaborative lesson design (e.g., Prophet Nuh
narratives, sambal uleg advertisements), peer mentoring that bridged Islamic-based universities and non-
Islamic-based universities' teacher backgrounds, and problem-centered discussions grounded in classroom
realities such as assessment and digital tools. These dynamics were supported by social trust and shared
values, creating a safe space for reflective dialogue and collective innovation within the PLC.

Within the observed madrasah PLC, these theoretical insights were reflected in practice. The
professional learning community (PLC) became a central arena where teachers negotiated the
intersection of technology, pedagogy, content, and cultural-religious values. Observations of PLC
meetings (IN-ON-IN cycles), along with agendas and note-taking, showed that teachers used the
forum to share strategies, co-develop lesson plans, and reflect on challenges. For instance, in one
session, teachers collaboratively designed a narrative text lesson on Prophet Nuh and an
advertisement lesson using Sambal Uleg and Pisang Kepok, demonstrating how local cultural and
Islamic values were embedded in TPACK through a collaborative design approach.

Reflective conversations indicated that teachers valued the PLC as a safe space for problem-
solving and peer mentoring. Teachers without Islamic educational backgrounds (from non-Islamic-
based universities) reported learning how to effectively embed Qur'anic values through
collaboration with colleagues from Islamic-based university backgrounds. This dynamic illustrates
how the PLC mitigated differences in background knowledge and promoted culturally responsive
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practice. One participant noted, "Through PLC, we learn not only about teaching methods and
media but also how to align with the Islamic values expected in madrasah."

From an adult learning theory perspective, the PLC reflected principles of relevance and
problem-centeredness (Knowles, 1978). Discussions were grounded in immediate classroom needs,
such as assessment, digital tools, or managing online learning, rather than abstract theory. This
practical focus reinforced teachers' engagement and ownership of professional growth.

From a PLC lens, the findings align with DuFour and Eaker's (1998) conception of PLCs as
communities that foster collective responsibility and continuous improvement. However, the data
also revealed limitations: discussions sometimes followed top-down agendas (e.g., Moderasi
Beragama (Moderation of Religion) set by ministry policy), which constrained open exploration and
risked framing PLCs more as compliance spaces than organic communities of practice.

From a cultural-TPACK lens, the PLC functioned as a negotiation zone where faith, culture,
and technology were aligned. The collaborative creation of lesson plans that embedded Qur'anic
verses and local culture into English teaching exemplifies how PLCs facilitated culturally responsive
TPACK. This resonates with recent studies (Alhanachi et al., 2021; He et al, 2025) that show PLCs
are effective frameworks for developing context-sensitive TPACK, particularly in culturally diverse
or faith-based educational environments.

In short, PLCs both facilitated culturally responsive TPACK by fostering collaboration, peer
learning, and contextualized lesson design and at times hindered it, when institutional agendas
overshadowed bottom-up innovation.

The three research questions illuminate how technology integration in Indonesian Islamic
schools cannot be reduced to the technical interplay of pedagogy, content, and technology alone.
Instead, it is fundamentally shaped by the intersections of faith, culture, and institutional
structures. First, religious and cultural epistemologies deeply informed teachers' TPACK practices.
Lesson planning and classroom observations demonstrated how pedagogical content was
consistently mediated through Qur'anic principles and local cultural references, producing what
can be described as a faith-informed TPACK.

Second, the process of aligning technology with Islamic educational values revealed both
persistent barriers and creative opportunities. Infrastructural constraints and uneven digital access
limited the effectiveness of online and blended learning, while differences in teacher backgrounds
(Islamic-based universities vs. non-Islamic-based universities) created knowledge gaps in
embedding Islamic values. However, these challenges also stimulated innovation: teachers
experimented with Smart TVs, multimedia tools, and video-based projects contextualized with
local culture, thus turning constraints into drivers of pedagogical creativity.

Third, PLCs emerged as a critical mediating space where these negotiations unfolded. As
communities of practice, they facilitated peer learning, collaborative lesson design, and reflective
dialogue that bridged the gaps between teachers from diverse backgrounds. Thus, PLCs
functioned as sites of empowerment, facilitating culturally responsive TPACK, and as sites of
constraint, particularly when top-down agendas limited open exploration.

Synthesizing these dimensions, the findings suggest that culturally and faith-informed TPACK
development in madrasahs is best understood as a dynamic negotiation process. Teachers are not
merely integrating technology into their teaching but actively balancing policy mandates,
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infrastructural realities, professional learning spaces, and the moral-ethical frameworks that define
Islamic schooling. This negotiation highlights the importance of rethinking TPACK not as a
culturally neutral model but as one that is contextually and epistemologically situated, a process of
pedagogical reasoning inseparable from faith and culture.

5. Discussion

This study aimed to investigate how faith and cultural beliefs influence English teachers’
integration of technology in Indonesian madrasahs, the challenges and opportunities that arise in
this process, and the role of professional learning communities (PLCs) in facilitating culturally
responsive TPACK development. The findings confirm that technology integration in faith-based
schools is not a culturally neutral process but intensely mediated by religious values, institutional
mandates, and local cultural practices.

At the theoretical level, the TPACK framework Koehler and Mishra (2009) has often been
promoted as a universalist model for understanding how teachers integrate technology, pedagogy,
and content knowledge. However, scholars increasingly caution against treating TPACK as
context-free, noting that classroom technology use is always embedded in broader socio-cultural
and institutional environments (Chai & Koh, 2017; Lantz-andersson et al., 2018). In Islamic schools,
these socio-cultural dynamics are inseparable from religio-cultural epistemologies, ways of
knowing and teaching that foreground Qur'anic principles, prophetic traditions, and local cultural
values (Maulana, 2024). Thus, teaching practices in madrasahs must be understood as responses to
curricular standards and as enactments of faith-informed obligations and communal identity.

The findings of this study extend the literature by illustrating how technology integration in
Islamic schools can be conceptualized as faith-informed TPACK. Teachers consistently infused
Islamic values and local culture into their English teaching through lesson plans and classroom
enactments. For instance, in procedure text lessons on food, teachers embedded Qur'an Surah Al-
Bagarah 168 to emphasize the importance of consuming halal food; in narrative text lessons, the
story of Prophet Nuh was adapted as teaching material; and in advertisement lessons, culturally
resonant products such as Sambal Uleg and Pisang Kepok were employed as authentic texts. These
examples demonstrate that technology use, whether through Smart TVs, multimedia
presentations, or student-created videos, was not simply a technical choice but filtered through
moral, cultural, and religious appropriateness. In this sense, madrasah teachers functioned as
pedagogical designers and guardians of values in digital classrooms, ensuring that technology-
mediated learning aligned with Qur'anic teachings and local traditions.

At the same time, the findings highlight the challenges and opportunities teachers
encountered in aligning technology with Islamic educational values. Consistent with Ertmer (1999)
distinction, both first-order barriers (e.g., limited access to smartphones, laptops, and internet
connectivity) and second-order barriers (e.g., student motivation, parental involvement, and
teacher confidence) were evident. These challenges were particularly acute during the pandemic,
when online learning exposed the digital divide and exacerbated issues of assessment and
engagement. Nevertheless, as Owston (2007) and Tseng et al. (2011) suggest, contextual
constraints can also serve as drivers of innovation. Teachers in this study developed creative
strategies, such as assigning video projects contextualized with Islamic and local cultural themes,
which met curricular and policy demands and enhanced student creativity and engagement.
Institutional mandates from the Ministry of Education and the Ministry of Religious Affairs likewise
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acted as a double-edged sword, creating pressure but also opening opportunities for professional
development and technological experimentation (Owston, 2007; Tseng et al., 2011)

The PLC context further shaped these dynamics, functioning as a negotiation zone where
teachers aligned technology integration with faith and culture. The IN-ON-IN cycles of PLC
meetings allowed teachers to co-develop lesson plans, share strategies, and reflect on challenges.
In these collaborative spaces, teachers without formal Islamic training (non-Islamically based
university graduates) learned how to embed Quranic references and moral values into digital
lessons from Islamic-based university-trained colleagues. This dynamic aligns with research on
culturally responsive pedagogy, emphasizing collaboration as crucial for bridging differences in
teacher backgrounds (van Compernolle & Williams, 2013). From an adult learning theory
perspective, Knowles (1978), the PLCs were effective because discussions were grounded in
immediate classroom problems, such as assessment, online engagement, and digital tool use,
rather than abstract theory. However, the data also revealed that PLCs sometimes became
constrained by top-down agendas, such as ministry-driven sessions on the moderation of religion.
While important, these agendas risked reframing PLCs as compliance spaces rather than organic
communities of practice (DuFour & Eaker, 1998).

The findings of this study challenge the prevailing tendency in earlier TPACK scholarship to
present the framework as a culturally neutral model of technology integration. Much of the prior
literature (Voogt et al., 2013; Mishra, 2019) underscores TPACK's role in enhancing pedagogical
efficiency and fostering digital literacy, yet it rarely interrogates how cultural or religious values
mediate this process. By contrast, the present study demonstrates that in Indonesian madrasahs,
technology adoption is not simply a technical or pedagogical act but a faith-informed negotiation.
Teachers embedded Qur'anic references and local cultural products into lesson designs delivered
through Smart TVs, multimedia presentations, and video projects, illustrating that digital practices
were consistently filtered through moral and cultural appropriateness. This extends the arguments
of Chai and Koh (2017) and Isnandar et al. (2025), who observed that technology acceptance in
faith-based schools involves reconciling religious values with modern pedagogical imperatives.
Unlike AL-Takhayneh et al. (2022), who attribute resistance to innovation primarily to technical
barriers and attitudinal factors, the present study shows that in madrasahs, resistance is
simultaneously an act of value preservation, transforming potential obstacles into opportunities for
culturally responsive pedagogy.

The role of Professional Learning Communities (PLCs) further illustrates how global
frameworks must be reinterpreted in faith-based contexts. Previous studies (Stoll et al., 2006;
Taimalu & Luik, 2019) have established PLCs as effective structures for teacher collaboration and
professional growth; however, they often frame their function in terms of skill enhancement and
problem-solving, divorced from cultural or moral considerations. In contrast, the current findings
indicate that PLCs in madrasahs serve as negotiation zones where teachers collaboratively
reconcile state-driven digital reforms with Islamic educational values. This dual function both
confirms Rohmah et al. (2019) and Siddiqui (2025), who found that PLCs in Islamic schools
facilitated culturally sensitive lesson planning, and extends global understandings of PLCs by
highlighting their role in mediating between policy pressures and religious commitments. While
echoing concerns raised by Martin et al. (2025) about contextual challenges in technology
adoption, the study reveals that PLCs in madrasahs are uniquely situated to transform constraints,
such as uneven teacher backgrounds or institutional mandates, into collaborative opportunities for

196 Dinamika llmu, 25(2), December 2025



Faith, Culture, and Technology in EFL Classrooms

faith-informed TPACK development. Thus, rather than operating merely as professional support
structures, PLCs in faith-based EFL contexts emerge as arenas of moral, cultural, and pedagogical
negotiation that enrich and complicate existing models of technology integration.

This study contributes to the broader literature on technology integration by demonstrating
that faith and culture are not peripheral concerns, but rather constitutive elements of how teachers
conceptualize and enact TPACK. For Indonesian madrasahs, and potentially for other faith-based
educational settings, the implication is clear: technology integration is always more than technical
proficiency; it is a moral, cultural, and institutional practice that requires ongoing negotiation
within collaborative professional communities.

6. Conclusion

This study has demonstrated that technology integration in Indonesian madrasahs is best
understood as a faith-informed and culturally situated practice. Teachers' enactments of TPACK
were consistently mediated by Qur'anic principles, prophetic traditions, and local cultural
references, showing that pedagogy in faith-based schools cannot be reduced to technical
alignment of content, pedagogy, and technology. Instead, it involves the simultaneous negotiation
of moral obligations, institutional mandates, and cultural identity.

The findings also highlight that while infrastructural limitations and uneven teacher
backgrounds presented significant barriers, these constraints often became drivers of innovation.
Teachers creatively adapted digital tools, such as Smart TVs and student-produced videos, to fulfill
both curricular standards and religious-cultural expectations. Institutional pressures from national
education and religious authorities similarly functioned as double-edged forces, generating
challenges but also enabling opportunities for experimentation and growth.

Finally, the study underscores the pivotal role of PLCs as negotiation zones, where teachers
collaboratively constructed culturally responsive TPACK. Through PLC activities, teachers engaged
in peer mentoring, co-design of lesson plans, and reflective dialogue, bridging gaps between
Islamic-based universities and non-Islamic-based universities backgrounds. However, PLCs were
not without limitations, as top-down agendas sometimes constrained teacher agency, reframing
them as compliance-oriented rather than bottom-up professional communities.

Taken together, these insights suggest that developing teachers' TPACK in faith-based
schools requires more than technical training. It demands a contextually grounded professional
learning approach that acknowledges the inseparability of pedagogy, technology, culture, and
faith. For policy makers and school leaders, this means fostering PLCs that support genuine
collaboration while remaining sensitive to institutional and religious frameworks. For theory, this
study contributes the notion of faith-informed TPACK, extending current understandings of
technology integration by situating it within the epistemological and cultural realities of Islamic
schooling.

References

Admiraal, W., Vugt, F. Van, Kranenburg, F., Koster, B., Smit, B., Weijers, S., & Lockhorst, D. (2016).
Preparing pre-service teachers to integrate technology into K — 12 instruction : Evaluation of a
technology-infused approach. 5139(April). https://doi.org/10.1080/1475939X.2016.1163283

Dinamika llmu, 25(2), December 2025 197



Sayyidatul Fadlilah, Issy Yuliasri, Sri Wuli Fitriati

Ahmad, M., Ahmed, I., & Jeon, G. (2022). A sustainable advanced artificial intelligence-based
framework for analysis of COVID-19 spread. Environment, Development and Sustainability,
0123456789. https://doi.org/10.1007/510668-022-02584-0

AL-Takhayneh, S. K., Karaki, W., Hasan, R. A., Chang, B. L., Shaikh, J. M., & Kanwal, W. (2022).
Teachers’ psychological resistance to digital innovation in jordanian entrepreneurship and
business schools: Moderation of teachers’ psychology and attitude toward educational
technologies. Frontiers in Psychology, 13. https://doi.org/10.3389/fpsyg.2022.1004078

Alhanachi, S., de Meijer, L. A. L., & Severiens, S. E. (2021). Improving culturally responsive teaching
through professional learning communities: A qualitative study in Dutch pre-vocational
schools. International Journal of Educational Research, 105(July 2020), 101698.
https://doi.org/10.1016/j.ijer.2020.101698

Ali, A. D., & Waer, H. (2023). Integrating TPACK in a pre-service teachers’ EFL course: Impacts on
perception, knowledge, and practices. Australian Journal of Teacher Education, 48(3), 67-94.
https://doi.org/10.14221/1835-517X.6089

Ali, M. M., Alaa, A. M., & Shahnaz, A. (2024). The impact of mobile learning in English language
classrooms in Pakistan. Asian-Pacific Journal of Second and Foreign Language Education, 9(1).
https://doi.org/10.1186/540862-024-00274-0

Ally, M., & Samaka, M. (2013). Open education resources and mobile technology to narrow the
learning divide. The International Review of Research in Open and Distributed Learning, 14(2),
14. https://doi.org/10.19173/irrodl.v14i2.1530

Andrade, M. S. (2008). International student persistence at a faith-based institution. Christian
Higher Education, 7(5), 434—451. https://doi.org/10.1080/15363750802016385

Aydin, S. (2013). Teachers’ perceptions about the use of computers in EFL teaching and learning:
The case of Turkey. Computer Assisted Language Learning, 26(3), 214—233.
https://doi.org/10.1080/09588221.2012.654495

Bork, A. (1990). International development of technology-based learning courses. Journal of
Research on Computing in Education, 23(2), 173-183.
https://doi.org/10.1080/08886504.1990.10781954

Budianto, L., Arifani, Y., Wardhono, A., & Poedjiastutie, D. (2023). The TPACK level of in-service
EFL teacher online professional training: The perspectives of teachers, students, and trainers.
Journal of  Digital Learning in Teacher  Education, 39(2), 87-101.
https://doi.org/10.1080/21532974.2023.2167024

Chai, C. S., & Koh, J. H. L. (2017). Changing teachers’ TPACK and design beliefs through the
scaffolded TPACK lesson design model (STLDM). Learning: Research and Practice, 3(2), 114—
129. https://doi.org/10.1080/23735082.2017.1360506

De Jong, L., Meirink, J., & Admiraal, W. (2022). Teacher learning in the context of teacher
collaboration: Connecting teacher dialogue to teacher learning. Research Papers in Education,
37(6), 1165-1188. https://doi.org/10.1080/02671522.2021.1931950

Dogan, S., & Adams, A. (2018). Effect of professional learning communities on teachers and
students: Reporting updated results and raising questions about research design. School
Effectiveness and School Improvement, 30(4), 523—544.
https://doi.org/10.1080/09243453.2018.1500921

Ertmer, P. A. (1999). Addressing first- and second-order barriers to change : Strategies for technology
integration.  Educational Technology Research and Development, 47(4), 47-61.
https://doi.org/10.1007/BF02299597 (Vol. 47).

Gay, G. (2001). Preparing for culturally responsive teaching. Journal of Teacher Education, 53(2),

198 Dinamika llmu, 25(2), December 2025


https://doi.org/10.1080/09243453.2018.1500921

Faith, Culture, and Technology in EFL Classrooms

106-116. https://doi.org/10.1177/0022487102053002003

Hairon, S., Wee, J.,, Goh, P., Siew, C.,, & Chua, K. (2015). Teacher leadership enactment in
professional learning community contexts: Towards a better understanding of the
phenomenon. School Leadership & Management, 2434(October).
https://doi.org/10.1080/13632434.2014.992776

Halimah, S., Yusuf, A., & Safiudin, K. (2024). Pesantren education management: The
transformation of religious learning culture in the age of disruption. Nidhomul Hagq : Jurnal
Manajemen Pendidikan Islam, 9(3), 648-666. https://doi.org/10.31538/ndhq.vgi3.16

He, Y., Kroiss, D., & Bernal De La Ossa, R. A. (2025). Networked professional learning communities
for multilingual family engagement. Journal of Educational Change, 451-473.
https://doi.org/10.1007/s10833-025-09530-7

Isnandar, A., Abidin, Z., Darul, U., Islamic, U., & Sudirman, C. (2025). Development of an inclusive
curriculum based on Islam and technology at madrasah aliyah. Journal of Research, Education,
and Technology, 4(2), 823-833.https://doi.org/10.58526/jsret.v4i2.748

Jamjoom, M. I. (2010). Female Islamic studies teachers in Saudi Arabia: A phenomenological study.
Teaching and Teacher Education, 26(3), 547-558. https://doi.org/10.1016/].tate.2009.06.019

Jones, M. G., Gardner, G. E., & Robertson, L. (2013). Science professional learning communities:
Beyond a singular view of teacher professional development. International Journal of Science,
February 2015, 37-41. https://doi.org/10.1080/09500693.2013.791957

Katrien, E. a. (2017). Teacher communities as a context for professional development: A
systematic review. Teaching and Teacher Education, 61, 47-59.
https://doi.org/10.1016/j.tate.2016.10.001

Kim, C., Kyu, M., Lee, C., Spector, J. M., & Demeester, K. (2013). Teacher beliefs and technology
integration. Teaching and Teacher Education, 29, 76-8s5.
https://doi.org/10.1016/j.tate.2012.08.005

Knowles, M. S. (1978). Andragogy : Adult Learning Theory in Perspective. Community College Review,
5(3), 9—20. https://doi.org/10.1177/009155217800500302

Koehler, M. J., Mishra, P., & Cain, W. (2013). What is technological pedagogical content knowledge
(TPACK)? Journal of Education, 193(3), 13—19. https://doi.org/10.1177/002205741319300303

Ladson-Billings, G. (1995). Toward a theory of culturally relevant pedagogy. American Educational
Research Journal, 32(3), 465—491. https://doi.org/10.3102/00028312032003465

Lai, C., Wang, Q., & Huang, X. (2022). The differential interplay of TPACK, teacher beliefs, school
culture and professional development with the nature of in-service EFL teachers’ technology
adoption. British ~ Journal  of  Educational  Technology,  53(5),  1389-1411.
https://doi.org/10.1111/bjet.13200

Lantz-andersson, A., Lundin, M., & Selwyn, N. (2018). Twenty years of online teacher
communities: A systematic review of formally-organized and informally-developed
professional learning groups. Teaching and Teacher Education, 75, 302-315.
https://doi.org/DOl:10.1016/j.tate.2018.07.008

Martin, F., Long, S., Haywood, K., Xie, K., & Martin, F. (2025). Digital distractions in education : A
systematic review of research on causes , consequences and prevention strategies distraction
in education. Educational Technology Research and Development, 0123456789.
https://doi.org/10.1007/511423-025-10550-6

Maryati, S., Lestarika, L., Idi, A., & Tri Samiha, Y. (2023). Madrasah as an institution of Islamic
education and social change. Jurnal Konseling Pendidikan Islam, 4(2), 317-326.
https://doi.org/10.32806/jkpi.v4i2.11

Dinamika llmu, 25(2), December 2025 199


https://doi.org/10.1177/0022487102053002003

Sayyidatul Fadlilah, Issy Yuliasri, Sri Wuli Fitriati

Maulana, M. M. (2024). Exploring the impact of digital media in pesantren-based education:
Enhancing Islamic studies learning and fostering character development among student.
Jurnal Islam Nusantara, 8(1)

Mishra, P., & Koehler, M. J. (2009). Support for technology integration: Implications from and for
the TPACK framework. In C. D. Maddux (Ed.), Handbook of technological pedagogical content
knowledge  (TPACK)  for  educators (2nd ed.,, pp. 45-60). Routledge.
https://doi.org/10.4324/9781315771328

Mishra, P. (2019). Considering contextual knowledge: The TPACK diagram gets an upgrade.
Journal of Digital Learning in Teacher Education, 35(2), 76-78.
https://doi.org/10.1080/21532974.2019.1588611

Mishra, P., & Warr, M. (2021). Contextualizing TPACK within systems and cultures of practice.
Computers in Human Behavior, 117(December 2020), 106673.
https://doi.org/10.1016/j.chb.2020.106673

Muhsinin, U. (2024). The role of technology in improving the quality of Islamic religious education
in schools and madrasas in the digital era. Journal of Social Science, 1, 62-72.
https://doi.org/DOIl:10.59613/meysjmss

Nepp, A. N. (2023). The impact of religious traditions and education levels on innovation activity in
countries with different income levels. Macroeconomic Applied Research, 26.
https://doi.org/10.15826/vestnik.2023.22.2.010

Opfer, V. D., & Pedder, D. (2011). Conceptualizing teacher professional learning. Review of
Educational Research. https://doi.org/10.3102/0034654311413609

Osborne, J. F., Zaccarelli, F. G., Berson, E., & Reigh, E. (2019). Impacts of a practice-based
professional teachers ' facilitation of and student engagement with scientific argument.
American Educational Research Journal, XX(X), 1-46.
https://doi.org/10.3102/0002831218812059

Owston, R. (2007). Contextual factors that sustain innovative pedagogical practice using
technology: An international study. Journal of Educational Change, 8(1), 61-77.
https://doi.org/10.1007/510833-006-9006-6

Pang, N. S. K., & Wang, T. (2016). Professional learning communities: research and practices across
six educational systems in the Asia-Pacific region. Asia Pacific Journal of Education, 36(2), 193—
201. https://doi.org/10.1080/02188791.2016.1148848

Putri, A. L. R., Winarno, & Murwaningsih, T. (2023). The implementation TPACK in elementary
school. International ~ Journal ~ of  Elementary  Education, 7(4), 626-636.
https://doi.org/10.23887/ijee.v7i4.62435

Rohmah, G. N., Hanifiyah, L., & Ningsih, A. A. (2019). Islamic values integration in English lesson at
madrasah tsanawiyah: Teachers’ beliefs and practices. Jurnal Bahasa Lingua Scientia, 11(1),
93—106.

Roussinos, D., & Jimoyiannis, A. (2019). Examining primary education teacher’s perceptions of
TPACK and the related educational context factors. Journal of Research on Technology in
Education, 51(4), 377-397. https://doi.org/10.1080/15391523.2019.1666323

Selim, Sumaya, C. (2025). Teaching English while preserving Islamic tradition: A balanced
educational approach. Journal of Applied and Action Research in Islamic Education, 1, 59-72.
https://doi.org/DOl:10.70771/jaarie.v1i1a4

Shifflet, R., & Weilbacher, G. (2015). Teacher beliefs and their influence on technology use : A case
study. Contemporary Issues in Technology and Teacher Education, 15, 368-394.

Sholeh, M. (2022). Madrasah principal leadership in digital transformation at madrasah ibtidaiyah:

200 Dinamika Ilmu, 25(2), December 2025


https://doi.org/10.4324/9781315771328

Faith, Culture, and Technology in EFL Classrooms

A case study. Dinamika llmu, 22(1), 151-166. doi:10.21093/di.v22i1.4241

Siddiqui, M. A. (2025). Exploring Saudi EFL teachers ' awareness , practices and perceptions in
CALL materials : Insights from the EFL context of Saudi universities. Journal of Information
Systems Engineering and Management, 10. https://doi.org/DOIl:10.52783/jisem.v10i355.6033

Soomro, B. A., & Shah, N. (2019). Determining the impact of entrepreneurial orientation and
organizational culture on job satisfaction, organizational commitment, and employee’s
performance.  South  Asian  Journal of Business  Studies, 8(3), 266—282.
https://doi.org/10.1108/SAJBS-12-2018-0142

Stoll, L., Bolam, R. A. Y., Mcmahon, A., & Wallace, M. (2006). Professional learning communities: a
review of the literature. https://doi.org/10.1007/s10833-006-0001-8

Suryanti, E. W., & lkawati, A. (2025). Fostering religious character education through the
implementation of digital literacy culture. AL-ISHLAH: Jurnal Pendidikan, 17(1), 500-511.
https://doi.org/10.35445/alishlah.vi7i1.6377

Sutrisno, A., Dalail, M. M., & Amini, |. (2023). Implementation of ICT-based teacher administration
system to improve teaching and learning activities. Jurnal SMART (Studi Masyarakat, Religi,
Dan Tradisi), 9(1), 105—115. https://doi.org/10.18784/smart.vgi1.1886

Taimalu, M., & Luik, P. (2019). The impact of beliefs and knowledge on the integration of
technology among teacher educators : A path analysis. Teaching and Teacher Education, 79,
101-110. https://doi.org/10.1016/j.tate.2018.12.012

Tambak, S., Ahmad, M. Y., Sukenti, D., & Siregar, E. (2022). Faith, identity processes and science-
based project learning methods for madrasah teachers. AL-ISHLAH: Jurnal Pendidikan, 14(1),
203—-216. https://doi.org/10.35445/alishlah.vi4i1.1184

Tan, L., & Ali, J. (2019). Investigating TPACK as professional knowledge for Australian literacy
teachers. The International Encyclopedia of  Media Literacy, 1-12.
https://doi.org/10.1002/9781118978238.iemlo235

Tondeur, J., van Braak, J., Ertmer, P. A., & Ottenbreit-Leftwich, A. (2017). Understanding the
relationship between teachers’ pedagogical beliefs and technology use in education: a
systematic review of qualitative evidence. Educational Technology Research and Development,
65(3), 555—575. https://doi.org/10.1007/511423-016-9481-2

Tseng, J. J., Cheng, Y. S., & Lin, C. C. (2011). Unraveling in-service EFL teachers’ technological
pedagogical content knowledge. Journal of Asia TEFL, 8(2), 45-72.

Tusha, P., Colaco, P., Katyal, A., Gupta, A., Walia, A., Madan, P., & Lamoria, J. . (2024). Assessing
the impact of cultural differences on educational technology acceptance. Evolutionary Studies
in Imaginative Culture, 8.1, 890—-899. https://doi.org/10.70082/esiculture.vi.1178

van Compernolle, R. A., & Williams, L. (2013). Sociocultural theory and second language pedagogy.
Language Teaching Research, 17(3), 277—-281. https://doi.org/10.1177/1362168813482933

Vijayadevar, S., Thornton, K., & Cherrington, S. (2019). Professional learning communities:
Enhancing collaborative leadership in Singapore early childhood settings. Contemporary Issues
in Early Childhood, 20(1), 79—-92. https://doi.org/10.1177/1463949119833578

Voithofer, R., & Nelson, M. J. (2021). Teacher educator technology integration preparation
practices around TPACK in the United States. Journal of Teacher Education, 72(3), 314—328.
https://doi.org/10.1177/0022487120949842

Voogt, J., Fisser, P., Pareja Roblin, N., Tondeur, J., & van Braak, J. (2013). Technological
pedagogical content knowledge - A review of the literature. Journal of Computer Assisted
Learning, 29(2), 109—121. https://doi.org/10.1111/j.1365-2729.2012.00487.x

Voogt, J., Tilya, F., & van den Akker, J. (2009). Science teacher learning of MBL-supported student-

Dinamika llmu, 25(2), December 2025 201



Sayyidatul Fadlilah, Issy Yuliasri, Sri Wuli Fitriati

centered science education in the context of secondary education in Tanzania. Journal of
Science Education and Technology, 18(5), 429-438. https://doi.org/10.1007/s10956-009-9160-8

Warsah, I, Morganna, R., Uyun, M., Hamengkubuwono, H., & Afandi, M. (2021). The impact of
collaborative learning on learners’ critical thinking skills. International Journal of Instruction,
14(2), 443—460. https://doi.org/10.29333/iji.2021.14225a

White, K. R. (2009). Connecting religion and teacher identity : The unexplored relationship
between teachers and religion in public schools. Teaching and Teacher Education, 25(6), 857—
866. https://doi.org/10.1016/j.tate.2009.01.004

Zainuddin, Z., Abidin, Z., Susanti, A., & Muttaqin, M. (2024). Innovation and adaptation of Islamic
religious education in madrasahs in the context of society 5.0 era. Formosa Journal of
Sustainable Research, 3(10), 2157-2168. https://doi.org/10.55927/fjsr.v3i10.11999

Zakaria, N., Affendi, S., & Yusof, M. (2018). Crossing cultural boundaries using the internet:
Toward building a model of swift trust formation in global virtual teams. Journal of
International Management, June 2017, 1-19. https://doi.org/10.1016/j.intman.2018.10.004

Zine, J. (2000). Redefining resistance: Towards an Islamic subculture in schools. Race Ethnicity and
Education, 3(3), 293—316. https://doi.org/10.1080/713693042

202 Dinamika Ilmu, 25(2), December 2025



