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Abstract 
The digital transformation of English Language Teaching (ELT) requires elementary teachers to integrate 
technology with sound pedagogy rather than to add it as a surface-level enhancement. Yet little is known about 
how non-specialist teachers of young learners enact such integration, and conventional evaluations tend to 
assess technological and pedagogical competence in isolation. This exploratory study investigates the 
perceived and enacted pedagogical competence of elementary English teachers through the Technological 
Pedagogical Content Knowledge (TPACK) framework and a multimodal lens. A convergent mixed-methods 
design was applied, in which a descriptive quantitative strand (a self-report questionnaire) and a qualitative 
strand (interviews and structured observation) were collected concurrently and then merged for interpretation, 
with 55 elementary English teachers in Magelang Regency, Indonesia, selected through purposive sampling 
across three career stages. Data were collected through a 12-indicator self-report questionnaire (five-point 
Likert scale), semi-structured interviews with 15 teachers, and structured observations of 18 lessons coded 
against a TPACK-multimodal rubric; the quantitative and qualitative strands were merged through a joint 
display. Self-report means were uniformly high (4.0-4.4), with the lowest scores in the integrative dimensions 
Technological Pedagogical Knowledge (TPK) and Technological Content Knowledge (TCK, both 4.0). 
Observation evidence, however, diverged from these perceptions: in most lessons technology functioned as 
substitution (displaying static text or playing audio) rather than transformation, and only about one fifth of 
observed lessons showed simultaneous integration of technology, pedagogy, and language content. 
Multimodal practice was dominated by the visual mode, with audio and gestural modes used less and 
assessed inconsistently. The study contributes an evidence-based mapping of the gap between perceived and 
enacted TPACK in primary ELT and offers proportionate implications for sustained, practice-based teacher 
professional development. Because the findings rest on self-report and a bounded sample, they are interpreted 
as indicative rather than conclusive, and no claims are made about student learning outcomes. 
Keywords: Elementary School; English Learning; Multimodal; Pedagogical Competence; TPACK. 
 
1. Introduction  

Language teaching at the elementary school level faces various challenges, 
accordingly from the teacher, curriculum, and student perspectives (Laila, et al., 2023) . 
Various policies on the recognition of the linearity of education graduates at the Elementary 
School level have caused several problems in the classroom, especially in English language 
learning. The policy that stipulates that graduates of the Elementary School Teacher 
Education study program are considered competent to teach all subjects, including English, 
often does not take into account the specific competencies needed in teaching a foreign 
language (Laila,et al., 2023). As a result, many teachers with an Elementary School Teacher 
Education study program background without special training in English have difficulty 
teaching the material effectively, both in terms of language proficiency and teaching 
methodology. A study conducted by Falah et al. (2023) and Falah et al. (2024) showed that 
most elementary school teachers in rural areas who teach English do not understand the 
essential communicative approach to teaching a foreign language (Yildiz, et. al., 2024).This 
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has an impact on low student motivation and learning outcomes. Many elementary school 
teachers do not yet have a specific background in language teaching, especially if they are 
not specialist teachers. In addition, the ever-changing curriculum often makes it difficult for 
teachers to adapt appropriate learning methods (Cheng, et al., 2023). 

For English teachers in Elementary Schools, the challenges in teaching come not 
only from low language competency but also from a lack of understanding of how to design 
learning appropriate to the characteristics of early-age students. Many of them are not 
graduates of English education but come from other study programs of Education that do 
not specifically equip them with knowledge and skills in teaching foreign languages. This 
condition is exacerbated by the lack of advanced training that supports the professional 
development of elementary school English teachers, especially in integrating pedagogical 
approaches that are relevant to current developments.(Cheng & Wang, 2023) 

This is where the Technological Pedagogical Content Knowledge (TPACK) plays an 
important role. Rather than viewing TPACK as a mere checklist of isolated skills (TK, PK, 
CK), this study conceptualizes TPACK as a dynamic, meta-pedagogical competence 
(Handini & Mustofa, 2022). This is strongly connectedwith the theoretical paradigm of 
multimodality, rooted social semiotics. In social semiotics, language learning is no longer 
confined to monomodal linguistic text; instead, meaning is actively constructed through the 
simultaneous deployment of visual, auditory, gestural, and spatial modes. (Umami et al., 
2023). As a result, an elementary English teacher’s Content Knowledge (CK) is intrinsically 
multimodal, demanding a sophisticated Pedagogical Content Knowledge (PCK) to scaffold 
these modes for young learners. When digital technology is introduced, Technological 
Pedagogical Knowledge (TPK) and Technological Content Knowledge (TCK) must not be 
treated as passive media adoption, but as the critical competence to select, design, and 
manipulate digital semiotic resources that explicitly enhance language acquisition. 

TPACK emphasizes the importance of integration between content knowledge (in 
this case, English), pedagogical knowledge (teaching strategies for elementary school 
children), and technological knowledge (utilization of media and learning support 
applications) (Mishra et al, 2022). Elementary school English teachers who understand and 
can apply TPACK appropriately will be better prepared to present learning that is 
communicative, interesting, and contextual according to the needs of today's students 
(Suemith, 1994). 

In addition to TPACK, a multimodal learning approach is also a very relevant strategic 
solution. This approach involves various modes of representation, such as text, images, 
sound, movement, and video, to convey material in a richer and more meaningful way (Liu, 
2013). Elementary school students who tend to have diverse learning styles are greatly 
helped by multimodal learning because it can strengthen understanding through more than 
one sense. The use of English children's songs, illustrated flashcards, interactive 
animations, and digital educational games is all forms of effective multimodal application in 
supporting English teaching at the elementary level (Nahachewsky, 2007) 

Furthermore, existing literature exhibits a significant inconsistency regarding teacher 
demographics and technology integration. While global TPACK studies consistently map 
high Technological Knowledge (TK) among early-career teachers, empirical data remains 
contradictory as to why this digital fluency fails to translate into effective classroom TPK. 
(Cheng & Wang, 2023). This unresolved issue is magnified in the context of primary 
education. Most contemporary TPACK benchmarks are derived from secondary or tertiary 
education settings, leaving a theoretical void in how integrated tech-pedagogy operates for 
young learners who depend heavily on social-semiotic multimodal scaffolding (Handini & 
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Mustofa, 2022). This study addresses this exact fragmentation by evaluating the critical 
tension between teachers' conceptual understanding and their actual classroom execution, 
thereby providing an empirical anchor to resolve these theoretical contradictions in primary 
school ELT transformation 

Therefore, it is critical to explore the extent to which English teachers in elementary 
schools understand and apply the principles of TPACK and multimodal approaches in their 
teaching practices. The results of this study can serve as a basis for designing more targeted 
teacher training and professional development aimed at strengthening sustainable, 
integrated English teaching from an early age, with the longer-term goal of supporting 
improved student learning (Nadia, et.al, 2024) 

Several previous studies have discussed the application of TPACK in the context of 
elementary education, but most of them still focus on general subjects such as Mathematics 
and Science. A study by Handini,et.al. (2022) shows that elementary school teachers' 
understanding of TPACK is still limited and is mostly used to support thematic learning. 
Meanwhile, research by Merta (2023) and Erbas et al (2021) highlights the need for the 
integration of technology in teaching English in elementary schools, although teachers show 
a high interest in using digital media. Several international studies, such as those by 
Martinez Lirola (2016) others, also emphasize the importance of a multimodal approach in 
foreign language learning, but its application in the context of elementary education in 
Indonesia, especially by non-specialist teachers, is still rarely studied in depth. This shows 
a gap between the need for innovative learning and teacher readiness to implement TPACK 
and multimodal approaches simultaneously (Fathana, et.al., 2024). 

The conceptual fragmentation in current primary ELT literature stems from a failure 
to recognize the symbiotic relationship between TPACK, pedagogical competence, 
multimodality, and language pedagogy. Pedagogical competence in the digital era cannot 
be evaluated through traditional, tech-isolated metrics; it is operationalized through the 
teacher's capacity to design multimodal learning experiences. For young learners acquiring 
English as a foreign language, multimodal input (sound, images, movement) is not a 
pedagogical luxury but a cognitive necessity for vocabulary and contextual comprehension. 
Therefore, the TPACK framework serves as the ultimate theoretical lens to assess this 
competence, as it measures the exact intersection where a teacher's technological fluency 
merges with their pedagogical capacity to deliver multimodal English content simultaneously 
(Umami et al., 2023). Without this integrated conceptual framework, the implementation of 
technology in primary schools remains superficial, leading to a disconnect between digital 
adoption and actual linguistic outcomes(Paneru, 2018). 

This study explores the understanding and practices of elementary school English 
teachers in integrating the TPACK framework with a multimodal learning approach. In 
addition, this study also examines the extent to which teachers can design and implement 
English learning that combines aspects of technology, pedagogy, and content 
simultaneously in the context of elementary classes that have unique student characteristics 
and diverse learning needs. Thus, this study not only enriches the study of TPACK and 
multimodality in language education but also provides practical contributions to the 
development of more contextual and applicable training programs for elementary school 
English teachers  
2.  Method 

This study employed a convergent mixed-methods design (Creswell & Plano Clark, 
2018), in which a descriptive quantitative strand and a qualitative strand are collected 
concurrently, analysed separately, and then merged to interpret the phenomenon of 



Journal of Linguistics and English Teaching Studies  225 
 

language teaching transformation in Elementary Schools through the perspective of 
teachers as the main actors in learning. This design was chosen because the research 
questions require both a breadth measure of teachers’ perceived pedagogical competence 
across the TPACK dimensions (best captured quantitatively across a larger sample) and an 
in-depth account of how that competence is actually enacted in classrooms (best captured 
qualitatively). The quantitative strand provideed a structured map of perceived competence, 
while the qualitative strand explained and contextualised it; merging the two through a joint 
display allows the central tension between perceived and enacted competence to be 
examined directly. The subjects of the study were 55 elementary school English teachers in 
Magelang Regency, Indonesia. They were chosen because, administratively, they teach 
English at the elementary level and have varying teaching experiences. The selection of 
subjects was carried out using a purposive sampling technique, taking into account the 
representation of various school backgrounds (public and private), geographical locations 
(urban and rural), and teaching experiences. This research was conducted in several 
elementary schools spread across Magelang Regency. 

The 55 elementary school teachers involved in this study were classified into three 
distinct cohorts representing different professional career stages: novice to early-career 
educators (less than 5 years), mid-career educators (6–10 years), and experienced veterans 
(more than 10 years). The detailed distribution of these participants is presented in the table 
below: 

Table 1. Distribution of Elementary School Teacher Participants by Teaching 
Experience 
Teaching Experience 
Category 

Career Stage Number of Participants 
(N=55) 

Percentage 
(%) 

Less than 5 years Novice / Early-
Career 

15 27.3% 

6 – 10 years Mid-Career 23 41.8% 
More than 10 years Experienced / 

Veteran 
17 30.9% 

Total  55 100% 
As shown in Table 1, the participant pool represents a comprehensive cross-section 

of teaching tenures, with mid-career educators making up the largest segment (41.8%), 
followed by experienced veterans (30.9%) and early-career teachers (27.3%). 

This wide variance offers a rich landscape for analyzing TPACK proficiency. The 
inclusion of 15 early-career teachers allowed the study to examine individuals who were 
typically digital natives but may still be refining their classroom management and 
pedagogical frameworks. Conversely, the 17 veteran teachers provided insights into 
teachers with deeply ingrained pedagogical content knowledge (PCK) who might encounter 
different structural or dispositional challenges when integrating modern digital tools into 
elementary English language teaching.  
 

Ethical procedures were strictly followed in this study. Before data collection, 
informed consent was obtained from all participants, ensuring that they clearly understood 
the purpose, procedures, and their rights, including the right to withdraw at any time without 
consequences. Throughout the research process, the identities and responses of the 
participants were kept private and anonymous. To guarantee adherence to research ethics 
guidelines, the study also received ethical clearance from the institutional ethics council. 
This study was conducted in strict accordance with the ethical standards for research 
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involving human participants. Formal ethical clearance and institutional approval were 
obtained from the Institutional Review Board (IRB) / Research Ethics Committee of the host 
institution prior to data collection involving the 55 elementary school English teachers in 
Magelang Regency, Indonesia. 

Consistent with the convergent design, the two strands were analysed separately and 
then merged. The quantitative strand was analysed using descriptive statistics. 
Questionnaire responses on the five-point Likert scale were summarised as item and 
dimension means across the full sample (N = 55) and disaggregated by the three career-
stage cohorts to describe the distribution of perceived competence (Tables 3 and 4). The 
structured-observation rubric data were summarised as frequencies and percentages of 
lessons at each level of TPACK integration (Table 5). Given the descriptive and exploratory 
purpose of this strand, no inferential or hypothesis-testing statistics were applied; the 
numerical results are reported as a structured description of perceived and observed 
competence rather than as generalisable estimates. 

The qualitative strand was analysed following the framework of Miles, Huberman, 
and Saldaña (2014), which consists of three concurrent flows: data condensation, data 
display, and conclusion drawing/verification. First, in the data condensation phase, raw 
transcripts from the semi-structured interviews and field notes from classroom observations 
were selected, focused, and transformed through an iterative coding process. First-cycle 
coding (NVivo and Descriptive Coding) was applied to isolate meaningful segments 
regarding teachers' tech-anxiety, pedagogical constraints, and multimodal design. In the 
second cycle, Pattern Coding was executed to group these initial codes into broader 
conceptual categories. Second, data display was operationalized through thematic matrices 
to compare responses across the three teaching experience cohorts. Finally, conclusions 
were verified through continuous peer debriefing and member-checking with the participants 
to ensure interpretative validity. 

 
Table 2. Exemplar of the Qualitative Coding Structure and Thematic Construction 

Raw Participant Narrative 
(Data Condensation) 

First-Cycle Code 
(Initial Nodes) 

Second-
Cycle Code 
(Sub-
category) 

Overarching 
Theme 

"I get very nervous before 
class starts because I’m afraid 
the internet will drop or the 
interactive game app won't 
load... it's safer to just project 
the PDF book." 

Technical 
nervousness 
 
Fear of internet 
failure 
 
Retreating to 
passive projection 

Tech-Anxiety 
and Risk 
Aversion 

The Illusion of 
Multimodal 
Integration (Surface 
vs. Deep TPACK) 

"We are forced to make 
lessons visual and auditory, 
but designing a single 
interactive lesson for 4th 
graders takes me until 
midnight. I don't have that time 
every day." 

Heavy design 
workload 
 
Time constraints 
 
Curricular pressure 

Systemic 
Workload 
and Time 
Deficit 

Structural Barriers 
to Tech-
Pedagogical 
Sustainability 
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To collect data, several complementary research instruments were used. The main 
instrument was a semi-structured interview conducted with several selected teachers as key 
informants, aimed at exploring their perceptions and experiences related to pedagogical 
competence, the application of TPACK, and the multimodal approach in teaching English. 
In addition, direct observation was conducted on the learning process in the classroom to 
see the real practices carried out by teachers in teaching activities. This study also used 
closed and open questionnaires to collect the data from all respondents 

In the merging phase, the quantitative and qualitative results were brought together 
in a joint display (Table 6) that aligns each cohort’s self-report profile with its observed 
classroom practice, making the relationship between perceived and enacted competence 
directly visible. Interpretation therefore proceeds by reading the two strands against each 
other rather than privileging one over the other. 

To maintain the validity of the data, triangulation techniques are used, both source 
triangulation (comparing data from various respondents and documents), and method 
triangulation (using a combination of interviews, observations, questionnaires, and 
documentation). Validity is also maintained through member checking and discussions with 
experts or peer debriefing. 
3.  Results  
3.1. Perceived competence: questionnaire findings 
Across all 55 teachers, indicator means were consistently high, ranging from 4.0 to 4.4 on 
the five-point scale (Table 3). The discrete TPACK dimensions were rated most highly, while 
the integrative dimensions TPK and TCK received the lowest scores (both 4.0). Among 
multimodal modes, the visual mode was rated highest (4.3), followed by audio (4.1) and 
gestural (4.0). Planning received the single highest score (4.4), with implementation (4.2) 
and evaluation (4.1) slightly lower. Consistent with the design, these means are read as 
perceived competence and interpreted alongside, not above, the observation evidence in 
Section 3.3. 
Table 3. Mean self-report scores by indicator (N = 55; 1-5 scale) 
No Indicator Items Mean 
1 Technological Knowledge (TK) 2 4.1 
2 Pedagogical Knowledge (PK) 2 4.2 
3 Content Knowledge (CK) 2 4.3 
4 Technological Pedagogical Knowledge (TPK) 2 4.0 
5 Technological Content Knowledge (TCK) 2 4.0 
6 Pedagogical Content Knowledge (PCK) 2 4.2 
7 Visual modality 2 4.3 
8 Audio modality 2 4.1 
9 Gestural modality 1 4.0 
10 Learning planning 1 4.4 
11 Learning implementation 1 4.2 
12 Learning evaluation 1 4.1 

3.2. Perceived competence by cohort 
Disaggregating the means by career stage (Table 4) shows that the high overall ratings were 
broadly shared but not uniform. Early-career teachers rated their technological knowledge 
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most highly yet gave the lowest self-ratings for the integrative TPK and TCK dimensions, 
whereas veteran teachers rated pedagogical and content knowledge most highly but were 
least confident in technological knowledge. Mid-career teachers reported the most balanced 
profile across discrete and integrative dimensions. These descriptive differences motivate 
the cohort-level comparison of enacted practice that follows. 
Table 4. Selected self-report means by cohort 
Cohort TK PK/CK TPK TCK 
Early-career (< 5 yrs) 4.4 4.0 3.8 3.8 
Mid-career (6-10 yrs) 4.1 4.2 4.2 4.2 
Veteran (> 10 yrs) 3.8 4.4 3.9 4.0 

3.3. Enacted competence: observation findings 
Structured observation diverged from the self-report picture. Although teachers frequently 
introduced visual and auditory modes through projectors or interactive whiteboards, these 
were predominantly used for one-way presentation rather than active, coordinated 
multimodal interaction. Rated against the rubric, only a minority of lessons reached 
transformative integration (Table 5). Most lessons sat at the emerging or developing levels, 
where technology substituted for traditional media (for example, projecting static textbook 
pages or playing nursery rhymes) without transforming the language task. 
Table 5. Observed levels of simultaneous TPACK integration (n = 18 lessons) 

Level Classroom practice Lessons % Main 
cohort 

Emerging (isolated) Technology used strictly as a 
passive display tool. 7 38.9 

Veteran / 
early-
career 

Developing (parallel) 
Technology supports the 
lesson but does not transform 
the language pedagogy. 

7 38.9 Mixed 

Transformative 
(simultaneous) 

Technology, pedagogy, and 
language content synthesised 
into interactive, multimodal 
learning. 

4 22.2 Mid-
career 

Total  18 100  
3.4. Joint display: perceived versus enacted competence by cohort 
To address the central tension between high self-ratings and limited enacted integration, 
Table 6 presents a joint display in which self-report and observation evidence are compared 
for each cohort. The display shows that the gap between perception and practice was widest 
for early-career teachers, who rated technological knowledge highly but tended toward 
visually rich, linguistically shallow lessons, and for veteran teachers, whose strong 
pedagogical self-ratings were undercut by technology-avoidance during live lessons. Mid-
career teachers showed the closest alignment between perceived and enacted competence. 
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Table 6. Joint display of self-report and observed practice by cohort 

Cohort Self-report 
(perceived) 

Observed practice 
(enacted) 

Perception-practice 
gap 

Early-career High TK; lower 
TPK/TCK 

Fluent with apps; 
lessons visually rich 
but linguistically 
shallow 

Wide 

Mid-career Balanced across 
dimensions 

Most transformative 
lessons; tech aligned 
to grammar/vocabulary 

Narrow 

Veteran High PK/CK; lower 
TK 

Strong scaffolding; 
reverts to non-digital 
methods under tech-
anxiety 

Moderate 

3.5. Multimodal meaning-making and its assessment 
Beyond mode frequency, observation indicated that multimodal resources were rarely 
coordinated to build language meaning. Visual materials dominated, but audio and gestural 
modes were typically additive rather than integrated, and teachers seldom linked modes to 
an explicit language objective. In interviews, teachers also reported uncertainty about how 
to assess multimodal performance, noting the absence of rubrics for judging gesture, 
speech, and visual production together. This points to an evaluative gap that the 
questionnaire's relatively lower evaluation score (4.1) only partly reflects. 
3.6. Interview findings: explaining the perception,(Practice gap) 

The qualitative strand was designed to explain, rather than merely corroborate, the 
divergence between the uniformly high self-report means (Section 3.1) and the 
predominantly substitution-level practice recorded through observation (Section 3.3). Semi-
structured interviews were conducted with fifteen teachers (five from each career-stage 
cohort: early-career, mid-career, and veteran), purposively selected to mirror the school-
background and urban, rural variation of the wider sample. Transcripts were coded following 
Miles, Huberman, and Saldaña (2014). First-cycle descriptive coding isolated meaningful 
segments, and second-cycle pattern coding grouped these into the sub-categories and 
overarching themes summarised in Table 2. Three themes accounted for the majority of 
coded segments and are reported below with illustrative quotations; participant codes (e.g., 
T-EC-02) denote cohort and interview number. Reading these accounts against the cohort-
level joint display (Table 6) shows that the perception–practice gap is not a matter of 
teachers misreporting their competence, but of structural, affective, and evaluative 
conditions that constrain the enactment of competence they genuinely possess. 
3.6.1. Theme 1: The illusion of multimodal integration (surface versus deep TPACK) 

The first and most pervasive theme captures the distance between the appearance 
of technology-rich, multimodal teaching and the shallow language work that often sat 
beneath it. Across cohorts, teachers described lessons that were visually and aurally busy 
but in which the digital resource carried no distinct language-learning function. This pattern 
was clearest among early-career teachers, whose high technological self-ratings (TK = 4.4) 
coexisted with the widest observed perception–practice gap. 
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“My slides always look full. There are pictures, there is a video, sometimes a song. 
The children are happy and the class looks active. But when I think about it honestly, 
the video was just playing while they watched. I did not really build the language from 
it; I projected the book in a nicer way.” (T-EC-02, early-career, urban public) 
Teachers frequently equated the presence of multiple modes with multimodal 

pedagogy, which is precisely the confusionthe social-semiotic framing in this study seeks to 
problematise. Several described adding a second or third mode for engagement rather than 
for meaning-making, leaving the modes additive rather than coordinated toward a language 
objective. 

“I know I should connect the picture, the word, and the action so they reinforce each 
other. In practice I show the picture, then I say the word, then maybe a gesture, but 
they are separate steps. They are not really one thing working together.” (T-MC-04, 
mid-career, rural public) 
Where teachers did achieve coordinated, transformative integration,  concentrated, 

as Table 6 indicates, in the mid-career cohort, hey articulated an explicit link between the 
digital tool and a specific linguistic target, rather than treating the tool as a delivery surface. 

“When I use the interactive game for prepositions, the point is not the game. The point 
is that the child has to say ‘the cat is under the table’ to move forward. The technology 
is there to force the language out, not to entertain.” (T-MC-01, mid-career, urban 
private) 

3.6.2. Theme 2: Tech-anxiety and risk aversion 
The second theme explains why even technologically confident teachers retreated to 

passive display during live lessons. Interviewees repeatedly described an affective barrier 
,anticipatory anxiety about technical failure,  that made the lower-risk, lower-integration 
option more attractive in the moment of teaching. This mechanism links the high perceived 
TK to the low enacted TPK directly, and was especially salient for veteran teachers, whose 
strong pedagogical self-ratings (PK/CK = 4.4) were undercut by technology-avoidance in 
observed practice. 

“I get very nervous before class starts because I am afraid the internet will drop or the 
interactive app will not load in front of the children. It is safer to just project the PDF 
book. If it fails, I lose the class and the time I cannot get back.” (T-VT-03, veteran, 
urban public) 
The fear was not of the technology in the abstract but of public failure in front of pupils 

and the loss of scarce instructional time, which several teachers framed as a rational trade-
off rather than a deficiency of skill. 

“It is not that I cannot use the tools. At a workshop I can do everything. But in a real 
class with thirty children, if one thing goes wrong the whole lesson collapses. So I 
choose the method I can control, even if it is more old-fashioned.” (T-VT-01, veteran, 
rural private) 
This risk aversion helps interpret the observation finding that technology most often 

functioned as substitution: the substitution mode was, for many teachers, a deliberate hedge 
against failure rather than a ceiling on their understanding. Contingency planning for 
connectivity therefore emerged from the data as a pedagogical need, not merely an 
infrastructural one. 
3.6.3. Theme 3: Structural barriers to tech-pedagogical sustainability 

The third theme concerns the systemic conditions, workload, time, and unequal 
access, that made integrated lessons difficult to sustain even when teachers were willing 
and able to design them. Teachers described the labour of building a single coordinated 
multimodal lesson as incompatible with daily teaching loads. 
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“We are pushed to make lessons visual and interactive, but designing one good 
interactive lesson for the fourth grade keeps me working until midnight. I cannot do 
that every day. So most days I fall back to what is quick.” (T-MC-05, mid-career, urban 
public) 
Access inequality between urban and rural settings shaped what integration could 

realistically mean, and several rural teachers reframed low-technology, body-based 
multimodality as a deliberate pedagogical stance rather than a fallback, reinforcing the 
study’s argument that multimodality is not a property of digital tools. 

“In my school the devices are very limited, so I use picture cards and I act out the 
meaning with my body. For children who still struggle to read, the movement helps 
more than any screen would. I have decided this is my method, not my excuse.” (T-
VT-04, veteran, rural private) 
Read together, these accounts indicate that the perception–practice gap is sustained 

less by what teachers know than by the conditions under which they teach, a finding that 
points implications toward sustained, practice-based professional development and 
collaborative teacher communities rather than one-off tool training. 
3.6.4. The evaluative gap: assessing multimodal performance 

Consistent with the relatively lower self-report score for learning evaluation (4.1) and 
the observation evidence in Section 3.5, interviews surfaced a distinct evaluative gap. 
Teachers who successfully elicited multimodal performance from pupils,  combining speech, 
gesture, and visual production,  reported having no adequate means of judging it, because 
available rubrics addressed written or spoken output in isolation. 

“When the children act out a dialogue with movement and props, I can see who 
understands. But how do I grade that? My assessment sheet only has columns for 
writing and speaking. The gesture, the way they use the picture,  there is no place to 
record it, so it disappears from the marks.” (T-MC-02, mid-career, urban private) 
This absence of integrated assessment criteria meant that the richest multimodal 

moments were often pedagogically valued but evaluatively invisible, an under-examined 
dimension of TPACK enactment in elementary ELT that the quantitative evaluation score 
only partly captures. 
3.6.5. Cohort synthesis of interview themes 

Table 7 aligns the three principal themes with the career-stage cohorts, making 
visible how the same perception–practice gap was driven by different mechanisms across 
cohorts. This synthesis feeds directly into the joint display (Table 6) and the cohort 
interpretation developed in the Discussion. 
Table 7. Distribution of qualitative themes across career-stage cohorts 
Overarching 
theme Early-career (< 5 yrs) Mid-career (6–10 yrs) Veteran (> 10 yrs) 

Illusion of 
multimodal 
integration 

Dominant — app-fluent 
but linguistically 
shallow lessons 

Least pronounced — 
modes coordinated to 
language goals 

Present — strong 
pedagogy, but modes 
often sequential 

Tech-anxiety and 
risk aversion 

Moderate — confident 
but wary of public app 
failure 

Lower — controlled, 
rehearsed integration 

Dominant — reverts to 
non-digital methods 
under anxiety 

Structural 
barriers 
(workload, time, 
access) 

Present — design 
workload cited 
frequently 

Dominant — 
sustainability of effort 
the key constraint 

Present — access 
inequality reframed as 
low-tech stance 
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Overarching 
theme Early-career (< 5 yrs) Mid-career (6–10 yrs) Veteran (> 10 yrs) 

Evaluative gap 
(assessing 
multimodality) 

Emerging — limited 
multimodal output to 
assess 

Dominant — elicits 
performance but 
cannot grade it 

Present — values 
performance, lacks 
criteria 

Note. Relative prominence (“dominant / present / moderate / lower / emerging”) reflects the density of coded 
segments per cohort in second-cycle pattern coding, not statistical frequency. n = 15 interviews (5 per cohort). 

 
In general, the interview findings convert the central quantitative–observational 

tension into an explanatory account. Teachers’ high self-ratings reflect genuine, 
compartmentalised knowledge; the limited transformative integration observed in 
classrooms is produced by the interaction of surface conceptions of multimodality, affective 
risk aversion, structural workload and access constraints, and the absence of integrated 
assessment criteria. These mechanisms, distributed unevenly across cohorts, substantiate 
the study’s claim that closing the perception–practice gap requires sustained, practice-
based professional development rather than additional tool familiarity. 

 
4. Discussion 

The central finding is a systematic gap between perceived and enacted TPACK. 
Teachers reported high competence across discrete dimensions, yet observation showed 
that integration most often remained at the level of substitution rather than transformation. 
Framing the questionnaire data as perceived competence, and reading it against rubric-
based observation, allows this contrast to be interpreted as a meaningful pattern rather than 
a contradiction: confidence in using technology or teaching English separately did not 
extend to using technology to advance specific language objectives for young learners  

The cohort comparisonoffers subtlety that technology-centric narratives frequently 
lack.. Early-career teachers' fluency with applications coexisted with linguistically shallow 
lessons, while veteran teachers' pedagogical strength was constrained by technology-
anxiety, and mid-career teachers achieved the closest alignment between perception and 
practice. Read through the joint display, these patterns suggest that neither digital fluency 
nor pedagogical experience alone produces transformative integration; it is their 
coordination, strongest in the mid-career group, that matters. 

The dominance of the visual mode is consistent with its accessibility and its fit with 
concrete-operational learners (Ng et al., 2023)but the limited coordination of modes 
indicates that multimodality functioned more as media variety than as social-semiotic 
meaning-making (Damayanti et al., 2024).  Notably, some teachers in resource-limited 
settings drew on (Habók et al., 2023)gestural and kinesthetic resources as low-technology 
alternatives, reinforcing the view that multimodality is a pedagogical stance rather than a 
property of digital tools (Diprossimo et al., 2023). The reported difficulty of assessing 
multimodal performance, and the absence of suitable rubrics, identifies an evaluative gap 
that has received limited attention in elementary ELT (Stolpe & Hallstr, 2024)- 

These findings carry proportionate implications for professional development rather 
than for student outcomes, which were not measured. First, training should target the 
specific deficits identified here, the TPK/TCK intersection and instructional design that aligns 
digital tools with language objectives and multimodal scaffolding, rather than general tool 
familiarity. Second, sustained, practice-based models such as lesson study or instructional 
coaching are better suited to these deficits than one-off workshops, because they allow 
teachers to design, implement, and revise integrated lessons in authentic settings. Third, 
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collaborative teacher communities can bridge urban-rural divides, with better-resourced 
teachers sharing digital strategies and rural teachers sharing low-cost multimodal 
techniques. Finally, infrastructure investment needs to be paired with pedagogical support 
and with contingency planning for connectivity, since the fear of technical failure was a 
recurrent reason for retreating to non-digital methods. 

 
5. Conclusion 

This study shows that English teachers in Elementary Schools in Magelang Regency 
report a strong sense of pedagogical competence in the discrete components of TPACK, 
yet their classroom practice reveals a consistent gap between this perceived competency 
and its integrated realisation. While teachers rated their understanding of individual 
components such as CK, PK, and TK highly and frequently introduced visual, audio, and 
gestural media, observation showed that technology most often functioned as substitution 
rather than transformation, and only a minority of lessons achieved the simultaneous 
integration of technology, pedagogy, and language content. The integration of technology 
into pedagogical content and strategies therefore remains the central challenge and the 
clearest priority for further assistance and training. Although limited facilities and access to 
technology are real obstacles, teachers’ creativity in utilizing local resources and low-
technology multimodal approaches indicates genuine potential for transforming English 
learning at the elementary level. Strategic efforts are accordingly needed to improve teacher 
capacity through sustained, practice-based training programs, collaboration between 
teachers, and the development of professional learning communities. Because this study 
measured perceived and observed competence rather than pupil performance, its 
implications are directed at teacher professional development; the effect of closing the 
perception-practice gap on student learning outcomes is an important question for future 
research. 
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