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Preface 

It is with profound academic honor and intellectual vigor that we present the formal 

proceedings of the 5th International Conference on Education, Humanities, Health, and Agriculture 

(ICEHHA) 2025, hosted by Universitas Katolik Indonesia Santu Paulus Ruteng. This year’s assembly 
represents a definitive milestone in our institutional commitment to advancing interdisciplinary 

discourse under the rigorous theme: "Knowledge in Action: Empowering Education, Humanities, 

Health, Agriculture, and Engineering for Sustainable Societies." 

The 5th ICEHHA 2025 serves as a high-level scholarly forum where researchers, 

practitioners, and theoreticians converge to disseminate empirical insights across seven critical 

academic domains. The compendium of 42 peer-reviewed papers featured in these proceedings 

underscores a collective dedication to the application of theoretical knowledge to real-world 

exigencies. From the ontological foundations of Manggarai local wisdom—encapsulated in concepts 

such as the 5-T (Teing, Toing, Titong, Tatang, Tatong) and Manuk Rombeng—to the sophisticated 

integration of Artificial Intelligence within pedagogical leadership and institutional governance, these 

works illustrate how traditional value systems can substantively inform modern socio-technical 

progress. 

Within the sphere of Education and Pedagogy, the research interrogates inclusive 

instructional design, blended learning modalities, and STEAM-centric frameworks, ensuring that 

future cohorts are equipped with both ethical character and technical proficiency. The Civil 

Engineering and Engineering contributions offer critical analyses of smart mobility planning and 

hydro-dynamic discharge in burgeoning tourism hubs like Labuan Bajo, emphasizing the categorical 

imperative of balancing infrastructural expansion with ecological preservation. 

Furthermore, the proceedings scrutinize the nuances of Linguistics and Communication, 

examining transitivity and discourse in political rhetoric alongside the shifting paradigms of digital 

mediation in language acquisition. The Social Sciences, Psychology, and Economics section 

interrogates the "Tourism-Education-Culture Trilemma," providing a robust critique of structural 

inequality and the socio-spatial dimensions of regional rituals. This interdisciplinary breadth is 

augmented by significant advancements in Agriculture and Health, which prioritize sustainable 

agronomic practices and livestock optimization, alongside investigations into Theology and Culture 

that synthesize ritualistic traditions with holistic community well-being. 

We extend our deepest commendations to the authors for their scholarly rigor, to the 

reviewers for their evaluative precision, and to the organizing committee at Universitas Katolik 

Indonesia Santu Paulus Ruteng for their steadfast stewardship. It is our hope that these proceedings 

function as a scholarly catalyst for future inquiry and provide high-fidelity insights that facilitate the 

sustainable advancement of both local and global societies. 

 

Ir. Patrisius Valdoni Sandi, S.T.,M.T. 
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Implementation of Pancasila Education Based on Local 

Wisdom 5-T (Teing, Toing, Titong, Tatang, Tatong) in 

Forming Solidarity Habitus of Elementary School 

Students in Manggarai 
 

Ambros Leonangung Edu1, Arita Marini2, Otib Satibi Hidayat3 

123Jakarta State University, Indonesia 

Email: ambros.leonangung@mhs.unj.ac.id; aritamarini@unj.ac.id; otibsatibi@unj.ac.id 

Abstract. This study investigates the implementation of Pancasila Education enriched with 
local wisdom Teing, Toing, Titong, Tatang, Tatong (5-T) in shaping the solidarity habitus 
of elementary school students in Manggarai Regency, East Nusa Tenggara, Indonesia. 
Employing an interpretative paradigm with a qualitative case study approach, the research 
explores the integration of national values (Pancasila) and local cultural values (5-T) as a 
contextual strategy for character education. The study was conducted in elementary 
schools in Langke Rembong Sub-District, involving principals, Pancasila Education 
teachers, upper-grade students, parents, and community leaders. Data were collected 
through in-depth interviews, participant observation, and document analysis, and analyzed 
using thematic analysis with a hybrid approach. The findings reveal that 5-T values 
function as a “spirit of solidarity” that strengthens the internalization of Pancasila through 
exemplary leadership, contextual learning, and critical dialogue. The solidarity habitus is 
formed through sustained habituation in daily school and community practices. This study 
contributes theoretically to knowledge decolonization in character education and 
practically to the development of Pancasila learning models grounded in local wisdom. 

Keywords: Pancasila Education, Local Wisdom 5-T, Solidarity Habitus, Knowledge 
Decolonization, Character Education 
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1. Introduction 

The contemporary world faces a systemic crisis of solidarity manifested in various 
forms of social pathologies, ranging from structural poverty, rising crime rates, to alarming 
social alienation (Čermák, 2022; Standing, 2021). This crisis is exacerbated by acute 
individualism in the digital age that drives the atomization of social relations and the weakening 
of collective solidarity (Bauman, 2013; Han, 2017).  The digital era has generated a new paradox 
in the practice of solidarity. Solidarity often emerges as a symbolic commodity measured 
through likes, followers, or online image. Friendship is no longer rooted in authentic interaction 
but rather functions as a stage for self-presentation. Social concern has shifted into a 
performative display instead of a genuine act of commitment. From an early age, children live 
amid the paradoxical tension between an artificial visual world and the reality of social 
relationships. This phenomenon is further exacerbated by the growing intolerance and violence 
within elementary school environments.  

A press release by the SETARA Institute (2025) reported a tragic case of an elementary 
school student, identified as KB, who died after being bullied and physically assaulted by an 
older student, allegedly due to religious or belief differences. Data from SIMFONI-PPA reveal 
a significant increase in child violence cases over the past five years, with the majority of victims 
being elementary school students (Novianto et al., 2024). 

 

 

Figure 1. Trend of increasing child violence cases over the past five years 

In the midst of these complex global challenges, elementary education has a crucial 
role as the foundation for character and social habitus formation that enables societal 
transformation toward stronger social cohesion. In the context of Indonesia, Pancasila Education 
as national character education faces a dualism challenge: on one hand, as fundamental state 
values education, while on the other hand, it is often perceived as abstract and non-contextual 
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education for students in regions with rich local cultural diversity (Sutriono & Hanafie, 2019). 
This phenomenon reflects the challenge of knowledge decolonization in character education, 
where “national” values tend to be hegemonic, while local knowledge is often marginalized or 
“subjugated” (subaltern) in formal education discourse (Spivak, 1988; Santos, 2014). 

The epistemic wave of postmodernism has opened space for celebrating locality and 
heterogeneity as arenas for articulating dynamic and autonomous alternative knowledge 
(Faulkner et al., 2019). Knowledge decolonization theory critiques “grand narratives” and 
celebrates epistemic plurality, which allows restoration of the dignity of local communities 
silenced by Western epistemological domination (Shahjahan, 2023; Tuhiwai Smith, 2021). In 
the context of education, this wave gives rise to the paradigm of local wisdom-based education 
as an epistemic alternative that places local knowledge not as inferior “folk knowledge,” but as 
legitimate and relevant epistemological sources (Battiste, 2017). 

The mandate of the Indonesian curriculum, through Law Number 20 of 2003 on the 
National Education System, the 2013 Curriculum, to the Merdeka Curriculum with the Pancasila 
Student Profile Strengthening Project (P5), has positioned local wisdom-based learning as an 
essential part of character education (Kemendikbud, 2022). Local wisdom provides concrete 
contexts for students to construct cultural meanings, build strong local identities, while 
developing global understanding through local lenses (Moleong, 2019). Various studies have 
revealed that implementing solidarity education grounded in local wisdom at the elementary 
school level significantly contributes to strengthening social cohesion. Educational models 
based on local values not only reinforce students’ cultural identity (Suprapto et al., 2021) and 
prevent deviant behavior (Lon, 2021), but are also effective in fostering social solidarity 
character among elementary school students (Suprapto et al., 2021).  

Manggarai Regency, East Nusa Tenggara, possesses rich local wisdom, particularly the 
customary values “Teing, Toing, Titong, Tatang, Tatong” (T-5) that regulate social relations 
and education in Manggarai society (Setyawan, 2021). These T-5 values are not merely 
traditions, but local epistemologies that underlie how Manggarai people understand and practice 
education, solidarity, and social justice (Kleden, 2019). Téing (giving wholeheartedly), Toing 
(teaching with knowledge and wisdom), Titong (educating through guidance and exemplary 
behavior), Tatang (motivating and encouraging potential), and Tatong (building solidarity and 
fostering unity) are cultural capital that has strategic potential to strengthen the internalization 
of Pancasila values (Bourdieu, 1986).  

Elementary school students (ages 6-12 years) are at the concrete operational stage of 
cognitive development according to Piaget (Piaget & Inhelder, 2008). At this stage, children 
begin to understand abstract concepts such as justice, others’ perspectives (perspective taking), 
and empathy, which form the foundation of social solidarity (Yusuf, 2020). The formation of 
solidarity habitus at this age is crucial as it becomes the axiological foundation that will shape 
solidarity behavior patterns (dispositions) for life (Reckwitz, 2021). Habitus, in Bourdieu’s 
theoretical framework, is a “structured and structuring structure” that organizes individual social 
practices (Bourdieu, 1990). The formation of solidarity habitus through T-5 based Pancasila 
Education is the internalization of values through daily practices (praxis) that position solidarity 
as students’ natural dispositions. 

Preliminary findings indicate that integrating Pancasila Education with local wisdom 
significantly contributes to strengthening social cohesion among elementary students. 
Interviews with several teachers in Langke Rembong District, Manggarai, revealed that 



 

 
 
 
 

Pancasila Education is perceived not merely as theoretical instruction but as a means of shaping 
students’ character and social behavior. A teacher from SDI Leda emphasized moral habituation 
as the focus of classroom learning, while another described it as a contextual and dialogical 
process that allows students to experience Pancasila values in everyday life. 

However, challenges arise in the digital era, where students’ social behaviors evolve 
faster than traditional teaching methods. To address this, teachers employ various strategies, 
such as role modeling and experiential learning (titong), group discussions, role-playing, and 
collaborative approaches (dodo) to cultivate empathy and a spirit of cooperation. Observations 
at SDI Konggang (August 8, 2025) revealed positive solidarity behaviors, such as helping peers 
in need, participating in communal work, and supporting classmates facing difficulties. This 
sense of solidarity strengthened when teachers actively engaged in social activities, highlighting 
the reciprocal relationship between teacher role modeling and students’ social practices. 

The T-5 values of local wisdom serve as a cultural strategy for managing and 
preventing social conflicts among students. When minor conflicts occur, teachers prefer 
dialogical and reconciliatory approaches rather than direct punishment, encouraging students to 
discuss and forgive one another. Such practices foster a culture of peace (hambor) and collective 
responsibility through shared activities like community service, joint school event preparations, 
and interfaith prayers. Nonetheless, challenges persist in schools with higher social, economic, 
religious, and ethnic diversity. While diversity enriches social interaction, it can also lead to 
friction, including instances of bullying. 

This reality illustrates two dimensions of solidarity practices in Langke Rembong 
elementary schools. On one hand, integrating 5T values into Pancasila Education promotes 
social cohesion and solidarity habitus from an early age; on the other hand, its success largely 
depends on teachers’ pedagogical approaches, school culture, parental and community 
involvement, and the influence of popular digital culture. Therefore, research on integrating 
Pancasila Education enriched with 5T local wisdom is essential, as it provides both conceptual 
and practical foundations for nurturing solidarity character in elementary education. 

Previous studies reinforce the importance of local wisdom in cultivating social 
solidarity. In various communities, traditions such as Petik Laut in Jember (Rahayu et al., 2022), 
Ruwah Desa in Jombang, Ma’gere’ Tedong in Toraja, Panen Padi in West Sumba, Marsialap 
Ari in Mandailing, Mubawaki in Siau, Merti Bumi in Central Java, Ngelepot Napai in Lampung, 
Gawai Dayak in West Kalimantan, and Tri Hita Karana in Bali have been shown to strengthen 
social cohesion and solidarity (Anggraeni & Puspytasari, 2023; Hendrayani & Laksana, 2023; 
Mardawani & Veronika, 2018; Yulandi et al., 2023; Aji et al., 2025). Research on the 5T cultural 
system of Manggarai also demonstrates its role in shaping egalitarian leadership ethics (Doho, 
2019). Nevertheless, most of these studies emphasize ceremonial and anthropological 
dimensions, while the pedagogical aspects, particularly their implementation in Pancasila 
Education at the elementary level, remain underexplored. 

These studies consistently affirm that integrating local wisdom into formal education 
enriches learning processes and strengthens social solidarity. However, few have advanced 
toward developing micro-curricular frameworks or pedagogical strategies that explicitly 
intersect Pancasila Education with local wisdom values, especially within the context of 
elementary education. Langke Rembong Sub-District was chosen as the research locus for 
several reasons: (1) this area is known as a “student city” with strong educational traditions; (2) 
high social heterogeneity (various ethnicities and religions) creates a relevant arena for studying 



 

 
 
 
 

solidarity implementation; (3) T-5 values are still alive and practiced in the community; and (4) 
many public and private elementary schools have begun integrating local wisdom in learning 
(Sari et al., 2022). 

Based on this background, this research formulates the following research questions: 

1. How is the implementation of T-5 local wisdom-based Pancasila Education in 
Elementary Schools across Langke Rembong Sub-District? 

2. How do T-5 values (Téing, Toing, Titong, Tatang, Tatong) strengthen the 
internalization of Pancasila values in forming students’ solidarity habitus? 

3. How is students’ solidarity habitus formed through pedagogical practices that integrate 
Pancasila and T-5? 

This research aims to: 

4. Examine the implementation of T-5 local wisdom-based Pancasila Education in 
Elementary Schools across Langke Rembong Sub-District. 

5. Analyze the role of T-5 values in strengthening the internalization of Pancasila values 
in forming students’ solidarity habitus. 

6. Understand the process of forming students’ solidarity habitus through pedagogical 
practices that integrate Pancasila and T-5. 

 

2. Literature Review 

a. Knowledge Decolonization in Character Education 

Knowledge decolonization is an intellectual movement that emerged as a critical 
response to Western epistemological domination in knowledge production (Santos, 2014; 
Tuhiwai Smith, 2021). The postmodernism wave has opened space to celebrate locality as an 
arena for articulating dynamic alternative knowledge (Hodgson et al., 2020). In the context of 
education, knowledge decolonization positions local knowledge not as inferior “folk 
knowledge,” but as a legitimate and relevant epistemological source (Battiste, 2017). 

Character education from a decolonization perspective is not the transmission of 
imposed “universal” values, but the reconstruction of values through dialogue between local 
and national/global knowledge (Shahjahan, 2023). This epistemic dialogue enables the 
emergence of cultural hybridity that enriches students’ educational experiences while respecting 
local identity (Bhabha, 1994). 

b. Solidarity Habitus 

Solidarity is a multidimensional concept encompassing emotional and structural 
dimensions. Emotionally, solidarity is related to empathy and individual concern, while 
structurally, it serves as a social principle that maintains social cohesion and continuity. The 
concept emphasizes shared responsibility and collective bonds. Over time, this concept evolved 
from Roman law and Enlightenment morals to become a symbol of collective labor struggles in 



 

 
 
 
 

the 19th century, demonstrating that solidarity is not only normative but also political and 
ethical. 

Émile Durkheim made significant contributions to understanding solidarity as a moral 
and structural foundation of society. He distinguished between mechanical solidarity, which 
occurs in homogeneous and simple societies, and organic solidarity, which develops in complex 
societies with a high division of labor. According to Durkheim, social cohesion is not only the 
result of shared values but also emerges from interdependence among individuals. This idea is 
relevant in the modern context, where cultural and professional pluralism actually strengthens 
social integration through mutual dependence and collective support. The thoughts of Karl 
Marx, Friedrich Engels, and Max Weber add political and economic dimensions to solidarity. 
Marx emphasized solidarity as class consciousness arising from experiences of economic 
oppression, while Engels stressed the importance of collective organizations such as labor 
unions to address injustice. Weber highlighted the aspect of values and subjective meaning, 
where solidarity emerges from meaningful actions supporting common goals. The combination 
of their views shows that solidarity is multidimensional, encompassing moral, political, and 
existential aspects, and functions as an emancipatory and integrative force in society. 

Contemporary perspectives, such as those of Habermas and Arendt, emphasize 
normative, communicative, and political dimensions of solidarity. Habermas stresses 
communicative solidarity as a prerequisite for deliberative democracy, both locally and 
cosmopolitically, emphasizing rational dialogue and consensus. Arendt highlights solidarity as 
collective political action arising from moral responses to human suffering, promoting structural 
transformation and a free, egalitarian public space. These perspectives show that solidarity is 
not only internal but also directed toward social and political change. The concept of habitus 
was developed by Pierre Bourdieu (1990) to explain how social structures are formed and 
reproduced through individuals’ daily practices. Habitus is a “structured and structuring 
structure” that organizes individual social practices (Bourdieu, 1990, p. 72). Solidarity habitus 
refers to internalized dispositions to act with the spirit of solidarity, empathy, and social concern. 
The formation of solidarity habitus occurs through the process of habituation, namely the 
repetition of practices that internalize solidarity values into natural dispositions (Thompson, 
2019). In the context of education, solidarity habituation involves three dimensions: (1) 
cognitive dimension (understanding the importance of solidarity), (2) affective dimension 
(feelings of empathy and concern), and (3) conative dimension (tendency to act with solidarity) 
(Reber, 2019). 

In the Indonesian context, solidarity is rooted in the culture of mutual cooperation 
(gotong royong) and the values of Pancasila, which emphasize social responsibility, concern, 
and historical solidarity. These values are embedded in the nation’s collective historical 
experience, from the kingdom era to the struggle for independence. Solidarity manifests in social 
behavior, public policy, and laws that emphasize care for others. Overall, solidarity is a complex 
concept combining moral, social, political, and pragmatic aspects, fostering a sense of 
belonging, trust, collaboration, and collective responsibility, both locally and globally. 

c. Pancasila Education as Character Education 

Pancasila as the state ideology represents fundamental values that regulate national and 
state life in Indonesia (Notonagoro, 2017). Pancasila Education is a pedagogical strategy to 
instill Pancasila values as national identity and citizens’ social habitus (Zuchdi, 2019). Effective 



 

 
 
 
 

Pancasila Education does not only convey values as abstractions, but integrates values into 
students’ daily practices through concrete experiences (Novita, 2020). Local wisdom can 
function as a “hermeneutic bridge” that connects Pancasila values with students’ concrete 
experiences in local contexts (Gadamer, 2004). Pancasila education is important because 
elementary school is the initial stage of character formation, where students begin to understand 
concrete values such as justice, responsibility, and tolerance (Rabbani et al., 2023). Pancasila 
values must be instilled early so they become the foundation of children’s thinking and behavior 
in the future, especially amid globalization and identity crises. Beyond being a formal subject, 
this education represents a holistic pedagogical process aimed at shaping students’ personalities, 
moral orientation, and public ethics as responsible citizens (Wahono et al., 2021; Wirayuda et 
al., 2024). Its success heavily relies on the teacher’s role as a moral role model and social agent, 
providing direct learning experiences to cultivate empathy, cooperation, and collective 
responsibility (Muslim et al., 2020). Innovative approaches such as project-based learning and 
the integration of spiritual and non-spiritual elements reinforce the internalization of character 
values, combining cognitive, affective, and social aspects (Sari, 2024; Ladamay & Mustakim, 
2023). A supportive educational ecosystem, including family and community involvement, is 
also necessary to create an inclusive school climate and strengthen students’ moral identity 
(Sarkadi et al., 2022; Ruth et al., 2023). 

Legally, philosophically, and pedagogically, Pancasila education holds a strategic 
position within the national education system, from reinforcing constitutional values to 
internalizing the nation’s culture (National Education System Law No. 20/2003; Government 
Regulation No. 19/2005). This education is not merely a transfer of knowledge but a cultural 
project that demands the integration of cognition, affect, and action, along with the involvement 
of schools, families, and communities, to develop a generation with Pancasila-based character. 

d. Manggarai Local Wisdom T-5 Values 

1) Téing: Generosity and Solidarity 

Téing means “giving wholeheartedly” (toto nai bakok), encompassing téing tinu 
(caring with gratitude) and téing waheng (giving advice) (Kleden, 2019). Téing instills values 
of generosity, sincerity, compassion, and devotion. In the context of solidarity, Téing teaches 
students to provide help selflessly to those in need, thus strengthening social solidarity. 

2) Toing: Knowledge and Wisdom 

Toing means “teaching with knowledge and wisdom.” Toing equips students to think 
rationally, act justly, and uphold solidarity values through knowledge. In pedagogical practice, 
Toing emphasizes the importance of teachers using knowledge and wisdom in guiding students 
to understand solidarity values critically and reflectively. 

3) Titong: Exemplary and Guidance 

Titong means “educating through guidance and setting example.” Titong emphasizes 
the role of teacher exemplary behavior as a model of solidarity behavior. Teacher role models 
are the most effective pedagogical strategy in character education, as elementary school children 
tend to learn through imitation (Bandura, 1977). Titong strengthens solidarity character through 
direct manifestation of mutual respect, cooperation, and sharing in daily practice. 



 

 
 
 
 

4) Tatang: Motivation and Potential Development 

Tatang means “motivating and encouraging potential.” Tatang nurtures students’ 
resilience to help others and develop individual potential for common good. From a social 
cognitive perspective, intrinsic motivation for solidarity drives students to act prosocially 
automatically without external coercion (Deci & Ryan, 2000). 

5) Tatong: Social Cohesion and Unity 

Tatong means “building solidarity and fostering unity.” Tatong strengthens social 
cohesion and builds unity among learners, teaching them to take care of each other and protect 
the weak. Tatong values are closely related to Pancasila principles “Just and Civilized 
Humanity” and “Unity of Indonesia” (Notonagoro, 2017). 

e. Solidarity Education in Elementary Schools 

Solidarity education in elementary schools aims to instill solidarity, empathy, and social 
concern values at the crucial age of character formation (Carlo, 2014). Research shows that 
effective educational interventions in instilling solidarity include: (1) experience-based learning 
(service learning), (2) teacher exemplary behavior, (3) contextual learning, and (4) reflective 
dialogue (Seligman et al., 2021). Contextual and local wisdom-based learning strategies can 
increase the effectiveness of character education because they provide relevance and meaning 
for students (Lickona, 2019). The integration of local wisdom in Pancasila Education creates 
authentic and meaningful learning, making value internalization stronger (Yuniar et al., 2023). 

3. Method 

This research uses an interpretative paradigm, which assumes that social reality is a 
subjective construction built through meaning interpretation (Lincoln & Guba, 1985). This 
paradigm is suitable for exploring the subjective experiences of students, teachers, and 
community members about the implementation of T-5 local wisdom-based Pancasila Education. 
The approach used is qualitative with a case study design. Case study was chosen because this 
research wants to investigate contemporary phenomena (implementation of Pancasila and T-5) 
in depth in real-world contexts in elementary schools in Langke Rembong (Yin, 2018). Case 
study enables researchers to understand the complexity of interactions between context, process, 
and outcomes of local wisdom-based character education implementation. 

This research was conducted in Elementary Schools across Langke Rembong Sub-
District, Manggarai Regency, East Nusa Tenggara. This location was chosen because: (1) this 
area is known as a “student city” with strong educational traditions, (2) high social heterogeneity 
(various ethnicities and religions), (3) T-5 values are still alive and practiced in the community, 
and (4) many public and private elementary schools have begun integrating local wisdom in 
learning. Research participants consisted of: - School principals (n=9) - Pancasila Education 
teachers (n=18) - Upper-grade students (IV-VI) (n=54) - Student parents (n=27) - 
Customary/community leaders (n=9) - School supervisors/inspectors (n=3). Total participants 
= 120 informants. Participant selection used purposive sampling with criteria: (1) having direct 
experience with Pancasila and T-5 implementation, (2) willing to participate in the research, and 
(3) able to provide in-depth information about the phenomena under study. 



 

 
 
 
 

Data collection in this study was conducted through in-depth interviews, participant 
observation, and documentary analysis. Semi-structured interviews were carried out to explore 
participants’ perceptions, experiences, feelings, values, and emotions regarding the practices of 
Pancasila Education and the T-5 values. The interviews were conducted in comfortable and 
conducive settings, with each session lasting between 45 and 90 minutes; all interviews were 
audio-recorded and transcribed verbatim for further analysis. Participant observation was 
employed to examine pedagogical practices in classrooms, social interactions within the school 
environment, as well as ceremonial and traditional ritual activities, enabling the researcher to 
directly observe how Pancasila and T-5 values are enacted in everyday practices. Observational 
data were documented in detailed field notes. Documentary analysis included the collection of 
lesson plans, teaching modules, school curricula, school vision and mission statements, 
photographs of learning activities, daily notes from teachers and students, and local cultural 
texts such as Manggarai proverbs. These documents were used to corroborate and validate 
findings from interviews and observations through data triangulation. 

Data analysis was conducted using thematic analysis with a hybrid approach that 
integrates deductive elements derived from the theoretical framework and inductive elements 
emerging from the empirical data (Braun & Clarke, 2022). The analytical process began with 
data familiarization and organization through repeated reading of interview transcripts, 
observation notes, and documents to gain a deep understanding of the data. This was followed 
by initial coding, in which meaningful data segments were labeled to reflect participants’ 
meanings. The codes were then synthesized into broader themes, such as daily solidarity, teacher 
role modeling, and contextual learning. These themes were reviewed to ensure internal 
coherence and external heterogeneity, subsequently defined and named to articulate underlying 
structures of meaning, for example, local wisdom T-5 as the spirit of solidarity. The final stage 
involved interpretation and report writing, in which findings were presented using direct 
quotations and systematically linked to relevant theoretical perspectives. 

Data validity was ensured through triangulation and the enhancement of participant 
credibility. Source triangulation was achieved by collecting data from diverse informants, 
including teachers, students, customary leaders, and parents. Method triangulation involved the 
use of multiple data collection techniques, namely interviews, observations, and documentation, 
while time triangulation was applied by conducting data collection at different points in time to 
examine the consistency of findings. In addition, member checking was conducted by returning 
interpretations to participants to confirm the accuracy of meanings, supported by an audit trail 
consisting of detailed documentation of the research process to ensure dependability. The 
validation process was further strengthened through peer debriefing, involving critical 
discussions with colleagues to examine potential researcher bias and the robustness of the 
interpretations. 

4. Results and Discussion 

a. Implementation of T-5 Based Pancasila Education in Elementary Schools 

Research findings reveal that the implementation of Pancasila Education based on the 
local wisdom of T-5 (Téing, Titong, Tandang, Toing, and Tatong) in Elementary Schools across 
Langke Rembong Sub-District was carried out through innovative, contextual, and 
transformative pedagogical strategies. This approach does not merely transmit values but builds 
critical understanding and internalization of the Pancasila principles by utilizing the socio-



 

 
 
 
 

cultural capital of the Manggarai community as an epistemological starting point. Pancasila 
Education teachers act as "cultural brokers" and hermeneutic facilitators, designing integrative 
learning models. The T-5 values function as a "hermeneutic bridge" that transforms the abstract 
concepts of Pancasila into meaningful constructs through students' concrete experiences in the 
local context. This process is a form of philosophical contextualization, where state philosophy 
is dialogued with customary wisdom to create lived understanding. 

 
Main Pedagogical Strategies and Implementation Analysis: 

1. Contextual Learning Based on Local Wisdom with an Ethnopedagogical 
Approach. Teachers systematically link Pancasila principles with the daily 
practices, customary norms, and cosmology of the Manggarai people. 
Learning media are drawn from the oral cultural treasury, such as proverbs, 
folktales, and customary rites. For example, the value of Social Justice (the 
5th principle), which emphasizes harmony and common interest. This 
approach is a cultural cognitive strategy that utilizes students' innate 
knowledge schemas for assimilating new concepts. 

2. Behavioral Modeling through Teacher Exemplarity (Titong) as a Social 
Learning Strategy. The concept of Titong (standing / gathering together) is 
operationalized by teachers not only as a value to be taught but as a relational 
ethic in pedagogical interactions. Teachers act as active role models who 
practice T-5 values in classroom and school dynamics, such as providing extra 
support to struggling students (Téing), showing respect in differences of 
opinion, and demonstrating cooperation in collaborative tasks. This 
observational learning process strengthens teacher credibility and provides 
behavioral examples that can be directly internalized by students. 

3. Value-Laden Project-Based Learning (PjBL) as a Social Laboratory. Students 
are involved in micro-scale humanitarian and community projects designed to 
reflect the values of Téing (compassion/love) and Tatong (togetherness). 
Activities such as communal work cleaning the school environment, visiting 
sick friends, or collecting aid for community members in need function as a 
"social laboratory" for directly experiencing the affective and behavioral 
dimensions of Pancasila. Through these projects, students do not just learn 
about solidarity but experience and construct the meaning of solidarity in real 
action. 

4. Reflective Dialogue and Discursive Space Using the Toing Approach. 
Teachers create safe and participatory discursive spaces for students to reflect 
on their experiences, feelings, and understanding of the values learned. The 
Toing (wisdom of words) approach is translated into facilitated dialogue 
techniques, where teachers become moderators encouraging critical narrative 
exchange. These reflective dialogues enable value internalization through 
linguistic articulation, the negotiation of meaning among students, and the 
resolution of simple moral dilemmas, thereby deepening understanding from 
the cognitive to the evaluative level. 

 



 

 
 
 
 

These findings support the theory of contextual and culture-based value education for 
character building. The implementation of T-5 demonstrates that the effectiveness of Pancasila 
Education can be enhanced by accommodating local genius as a learning medium. For 
replication and development, it is recommended to compile thematic learning modules 
documenting these best practices, as well as to provide continuous teacher training to strengthen 
their capacity as cultural interpreters connecting local heritage with global citizenship. 

b. Role of T-5 Values in Strengthening Pancasila Internalization 

Research findings reveal that T-5 values function as the “spirit of solidarity” that 
strengthens Pancasila value internalization through three main mechanisms: 

a) Recontextualization Mechanism. T-5 values perform recontextualization of 
Pancasila values by connecting Pancasila’s ideological abstraction with 
students’ concrete experiences in Manggarai contexts. For example, the 
principle “Just and Civilized Humanity” (second principle of Pancasila) is 
recontextualized through Téing values (giving wholeheartedly) and Tatong 
values (building solidarity). Teacher A quote: “We don’t just teach Pancasila 
as abstract text, but connect it with their daily lives. For example, when we 

teach ‘Just and Civilized Humanity,’ we ask children to think: ‘How can we 
help friends in difficulty? This is Téing—giving wholeheartedly.’” 

b) Habituation Mechanism. T-5 values form solidarity habitus through repetition 
of daily practices (habituation). Each solidarity practice (helping friends, 
mutual assistance, respecting differences) is a repetition that internalizes 
values into students’ natural dispositions. Student S1 said: “Every morning 
before entering class, we always greet and help friends who carry heavy 

items. The principal always says this is Téing—giving wholeheartedly. Now 

this has become our habit.” 

c) Exemplification Mechanism. Teachers use exemplary behavior (Titong) as 
the most effective pedagogical strategy. Teacher exemplary behavior directly 
demonstrates how T-5 and Pancasila values are practiced in daily life, so 
students learn through imitation. A customary leader said: “Teachers here 
don’t just teach, but also practice T-5 values. When a student is sick, the 

teacher encourages their classmates to visit and provide assistance. This 

practice embodies Titong. Titong is a tangible model of exemplary behavior. 

Students learn values through direct observation. 

d) Formation of Solidarity Habitus Through Pedagogical Practices. Research 
findings reveal that solidarity habitus formation occurs through three process 
stages: 

1)  Cognitive Internalization Stage. Students understand solidarity 
values through explicit learning about T-5 and Pancasila. Toing 
values (teaching with knowledge and wisdom) ensure that cognitive 
understanding of solidarity is built solidly. 



 

 
 
 
 

2) Affective Internalization Stage. Students develop empathy and 
social concern feelings through direct experiences in humanitarian 
activities. Tatang values (motivating and encouraging potential) 
nurture intrinsic motivation for solidarity. 

3) Conative Internalization Stage. Students develop spontaneous 
tendencies to act with solidarity as a response to social situations. 
Tatong values (building solidarity) strengthen social cohesion 
among students. 

 
 

c. Challenges and Implementation Obstacles 
The implementation of the T-5 local wisdom-based learning model in the context of 

elementary education demonstrates positive outcomes, yet it is not without its multidimensional 
implementation challenges and obstacles. At the educator level, findings reveal that teachers' 
pedagogical capacity to deeply grasp the essence of T-5 local wisdom is uneven, leading to 
varied and inconsistent application in teaching practices. This lack of preparedness consequently 
affects the quality of value internalization. 

 
Regarding the learners, there are constraints stemming from the cognitive and linguistic 

developmental characteristics of elementary school-aged children. Some students struggle to 
comprehend the abstraction of the noble values embedded within T-5, due to conceptual 
complexity that is not entirely aligned with their concrete operational stage of thinking, as well 
as language barriers when the local wisdom material is delivered in a less contextualized form. 
Systemic challenges also constitute a significant impediment. The lack of integrated and ad hoc 
educational policy support, coupled with limited resources, both material and temporal, and an 
overloaded curriculum, often renders the integration of local wisdom as supplementary and 
unsystematic. Therefore, this study recommends a series of strategic actions, including the 
organization of intensive and sustainable teacher training on the philosophy and methodology 
of integrating T-5, the development of more adaptive and contextual learning media and 
materials, and the necessity for strong and holistic policy support from educational authorities 
to ensure the sustainability of this local wisdom-based approach. Despite these challenges, the 
impact of T-5-based learning on student solidarity behavior shows a strengthening trend. The 
research documents a noticeable increase in prosocial behavior, where students become more 
active in helping peers, sharing resources, and fostering cooperation in both academic and non-
academic activities. The aspect of empathy also developed, marked by students' improved 
ability to recognize, understand, and respond to the feelings of others. 

 
Furthermore, a significant decrease in incidents of bullying behavior within the school 

environment was observed, indicating that the internalization of T-5 values contributes to 
creating a safer and more respectful social climate. A broader impact is seen in the enhanced 
classroom cohesion, where bonds of solidarity among learning group members strengthen, 
thereby fostering a more collaborative and supportive learning community. These findings 
confirm the transformative potential of local wisdom as a pedagogical foundation for shaping 
student character and social competencies. 
 

  



 

 
 
 
 

4. Conclusion  

 
This study substantiates that the systematic implementation of Pancasila Education 

grounded in the T-5 (Téing, Toing, Titong, Tatang, Tatong) local wisdom framework within 
elementary schools across Langke Rembong Sub-District has effectively facilitated a 
pedagogical synthesis of national principles and local values. This integration has been 
instrumental in cultivating a robust solidarity habitus among students. The T-5 values operate 
as a foundational "spirit of solidarity," providing a culturally resonant vehicle for the 
internalization of Pancasila. This process is mediated through three core pedagogical 
mechanisms: the recontextualization of abstract national values into local narratives, the 
systematic habituation of prosocial behaviors, and the power of exemplification by educators 
and community figures. 

The formation of this solidarity habitus is revealed to be a staged, multi-dimensional 
process encompassing cognitive comprehension, affective attachment, and conative enactment. 
This tripartite internalization enables students to develop deeply ingrained dispositions toward 
solidarity, which manifest in observable behavioral shifts. Empirical evidence from this research 
confirms the model's positive impact, notably in the enhancement of prosocial behaviors, the 
deepening of empathetic capacities, and the strengthening of overall social cohesion within the 
school microcosm. Theoretically, this study contributes to: (1) Knowledge decolonization 
through the integration of local and national epistemologies, creating cultural hybridity in 
character education; (2) Understanding the mechanisms of solidarity habitus formation as a 
social practice that can be pedagogically constructed; and (3) Strengthening the paradigm of 
contextual character education based on local wisdom to enhance the effectiveness of value 
internalization. Practically, this study recommends: (1) The adoption of the T-5-based model by 
teachers as a pedagogical innovation for contextual Pancasila teaching; (2) The integration of 
local wisdom as an official learning resource in character education curriculum development; 
and (3) The strengthening of educational policies that support local wisdom-based approaches, 
accompanied by adequate resource allocation. 

For future research, it is recommended to: (1) Expand the study to different 
geographical and cultural contexts; (2) Conduct longitudinal research to measure long-term 
impacts; (3) Undertake comparative research with other approaches; and (4) Develop valid and 
reliable instruments to measure solidarity habitus and the impacts of similar learning models. 
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Abstract. This study examines strategies to strengthen the professionalism of Early 

Childhood Education (ECE) teachers in Manggarai Regency through a literature review. 

The analysis centers on three core pillars: academic qualification, teaching competence, 

and teacher welfare. Data were sourced from national policy documents, the 2025 

Indonesian Education Report, and academic literature, including Starting Strong VI 

(OECD), the EPPE/EPPSE longitudinal study, and a meta-analysis on teacher coaching. 

The findings indicate that the predominance of nonformal ECE institutions, which are 

not recognized under Law No. 14 of 2005, impedes the implementation of quality 

standards as stipulated by Ministerial Regulation No. 137 of 2014. Local initiatives, such 

as bachelor’s degree scholarships and holistic-integrative training, have been introduced 

but have not sufficiently addressed classroom practices or economic well-being. The 

study recommends that the national ministry takes the initiative in regulatory reform, 

while the district office and school networks should simultaneously focus on 

strengthening affirmative policies at the regional level. This approach is seen as strategic 

to achieving inclusive and sustainable teacher professionalism in ECE. 

Keywords: teacher professionalism, Early Childhood Education (ECE), qualification, 

competence, welfare 

1 Introduction 

Early Childhood Education (Pendidikan Anak Usia Dini, hereafter PAUD) plays a 

foundational role in shaping children’s cognitive, social, emotional, and motor development in 
an integrated manner. The effectiveness of PAUD service delivery is closely linked to the 

quality of teacher-child interactions, which are recognized globally as a critical factor for 

enhancing early learning outcomes [1]. 

However, in the Indonesian context especially in underserved areas such as Manggarai 

Regency systemic regulatory gaps continue to hinder the realization of high-quality PAUD 

services. Of the 313 PAUD units in Manggarai, approximately 87 percent are categorized as 
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non-formal, lacking formal recognition under national legislation, particularly Law No. 14 of 

2005 [2]. This status discrepancy prevents the vast majority of PAUD teachers from accessing 

professional benefits, such as certification, allowances, and structured professional 

development. Consequently, these educators often operate in precarious conditions with 

limited legal protections, inadequate pedagogical support, and low remuneration. 

This study identifies the core issue as a persistent regulatory paradox: national education 

policy emphasizes quality and professional standards but structurally excludes non-formal 

teachers from the mechanisms necessary to meet these standards. In this context, the national 

"Merdeka Belajar" initiative—while promoting autonomy and contextual learning—has not 

yet adequately resolved the entrenched regulatory exclusion faced by non-formal PAUD 

teachers. Instead, bureaucratic compliance requirements and fragmented governance often add 

to teachers' administrative workload, limiting their ability to focus on reflective and responsive 

pedagogy. The resulting erosion of "organic professionalism"—the intrinsic motivation and 

community-rooted expertise of teachers—undermines sustainable improvements in ECE 

quality. 

Framed against these structural challenges, the study is guided by three pillars of inclusive and 

sustainable professionalism: (1) academic qualifications, (2) instructional competence, and (3) 

teacher welfare. The operationalization of these pillars draws from robust international 

evidence. For instance, the EPPE/EPPSE studies in the UK show that academically qualified 

teachers consistently provide more effective instruction [3]. Similarly, a meta-analysis by 

Kraft et al. demonstrates the efficacy of in-situ coaching in enhancing classroom practices [4]. 

The Nurturing Care Framework further emphasizes that the emotional and economic well-

being of caregivers is foundational to the quality of care and stimulation provided to children 

[5]. 

To evaluate the gap between regulatory intent and classroom realities, this study draws on a 

literature-based analysis, using national policy documents, education quality reports, and peer-

reviewed studies. It focuses on how systemic recognition, sustained coaching, and welfare-

responsive financing can serve as levers for professional reform. The overarching aim is to 

develop a locally rooted yet scalable model for improving teacher professionalism in PAUD 

institutions that remain outside the formal regulatory framework. 

Ultimately, this study contributes to the discourse on professional equity in early childhood 

education, highlighting the need for policy frameworks that accommodate diverse institutional 

forms while upholding rigorous standards of quality and care. It provides both analytical 

insights and practical recommendations for closing the regulatory gaps that currently 

marginalize thousands of PAUD teachers and, by extension, compromise children’s right to 
quality early education.  

2 Literature Review 

Professionalism in early childhood education (ECE) is a dynamic and evolving construct that 

has been subject to considerable theoretical debate and empirical inquiry. Traditionally, 

teacher professionalism has been framed through a managerial lens, emphasizing compliance 

with standards, formal credentials, and accountability mechanisms. However, recent global 



 

 

 

 

 

scholarship has shifted towards more inclusive and sustainable models of professionalism, 

which emphasize teacher agency, ethical practice, and socio-cultural responsiveness [6]. 

In the Indonesian context, the transition from managerial to inclusive professionalism is still in 

progress and faces unique regulatory and institutional constraints. Scholars such as Maiza [7] 

and Utama [8] highlight that the professional development of PAUD teachers remains 

fragmented and largely dependent on inconsistent local policies. These limitations reflect a 

broader issue: the absence of a coherent national framework that supports sustainable 

professional growth, particularly for non-formal teachers. 

Globally, inclusive professionalism is increasingly associated with the concept of teacher 

agency—the capacity of teachers to make autonomous, ethical, and context-responsive 

decisions in their practice. Sachs [9] and Osgood [10] argue that true professionalism cannot 

be reduced to bureaucratic indicators but must include a relational and ethical dimension that 

honors teachers' voices and contextual expertise. In this light, professionalism involves a 

continuous negotiation of values, practices, and institutional expectations. 

However, teacher agency does not operate in a vacuum. Organizational culture plays a pivotal 

role in either facilitating or constraining this agency. As noted by Biesta et al. [11], schools 

with collaborative and reflective cultures tend to empower teachers, whereas those dominated 

by compliance-driven management often suppress professional autonomy. This observation is 

particularly relevant in the Indonesian setting, where many non-formal PAUD institutions 

operate under fragmented supervision and weak institutional support, making it difficult for 

teachers to exercise meaningful agency. 

Furthermore, the literature suggests that sustainable professionalism requires institutional 

mechanisms that balance regulatory expectations with developmental support. The meta-

analysis by Kraft et al. [4] confirms that professional growth is more effectively supported 

through sustained, context-sensitive coaching rather than one-off workshops. This has 

important implications for Indonesia, where most PAUD teacher training remains episodic and 

disconnected from classroom realities. 

In summary, the literature converges on the need to reconceptualize ECE teacher 

professionalism as a holistic, value-driven, and contextually embedded process. While 

international models provide useful frameworks, these must be localized to address the 

specific institutional, cultural, and policy challenges facing PAUD teachers in Indonesia. The 

present study seeks to fill this gap by analyzing how sustainable professionalism can be 

developed in non-formal PAUD contexts, particularly in underserved regions such as 

Manggarai. 

3 Research Methods 
This study employs a qualitative research design with a systematic literature review and 

philosophical analysis to examine how inclusive and sustainable professionalism can be 

developed among non-formal PAUD teachers in Manggarai Regency. The approach is 

appropriate for investigating normative and structural challenges—particularly those linked to 



 

 

 

 

 

regulation, pedagogical practice, and welfare—that shape the professional landscape of early 

childhood educators. 

Data were collected from 26 selected sources published between 2020 and 2025, 

encompassing policy documents, national education reports, and peer-reviewed academic 

literature. The selection process followed a transparent screening protocol. First, documents 

were identified through targeted searches in Google Scholar, national education portals, and 

databases such as ERIC and ScienceDirect. Keywords used included: "PAUD teacher 

professionalism," "non-formal education regulation Indonesia," "inclusive ECE," "teacher 

coaching," and "teacher welfare." Second, the inclusion criteria were established based on 

relevance to three analytical domains: (1) regulatory frameworks, (2) capacity-building 

models, and (3) welfare-oriented policies. Finally, 26 documents meeting the criteria were 

analyzed using thematic synthesis. 

Screening and quality appraisal. To make the selection procedure explicit, all records were 

first screened at the title and abstract level to remove irrelevant studies. Full-text screening 

was then conducted against the inclusion criteria (regulation, capacity-building models, and 

welfare-oriented policies) to ensure conceptual alignment with the three analytical pillars. For 

transparency, an extraction log was maintained to document (a) the reason for 

inclusion/exclusion, (b) the document type (policy, report, or peer-reviewed study), and (c) the 

level of governance addressed (national, provincial/district, or institutional). Although the 

review is qualitative and interpretive, the appraisal step focused on basic trustworthiness 

signals: clarity of methods, relevance of the evidence, and the plausibility of reported claims 

in relation to the Indonesian PAUD context. 

Data extraction and indicator development. Indicators were defined as explicit statements, 

measurable targets, or empirically supported claims that could inform professional standards 

and enabling conditions for PAUD teachers. Each of the 26 documents was summarized in an 

extraction matrix containing: bibliographic information; setting/coverage; teacher type 

(formal/non-formal); key regulatory provisions or policy levers; described interventions (e.g., 

scholarships, coaching, CPD); reported constraints (e.g., financing, legal status, workload); 

and outcome claims. From this matrix, indicators were generated at two levels: (1) descriptive 

indicators (what standards and supports are currently stipulated or practiced) and (2) gap 

indicators (where standards exist but enabling conditions are absent). This step ensured that 

the synthesis did not remain at the level of general argument but produced traceable, 

document-based claims. 

Thematic synthesis procedure. Following the logic of thematic synthesis, the analysis was 

conducted through iterative coding and theme development [12]. First, the extracted text 

segments relevant to the three pillars were coded line-by-line to capture the meaning of 

regulatory statements, program descriptions, and evidence claims. Second, codes were 

clustered into descriptive themes (e.g., credential requirements, CPD access, coaching 

intensity, certification eligibility, honorarium levels, and administrative compliance demands). 

Third, analytical themes were generated by comparing descriptive themes across document 

types and levels of governance to explain the regulatory paradox—namely, how accountability 

requirements expand while legal recognition and welfare mechanisms remain uneven for non-

formal teachers. This stage produced cross-cutting explanations (e.g., compliance without 

capacity; standards without status) that connect policy intent to classroom realities. 

Trustworthiness and synthesis output. To strengthen credibility, themes were checked through 

constant comparison across sources (policy documents versus empirical studies) and through 

repeated passes over the extraction matrix to ensure internal consistency. The final output is a 



 

 

 

 

 

narrative synthesis that integrates: (a) national regulatory requirements, (b) evidence-informed 

mechanisms for competence development (particularly sustained coaching), and (c) welfare 

and financing arrangements required to sustain professional agency. The synthesis therefore 

functions as an interpretive framework, not a statistical meta-analysis, and is intended to 

inform actionable policy recommendations for Manggarai and comparable under-resourced 

districts. 

Thematic synthesis in this study involved three analytical stages. First, key themes were 

extracted deductively based on the conceptual framework: qualifications, instructional 

competence, and welfare. Second, inductive coding was used to identify patterns and sub-

themes emerging from the data. Third, the themes were restructured into a synthesized 

narrative that integrates regulatory analysis with grounded pedagogical insight. This process 

enables the study to link abstract policy discourse with concrete teaching realities. 

The philosophical component of the analysis draws on normative theories of justice and equity 

in education. This is particularly relevant in highlighting the regulatory marginalization of 

non-formal PAUD teachers and their exclusion from formal professional recognition. Ethical 

reasoning was applied to interpret findings regarding disparities in welfare and access to 

training, particularly through the lens of "professional justice," a concept adapted from Biesta 

and Sachs [13]. 

The credibility of this approach is enhanced by triangulation across multiple source types and 

the use of peer-reviewed literature. While limited by its non-empirical nature, the 

methodology offers a robust interpretive lens to examine systemic policy gaps and to develop 

actionable recommendations. 

 

4 Results and Discussion 
This synthesis identifies three interrelated pillars that are essential to building inclusive and 

sustainable professionalism among PAUD teachers in Manggarai Regency: (1) academic 

qualification, (2) instructional competence, and (3) teacher welfare. In Manggarai, where non-

formal PAUD provision predominates, professional expectations expand faster than enabling 

conditions. This produces an administrative paradox: teachers are required to demonstrate 

compliance through documentation and reporting while operating with limited recognition, 

support, and protection. 

First, the qualification gap remains substantial. Most non-formal PAUD teachers in Manggarai 

have not attained the minimum academic credential (S1/D4) stipulated in Ministerial 

Regulation No. 137 of 2014. A district scholarship initiative introduced through collaboration 

with Universitas Terbuka in 2024 is therefore a strategic affirmative measure because it targets 

the most visible bottleneck in professional eligibility. Yet qualification upgrading in under-

resourced contexts faces predictable barriers, including indirect costs (transportation, internet 

quota, learning materials), competing work obligations, and limited mentoring that supports 

completion and learning transfer. Without these supports, the pathway risks becoming 

symbolic rather than transformative. 

International evidence strengthens the argument that qualifications matter, while also 

clarifying the conditions under which they become pedagogically meaningful. As Sylva et al. 

have demonstrated, academic qualifications are a critical driver of pedagogical effectiveness 



 

 

 

 

 

[3]. For Manggarai, this implies that expanding qualification pathways should be paired with 

an enabling ecosystem that supports transfer from study to practice. District-level mentoring 

during study, school-based routines for collaborative planning, and access to basic learning 

resources can help ensure that increased qualifications are translated into improved teacher-

child interaction quality, rather than remaining as formal credentials with little impact on 

everyday pedagogy. 

Second, instructional competence is constrained by weak and uneven access to continuing 

professional development (CPD). The 2025 Indonesia Education Report notes that only 45% 

of PAUD teachers participated in CPD, and participation is lower among non-formal teachers. 

Even where CPD exists, it is often short, fragmented, and detached from classroom realities. 

Administrative fatigue compounds this gap: teachers are expected to produce lesson plans, 

reports, and compliance documentation, leaving limited time and energy for reflective 

practice. In this context, competence development must be designed to fit teachers’ working 
conditions, and accountability mechanisms should be streamlined so they protect time for 

teaching and learning rather than rewarding paperwork. This is why teachers often experience 

an administrative-fatigue cycle: the more standards are emphasized, the more time is diverted 

to proving compliance, not improving practice. 

The findings therefore reinforce the need to shift from event-based training toward sustained, 

practice-embedded support. Kraft et al. emphasize that embedded coaching is a more effective 

alternative to conventional training models [12]. Field examples from Yogyakarta and Central 

Java suggest that teacher coaching can enhance classroom engagement and improve learning 

outcomes [14,15]. In Manggarai, a pilot coaching intervention in one PAUD center reportedly 

increased child participation and task engagement. To avoid adding administrative burden, 

coaching should be framed as developmental support with realistic cycles and psychologically 

safe feedback rather than compliance monitoring. 

Reviewer feedback also highlights the practical constraints of collaborative networks in under-

resourced regions, and the findings support this concern. Although clusters and communities 

of practice can strengthen teacher agency, collaboration in Manggarai is constrained by 

distance, transportation costs, staffing shortages, and uneven digital access. As a result, 

meetings can drift into administrative coordination (document collection and reporting) rather 

than pedagogical problem-solving. When networks become primarily a compliance channel, 

they add to administrative fatigue and discourage participation, especially for teachers who 

must travel far or cover classes alone. Networks are more feasible when designed for low-

resource conditions: small local clusters, rotating host sites, short agendas centered on one 

classroom problem per cycle, and light-touch follow-up using available communication 

channels. 

Third, teacher welfare is alarmingly low and functions as a binding constraint across the other 

pillars. Honoraria for non-formal PAUD teachers range between IDR 500,000 and IDR 

800,000 per month—far below the regional minimum wage of IDR 2,328,969—and some 

receive as little as IDR 162,500 per month. Such financial insecurity discourages participation 

in training, reduces job satisfaction, and contributes to emotional exhaustion; it also pushes 

some teachers toward additional work that further reduces time for preparation and reflection. 

Research by Sagita et al. [16] and Hutasuhut et al. [17] affirms that welfare conditions directly 

influence instructional quality and professional motivation. 



 

 

 

 

 

Taken together, the three pillars illustrate a broader systemic misalignment between regulatory 

expectations and institutional capacity. Although local interventions such as scholarships and 

PAUD-HI training have been initiated, their impact is diluted by the absence of legal 

recognition and sustainable funding mechanisms for non-formal teachers. Teachers continue 

to operate in a policy environment where compliance is expected without corresponding 

structural support. Hogan et al. argue that the institutional status of teachers significantly 

affects access to resources, rights, and training opportunities [18]. In Manggarai, the exclusion 

of non-formal teachers from formal frameworks becomes a structural source of inequity, 

shaping not only welfare but also the feasibility of meeting professional standards. This 

“standards without status” condition helps explain why professional instability persists even 
when training and scholarship programs are introduced. 

The synthesis reaffirms the need for a holistic reform model that integrates qualification 

upgrading, embedded coaching, and welfare-focused financing. The success of Surabaya’s 
tiered training model—which combines coaching, welfare incentives, and evaluation 

mechanisms—offers a replicable framework [19]. For Manggarai, adaptation should prioritize 

changes in classroom interaction quality over document volume and streamline reporting so it 

supports, rather than crowds out, pedagogy. Combined with targeted welfare support, this 

approach can reduce administrative fatigue and make Merdeka Belajar’s promise of autonomy 
more feasible in practice. 

Finally, the findings highlight the emotional dimension of professionalism. One teacher’s 
testimony—“We strive to give our best, but without recognition and support, it feels like 
we’re struggling alone”—captures the lived tension between dedication and neglect. Without 

meaningful recognition, adequate welfare, and supportive professional learning structures, 

these tensions will persist, undermining the goals of Merdeka Belajar and compromising 

children’s rights to quality early education. 

5 Conclusion 
This study concludes that building inclusive and sustainable professionalism among PAUD 

teachers in Manggarai Regency requires an integrated approach encompassing academic 

qualification, instructional competence, and teacher welfare. Each pillar is interdependent, and 

none can be meaningfully advanced in isolation. The core challenge lies in the structural 

misalignment between national regulatory standards and the legal-institutional status of non-

formal PAUD teachers. While local initiatives such as scholarships and PAUD-HI training 

offer promising entry points, they lack the systemic support and sustainability necessary to 

yield lasting change. 

The regulatory paradox remains unresolved: national policies demand compliance with 

professional standards while denying non-formal teachers the legal status, financial resources, 

and pedagogical support needed to meet these standards. This exclusion constitutes a form of 

structural inequity, perpetuating disparities in teacher development and, by extension, in early 

childhood learning outcomes. 

The findings underscore the need for a multi-level strategy that coordinates reforms across 

national, regional, and institutional levels. At the national level, the Ministry of Education 

must revise existing legal frameworks to formally recognize non-formal PAUD teachers as 

professional educators. This recognition is critical for ensuring equitable access to 

certification, training, and welfare programs. At the regional level, district governments should 

adopt affirmative regulations and establish performance-based incentives to reward 



 

 

 

 

 

instructional improvement. Village funds (Dana Desa) and regional budgets (APBD) can be 

strategically leveraged to support teacher coaching and welfare. 

Furthermore, sustainable professionalism cannot be separated from teacher motivation and 

emotional well-being. Without adequate recognition, teachers feel isolated and undervalued—
conditions that erode professional commitment. As previous studies have shown, emotional 

resilience and economic stability are prerequisites for sustained engagement in professional 

development. 

While this study provides a robust analytical framework based on secondary data, it 

acknowledges the limitations of its non-empirical methodology. Future research should 

involve longitudinal field studies and comparative analyses across districts to enhance 

generalizability and to tailor policy recommendations to diverse local contexts. 

The study contributes to the broader discourse on education equity and teacher development in 

Indonesia. Its findings are particularly relevant for disadvantaged and remote regions, where 

non-formal PAUD institutions dominate service delivery. By adopting a holistic and context-

sensitive model of professionalism, stakeholders can advance the goals of Merdeka Belajar 

and ensure that every child—regardless of location or socioeconomic background—has access 

to quality early childhood education. 

In sum, systemic reform is not only a policy imperative but also a moral obligation. Only by 

affirming the professional dignity of all PAUD teachers can Indonesia achieve equitable and 

high-quality early education for its youngest citizens. 
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Abstract. This study examines the relevance of Manggarai local wisdom in shaping 

educational goals amid digital-era challenges. It employs a qualitative descriptive–analytical 

approach with a contextual and interpretive orientation, drawing on in-depth interviews 

with traditional elders, educators, and community leaders, focus group discussions with youth, 

and analysis of customary narratives and educational policy documents. The findings show that 

Manggarai education is grounded in indigenous concepts such as ngo podo ngasang bodok 

(critical enlightenment), dangka nuk (multidirectional thinking), and kudut manga uma duat 

(future-oriented self-reliance). In this study, Manuk Rombeng refers to an educational 

philosophy in which success is defined not only by cognitive achievement but by integrated 

cognitive, affective, and psychomotor development as the basis of holistic character formation. 

Analysis of the digital generation reveals two key findings: high digital exposure produces 

superficial learning, and digital skills are weakly connected to future livelihoods. Rather than 

conflicting with digital culture, Manuk Rombeng converges with it by addressing these gaps 

through intellectual maturity and value internalization. The study recommends embedding 

reflective digital tasks, locally grounded project-based learning, and digital storytelling into 

curricula to operationalize Manuk Rombeng in digital education. 

 

Keywords: Manggarai local wisdom; indigenous education; qualitative research; digital 

literacy; manuk rombeng philosophy 

  

1 Introduction 
 

The rapid expansion of digital technology has profoundly reshaped educational practices worldwide, 

bringing both opportunities and disruptions. While digital platforms increase access to information, 

they also intensify global concerns such as superficial learning, declining critical thinking, ethical 

erosion, and weakened character formation among young learners [1], [2]. In culturally rooted 
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societies, these challenges are particularly acute because digital culture often prioritizes speed, 

pragmatism, and instant gratification over reflection, intellectual maturity, and moral responsibility. 

These global trends are increasingly visible in the Manggarai context. Field observations and 

preliminary interviews with teachers and community leaders indicate that many Manggarai students 

spend extensive time on social media and short-video platforms, while reading comprehension, 

reflective dialogue, and critical questioning in classrooms are declining. Teachers report that 

students frequently seek instant answers from digital sources without evaluating credibility, 

reproduce information without understanding, and prioritize short-term pragmatic outcomes—such 

as passing examinations or obtaining certificates—over deep learning and character development. 

This pattern reflects not only digital dependency but also a weakening of intellectual maturity and 

future-oriented thinking. 

 

Community elders further observe a declining familiarity among youth with customary life 

philosophies that once guided resilience, ethical judgment, and long-term life planning. Traditional 

practices of dialogical learning, communal reflection, and moral formation within families and 

customary spaces are increasingly replaced by individualized, screen-based interactions. As digital 

culture becomes dominant in everyday learning experiences, the intergenerational transmission of 

indigenous educational values has become fragmented, placing Manggarai’s cultural foundations 
under growing pressure. 

 

Within this context, Manggarai local wisdom should not be understood as a collection of isolated 

moral aphorisms, but as a coherent traditional educational system that integrates cognitive 

orientation, emotional discipline, ethical reasoning, practical competence, and future planning. This 

system is articulated through interconnected cultural concepts that function collectively as an 

indigenous educational philosophy guiding intellectual development, character formation, social 

responsibility, and personal autonomy. 

 

Historically, Manggarai education has been embedded in the community’s social life-world and 

articulated through principles such as ngo podo ngasang bodok (the pursuit of knowledge and 

intellectual enlightenment), Porot uwa haeng wulang-langkas haeng ntala (having the highest life 

goals, hopes, or ambitions, rather than minimal or limited ones) and manuk rombeng (success is 

defined not only by cognitive achievement but by integrated cognitive, affective, and psychomotor 

development as the basis of holistic character formation) [3]. Together, these concepts form a holistic 

educational framework integrating reflective thinking, moral awareness, emotional regulation, 

practical competence, and economic self-reliance. While many Indonesian local wisdom traditions 

emphasize harmony, obedience, or moral conformity, Manuk Rombeng is distinctive in its strong 

emphasis on intellectual maturity, autonomy, and future preparedness. 

 

Previous studies on indigenous and local-wisdom-based education in Indonesia have largely taken 

three dominant approaches: documenting cultural values as heritage, integrating moral elements into 

character education, and aligning local traditions with national curriculum mandates [1], [4]. These 

studies make important contributions by affirming the cultural relevance of indigenous knowledge 

systems. However, they generally treat local wisdom as supplementary content rather than as a 



conceptual framework for diagnosing and addressing contemporary educational problems, 

particularly those arising from digital learning environments. 

This study complements existing research by moving beyond descriptive and normative approaches 

while offering a new analytical perspective. Rather than positioning Manuk Rombeng merely as a 

cultural value to be preserved, this study conceptualizes it as a value-based educational framework 

capable of responding directly to epistemic and ethical challenges of the digital era, such as 

superficial cognition, weakened critical discernment, and unclear life orientation. In doing so, the 

study extends previous scholarship by demonstrating how indigenous philosophy can function as a 

practical lens for rethinking digital learning practices. 

 

Unlike value systems that primarily emphasize social conformity or spiritual ethics, Manuk 

Rombeng directly engages with the core deficits of digital learning by emphasizing critical 

evaluation of information, internalization of values, and responsible application of knowledge. 

When recontextualized within digital learning environments, it enables technology to function as a 

medium for reflective learning and purposeful character formation rather than as a source of 

distraction. 

 

Although digital media offers opportunities to disseminate local wisdom more widely, without 

pedagogical grounding it risks reducing culture to symbolic or commercialized representations [5]. 

Therefore, Manuk Rombeng must be actively interpreted and operationalized within contemporary 

educational practices, not merely preserved as cultural heritage. Research on culturally responsive 

education indicates that integrating indigenous values into curricula strengthens motivation, identity, 

and learner resilience [1], [4], aligning with Indonesia’s national educational goals of developing 
competent, ethical, creative, and responsible citizens [6]. 

 

Given these conditions, the central challenge for Manggarai education is not simply preserving local 

wisdom, but activating a culturally grounded educational framework that directly addresses digital-

era learning problems. This study therefore positions Manuk Rombeng as a uniquely Manggarai 

educational philosophy that offers a novel and context-sensitive contribution to current debates on 

indigenous education and digital learning, bridging technological competence with intellectual 

maturity, ethical grounding, and future-oriented autonomy. 

 

2 Method  
 

Research Design 

This study adopts a qualitative descriptive–analytical research design to examine how Manggarai 

local wisdom—particularly the Manuk Rombeng philosophy—functions as a foundation for 

educational goals in the digital era. A qualitative descriptive approach is appropriate because the 

study seeks to describe, interpret, and analyze meanings, values, and educational practices as they 

are understood and experienced by participants, without constructing ethnographic cultural 

reconstructions or extended participant observation [7], [8]. 

 

This approach allows the research to focus on how indigenous educational concepts are articulated, 

interpreted, and applied within contemporary educational contexts, especially in relation to digital 



learning challenges. Qualitative descriptive studies are widely used in educational and cultural 

research to generate context-sensitive insights that remain close to participants’ perspectives while 
supporting analytical interpretation [9]. 

Research Site and Context 

 

The study was conducted in Manggarai Regency, East Nusa Tenggara, Indonesia, a region 

characterized by the continued presence of local wisdom traditions alongside rapidly expanding 

digital technology use among students. This site was purposively selected because it represents a 

setting where indigenous educational values and digital learning practices intersect, sometimes in 

tension. Similar contexts have been identified as critical spaces for examining the relevance of local 

wisdom in modern education [10], [11]. 

 

Participants and Data Sources 

Participants were selected using purposive sampling to ensure relevance to the research 

objectives [7]. The participants included: 

1. Traditional elders and customary leaders, who provided interpretations of Manuk Rombeng 

and related indigenous educational values. 

2. Educators (teachers and school principals), who shared observations regarding students’ 
learning behaviors, digital engagement, and character development. 

3. Community leaders and cultural practitioners, who reflected on broader socio-educational 

changes. 

4. Students and youth, who participated in focus group discussions to describe their digital 

learning experiences and future aspirations. 

In addition to interviews and discussions, the study analyzed customary narratives, local 

proverbs, and education-related documents, including curriculum guidelines and policy texts, as 

complementary data sources supporting descriptive and analytical interpretation [12]. 

 

Data Collection Techniques 

Data were collected using multiple qualitative methods to enhance depth and credibility [8]: 

1. In-depth Semi-Structured Interviews 

Interviews were conducted with elders, educators, and community leaders to explore: 

o Educational meanings of Manuk Rombeng, ngo podo ngasang bodok, dangka 

nuk, and kudut manga uma duat 

o Observed changes in students’ learning and digital behavior 
o Challenges in integrating local wisdom into formal education 

Semi-structured interviews allowed participants to articulate their perspectives while 

maintaining alignment with the research focus [9]. 

2. Focus Group Discussions (FGDs) 

FGDs were conducted with students and youth to capture collective patterns related to: 

o Digital media use and learning habits 

o Understanding and internalization of local educational values 

o Self-confidence, motivation, and future orientation 

FGDs are effective for identifying shared experiences and generational trends in 

educational research [13]. 



3. Document Analysis 

Document analysis included customary texts, cultural narratives, and education policy 

documents to contextualize empirical findings within institutional and cultural 

frameworks [12]. 

 

Data Analysis 

Data analysis followed a thematic descriptive–analytical procedure [14]. The process 

involved: 

1. Transcribing interviews and FGDs and conducting repeated readings. 

2. Coding data to identify recurring themes related to education, digital behavior, and value 

internalization. 

3. Categorizing themes according to key indigenous concepts, with Manuk Rombeng serving 

as the primary analytical lens. 

4. Interpreting patterns to explain how local wisdom shapes or fails to shape students’ 
engagement with digital learning. 

In this study, Manuk Rombeng is operationally defined as an educational philosophy in 

which success is achieved through integrated cognitive, affective, and psychomotor development, 

forming the basis of holistic character formation and future-oriented autonomy. 

Trustworthiness and Rigor 

To ensure research rigor, the study employed data triangulation across interviews, FGDs, 

and document analysis, as well as source triangulation involving elders, educators, and students [8]. 

Credibility was enhanced through peer debriefing and careful alignment between empirical data and 

analytical interpretations [9]. 

 

Ethical Considerations 

Ethical standards were upheld throughout the research process. All participants provided 

informed consent, confidentiality was maintained, and cultural sensitivity was prioritized in the 

representation of indigenous knowledge. Local wisdom was treated as a living educational 

framework rather than merely as cultural heritage to be documented [12]. 

 

 

3 Findings 

 
The findings of this study indicate that educational ideals rooted in Manggarai local wisdom remain 

strongly recognized at the normative level but are increasingly difficult to realize in everyday 

educational practice, particularly in the context of the digital era. Data collected from interviews 

with teachers, parents, customary leaders, and students, as well as classroom and community 

observations, reveal several key patterns. 

 

First, with regard to ngo podo ngasang bodok—the elimination of ignorance through the pursuit of 

knowledge and critical awareness—most teachers report that students have unprecedented access to 

information through digital media, yet demonstrate limited depth of understanding. Classroom 

observations show that many students can recall fragmented information obtained from social media 



or search engines but struggle to explain concepts, evaluate sources, or construct coherent 

arguments. Teachers frequently note that students tend to copy digital content verbatim, indicating 

that ignorance is no longer characterized by lack of information, but by insufficient critical 

processing of information. 

Second, the findings reveal a decline in dangka nuk, or branching and multidirectional thinking. 

Although students are familiar with multiple digital platforms, learning activities show a strong 

tendency toward single-answer thinking. When presented with open-ended questions or problem-

solving tasks, a significant number of students seek immediate answers online rather than generating 

alternative ideas or solutions. Educators describe this condition using the local expression camas 

kaut (remaining unchanged), suggesting that formal schooling has not significantly transformed 

students’ ways of thinking despite prolonged exposure to education and digital tools. 
 

Third, empirical data indicate a growing gap between educational attainment and future-oriented 

self-reliance, which directly affects the realization of kudut manga uma duat. Interviews with senior 

students reveal uncertainty regarding career planning and limited confidence in using their skills for 

productive or entrepreneurial purposes. Many student’s express aspirations for formal employment 

but lack concrete strategies or competencies to achieve economic independence. This finding is 

reinforced by parental narratives that measure educational success not merely by diplomas, but by 

the ability to secure or create sustainable livelihoods. 

 

Fourth, community rituals and everyday metaphors continue to reflect the ideal of Manuk Rombeng, 

understood as holistic success encompassing cognitive, affective, and psychomotor development. 

However, observational data suggest that contemporary schooling practices increasingly prioritize 

academic scores and administrative completion over character formation, work ethic, and life skills. 

Teachers and community elders consistently emphasize that students who excel academically but 

lack discipline, independence, or social responsibility are not regarded as having achieved Manuk 

Rombeng status. 

 

Finally, the findings highlight structural challenges that further constrain these educational ideals. 

Economic limitations and unequal access to digital devices force many students to rely on shared 

smartphones, free Wi-Fi, or borrowed internet access, disrupting learning continuity. At the same 

time, intensive engagement with digital entertainment contributes to shallow learning habits and 

weak internalization of moral values traditionally emphasized in Manggarai culture, such as 

politeness, humility, and social responsibility. 

 

Overall, the data show that while Manggarai educational values remain culturally authoritative, their 

practical realization is increasingly undermined by superficial digital learning practices, limited 

critical engagement, and fragile links between education and future economic independence. 

 

4 Discussion 

 
The findings demonstrate that the educational ideals of the Manggarai community—

particularly those encapsulated in Manuk Rombeng, ngo podo ngasang bodok, dangka nuk, and 



kudut manga uma duat—remain conceptually strong in shaping ethical and reflective engagement 

with digital technologies. However, empirical evidence indicates that these values are gradually 

losing practical influence in everyday educational contexts, especially among students immersed in 

instant, algorithm-driven digital culture. Similar patterns have been identified in global studies 

showing that digital platforms tend to privilege speed, surface engagement, and measurable 

performance over reflective learning and character formation [15], [16]. This section explains the 

causes of this erosion and proposes operational strategies for translating Manuk Rombeng into viable 

digital learning practices. 

1. Why Manuk Rombeng Struggles in Instant Digital Culture 

 

The weakening of Manuk Rombeng is not the result of cultural obsolescence, 

but rather of an incompatibility between its formative logic and the dominant 

architecture of digital platforms. Contemporary digital environments prioritize 

immediacy, entertainment value, and quantifiable engagement indicators such as likes, 

views, and completion speed [15], [18]. In contrast, Manuk Rombeng emphasizes long-

term character formation, self-regulation, and the integration of cognitive, affective, 

and psychomotor development. 

Moreover, Manuk Rombeng has traditionally been transmitted through 

embodied and communal educational processes—rituals, storytelling, dialogical 

interaction, and lived exemplars provided by elders and teachers. Digital learning 

spaces, however, often isolate learners from these communal contexts, transforming 

education into an individualized, screen-centered activity. As noted by Turkle [21], 

such environments reduce opportunities for sustained dialogue and moral reflection, 

causing learners to perceive indigenous values as symbolic cultural knowledge rather 

than as practical guides for navigating digital life. 

2. Risks of Cultural Nostalgia Without Pedagogical Translation 

 

When local wisdom is preserved only as discourse, ritual, or cultural identity, 

it risks becoming nostalgic rather than transformative. Research on culturally 

responsive and indigenous education consistently shows that cultural values lose 

pedagogical force when they are not embedded in daily learning practices, assessment 

systems, and learner experiences [4], [20]. In the Manggarai context, this risk becomes 

evident when students are able to articulate metaphors such as manuk rombeng but fail 

to demonstrate critical digital judgment, creative problem-solving, or future-oriented 

planning. Without systematic pedagogical translation, indigenous philosophy remains 

detached from learners’ lived digital realities. 
3. Operational Strategies: Teaching Manuk Rombeng Through Digital Platforms 

 

To ensure that Manuk Rombeng remains a living educational philosophy, it 

must be translated into concrete digital pedagogical practices. Several operational 

strategies emerge from the findings and supporting literature. 

a. Digital Storytelling and Creative Content Production 

 



Manuk Rombeng can be reinterpreted through short digital 

narratives, animations, podcasts, or student-produced videos that 

contextualize local metaphors within contemporary digital life. Digital 

storytelling has been shown to enhance meaning-making, identity formation, 

and reflective learning when grounded in local culture [5], [21]. 

b. Local Value–Based Gamification 

Educational games or gamified modules can embed Manuk 

Rombeng values into decision-making scenarios. Learners may be required 

to verify information (ngo podo ngasang bodok), explore multiple solutions 

(dangka nuk), and consider long-term consequences (kudut manga uma duat). 

Unlike entertainment-oriented gamification, value-based gamification 

emphasizes ethical reasoning, reflection, and delayed gratification [17]. 

c. Digital Community Dialogue and Reflective Forums 

 

Online discussion forums and learning management systems can function as 

virtual communal spaces where students analyze digital dilemmas—such as 

misinformation, online conflict, and career uncertainty—using Manuk 

Rombeng as an interpretive lens. Research on dialogical digital pedagogy 

highlights the importance of guided reflection and community presence in 

sustaining ethical digital engagement [21], [22]. 

4. Project-Based Digital Learning Linked to Livelihood (Kudut Manga Uma Duat) 

 

Students can be guided to use digital tools for productive purposes, including 

small-scale digital entrepreneurship, skill portfolios, or documentation of local 

economic practices. This approach aligns education with future-oriented self-reliance 

and echoes development theories emphasizing capability, agency, and sustainable 

livelihoods [19]. 

5. Value-Based Digital Assessment 

 

Assessment systems should include reflective digital journals, multimedia 

portfolios, and peer feedback that evaluate not only knowledge mastery but also ethical 

awareness, creativity, resilience, and independence. Such assessments make the 

intangible dimensions of Manuk Rombeng visible and pedagogically accountable, 

addressing critiques of measurement-driven education [20]. 

6. Repositioning Teachers as Cultural–Digital Mediators 

 

The effectiveness of these strategies depends heavily on teacher agency. 

Teachers must function as cultural–digital mediators who model reflective digital 

behavior, ethical discernment, and future-oriented thinking. Studies on Digital 

Citizenship education emphasize that learners’ digital ethics are strongly shaped by 
teacher modeling and value-based guidance rather than technical instruction alone [6], 

[17]. 



7. Manuk Rombeng as a Living Framework for Digital Education 

 

Taken together, these strategies demonstrate that Manuk Rombeng does not 

lose relevance because of digitalization itself, but because it has not yet been 

systematically translated into digital pedagogical logic. When embedded in creative 

content production, gamified learning, community dialogue, and authentic assessment, 

Manuk Rombeng functions as a powerful indigenous framework that regulates digital 

behavior, fosters critical awareness, and sustains future-oriented autonomy. Rather 

than resisting modernity, Manuk Rombeng offers a culturally grounded pathway for 

rehumanizing digital education—affirming that educational success lies not in speed 

or technical efficiency, but in the formation of whole, resilient, and responsible human 

beings. 

 

 

5 Conclusion 
 

This study demonstrates that Manuk Rombeng and related Manggarai educational values constitute 

a coherent indigenous framework for addressing the ethical, cognitive, and developmental 

challenges of digital-era education. Rather than being rendered obsolete by digitalization, these 

values remain conceptually robust but are increasingly marginalized due to the dominance of instant, 

performance-oriented digital culture and the lack of systematic pedagogical translation into 

contemporary learning environments. 

 

The findings affirm that Manuk Rombeng functions as a holistic educational orientation integrating 

intellectual maturity, moral responsibility, creativity, and future-oriented autonomy—dimensions 

that are often fragmented within mainstream digital literacy and Digital Citizenship frameworks. By 

situating digital engagement within culturally grounded value systems, this study extends global 

theories of digital education beyond technical competence and instrumental rationality toward a 

more integrated human development perspective. 

 

Importantly, this research moves beyond cultural preservation discourse by offering operational 

pathways for revitalizing indigenous wisdom in digital education. Through value-based digital 

storytelling, project-oriented learning, gamification grounded in local ethics, reflective digital 

assessment, and teacher-mediated cultural translation, Manuk Rombeng can be transformed into a 

living pedagogical framework rather than a symbolic heritage narrative. Such strategies enable 

digital technologies to function as instruments for character formation, critical thinking, and 

sustainable livelihood preparation. 

 

In conclusion, the relevance of Manuk Rombeng lies not in resisting digital modernity but in 

reorienting it. When consciously integrated into digital pedagogy, Manggarai local wisdom offers a 

culturally responsive alternative epistemology capable of counterbalancing superficial learning, 

ethical erosion, and weakened future orientation. 

 



Indigenous finding: Manuk Rombeng represents an indigenous epistemology in which successful 

digital competence is meaningful only when it simultaneously develops the learner’s cognitive, 
affective, and psychometric dimensions, leading to intellectual maturity, moral integrity, creative 

adaptability, and future-oriented self-reliance within a communal cultural context. 
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Abstract. This study examines the development, challenges, and future of 
educational leadership in the age of artificial intelligence by conducting a 
systematic literature review based on PRISMA 2020. This research includes forty 
articles listed in Scopus, SINTA, and DOAJ, published between 2020 and 2025. 
The study results highlight six key areas of focus: AI-driven leadership 
transformation, digital skills of leaders, adaptive management, responsible ethics, 
human resource readiness, and future forecasting. These six points form the 
foundation of resilient leadership, emphasizing the importance of integrating 
technological capabilities, sensitivity to values, and responsiveness to policies. 
Artificial intelligence is not intended to replace humans, but rather to strengthen 
human values thru empathy and data-driven decision-making. Responding to the 
changes in the current educational landscape, especially in the inclusive and 
sustainable context of Indonesia, this research emphasizes the need for competent 
and human-centered digital leadership models. 

Keywords: Educational Leadership, Artificial Intelligence, Digital Ethics, 
Educational Governance 

 

1. Introduction 

The development of artificial intelligence opens a new era in educational leadership 
in the 21st century. The use of AI, as explained by [1], includes automated assessment, 
personalized learning, and data-driven recommendation systems. The speed of 
technology adoption has not yet demonstrated sufficient readiness from educators or an 
adequate ethical framework. Research by [2] revealed that some universities in Sweden 
are beginning to draft regulations for the use of generative AI, although the 
implementation of these policies varies across faculties, leading to imbalances in 
management and inconsistent practices. This situation shows that AI-based digital 
transformation is not just a technological issue, but a leadership challenge that requires 
broad vision, ethical thinking, and sensitivity to humanity. New steps in artificial 
intelligence-based education require strengthening values, cooperation between 

ICEHHA 2025, December 11-12, Ruteng, Indonesia
Copyright © 2026 EAI
DOI 10.4108/eai.11-12-2025.2363124

mailto:%7bnasarismail8@gmail.com1
mailto:abdulmajir@gmail.com
mailto:wifqi@student.undiksha.ac.id
mailto:jhonwalela1985@gmail.com
mailto:christianarjeantas@gmail.com5


stakeholders, and policies that support humanity so that future leadership remains 
grounded in justice, empathy, and social responsibility. 

The emergence of artificial intelligence has begun to reshape the meaning and 
direction of educational leadership. As technology becomes more deeply embedded in 
schools, principals are using AI tools to simplify administrative work, interpret learning 
data, and improve the quality of communication that informs decision-making [3]. At 
the same time, leadership that remains centered on human values is essential for 
ensuring that the use of technology supports moral purpose and social sustainability 
[4]. These perspectives emphasize that effective leaders must go beyond responding to 
data or predictions; they need the courage to act ethically and to keep human dignity at 
the core of every decision. The influence of AI therefore extends beyond technical 
efficiency as it challenges leaders to think clearly, act with integrity, and guide 
innovation with wisdom and compassion. 

Recent studies show that digital leadership and transformational leadership provide 
a solid conceptual foundation for the development of artificial intelligence-based 
educational leadership. The digital transformational leadership approach has proven 
capable of empowering educators thru continuous professional support and the creation 
of a learning culture that fosters technological innovation [5]. Digital leadership 
competencies reflect the strategic dimensions used to assess the extent to which 
institutions are able to adaptively respond to the challenges of the Fourth Industrial 
Revolution [6]. The effectiveness of digital leadership in enhancing student 
engagement thru AI-based learning has also been demonstrated in the context of higher 
education [7]. These three studies show that effective leaders are adaptable, 
collaborative, and technologically proficient. The ability to unite human values, 
strategic direction, and digital proficiency emerges as the core of educational leadership 
capable of inclusively and meaningfully addressing the challenges of artificial 
intelligence. 

Various studies show that understanding AI-driven leadership can enhance 
leadership capabilities in the age of artificial intelligence. The three key skills required 
by today's leaders are technical skills, adaptability, and transformational strength 
[8].According to [9] and [10], six key qualities will shape future leaders: technological 
literacy, data management, human-centered thinking, change management, ethical 
evaluation, and long-term strategic vision. The research findings indicate that effective 
leadership is not solely focused on technical aspects. Effective leadership also requires 
deep reflection, sensitivity to ethical issues, and a clear vision of how to address the 
potential and risks associated with AI usage. To ensure that changes in the world of 
education remain consistent, leaders are highly reliant on their ability to balance 
technological advancements with human wisdom. 

Ethical issues play an important role in modern discussions about the use of 
technology. The development of the AI Ethics Compass reflects the answer to the need 
for principles such as transparency, accountability, fairness, inclusivity, and human 



oversight in the process of creating artificial intelligence [11]. Uncertainty regarding 
moral boundaries in AI implementation raises serious concerns about its impact on 
social and educational fields, especially when the technology is used without 
considering the relationship between humans and the AI systems themselves [12]. The 
ethical leadership framework is designed as a conceptual approach to align strategic 
considerations with moral values in shaping the interaction between humans and AI 
[13]. These three thoughts emphasize the importance of educational leadership as the 
main actor in ensuring integrity in the use of technology, so that AI not only focuses on 
system efficiency, but also on significantly developing human values. 

The transformation of artificial intelligence-based education places human resource 
readiness as the primary determinant of successful technology integration. Sole reliance 
on system sophistication is not enough to guaranty effective implementation without 
the adaptive capacity of the educational actors directly involved. The potential of AI to 
drive efficiency and innovation can only be realized if lecturers and educational staff 
master strategic competencies aligned with the digital ecosystem [10]. Nationwide 
structural barriers remain a weakness, including infrastructure disparities, low digital 
literacy, and the absence of standard policies capable of bridging the complexities of 
change [14]. Individual levels also show uneven dynamics, reflected in the digital 
literacy gap and emotional resistance to technology-based transformation [15], [16]. 
Social support-based interventions have been shown to contribute positively to 
students' adaptation processes in AI-based learning environments [17]. The consistency 
of these findings underscores the importance of educational leadership capable of 
integrating digital skills with social-emotional sensitivity, ensuring that the 
transformation agenda proceeds fairly, inclusively, and sustainably. 

Recent literature highlights new dimensions of academic assessment and integrity 
in response to the advent of generative AI, which necessitates fundamental 
reformulations in the design of learning evaluations and academic ethics systems. The 
shift from cognitive assessment toward a holistic approach has been proposed as a 
strategic response to the risk of plagiarism facilitated by artificial intelligence [18]. 
Inconsistencies between academic integrity policy plans and institutional practices still 
pose a significant barrier to consistent implementation [19]. This challenge underscores 
the urgency for academic leadership capable of adaptively reconstructing the evaluation 
system in line with the dynamics of the digital ecosystem. 

A detailed review of the literature reveals four significant gaps that deserve 
attention. First, the understanding of artificial intelligence remains confined to the idea 
of technological efficiency, rather than being viewed as a transformative force that can 
shape the values and daily practices of educational leadership ([5]. Second, there is still 
no comprehensive conceptual model that brings together digital literacy, institutional 
governance, and ethical dimensions within a single leadership framework [8], [20]. 
Third, studies conducted in developing countries remain few and tend to be descriptive, 
providing little theoretical depth or conceptual innovation [10], [14]. Finally, the 
continuing gap between policy intentions and what happens in practice remains a major 



obstacle to realizing genuine digital transformation within educational institutions [2], 
[21].  

The analysis presented indicates the need for developing a conceptual framework 
for artificial intelligence-based educational leadership that comprehensively integrates 
technological competence, ethical governance, and sensitivity to human values. The 
proposed model includes three main spectrums. The first spectrum, AI-capable 
leadership, reflects leadership that masters technological literacy and utilizes data as 
the foundation for evidence-based decision-making. The second spectrum, AI-
governed leadership, emphasizes a deep understanding of technology policies and 
regulations, as well as the capacity to design adaptive and contextual governance 
systems. The third spectrum, AI-ethical leadership, focuses on upholding moral 
principles, distributive justice, and empathy at every stage of technology 
implementation. The integration of these three spectra forms a leadership configuration 
that is digitally resilient, ethically sound, and socially responsive. This framework is 
expected to address the epistemological and practical challenges of digital 
transformation in the education sector, while also ensuring that AI is used in a way that 
is grounded in human values and implemented responsibly, inclusively, and sustainably. 

2. Research Methods 

This study applies the Systematic Literature Review (SLR) approach, referring to 
the PRISMA 2020 guidelines (Preferred Reporting Items for Systematic Reviews and 
Meta-Analyses), to ensure that the literature search, selection, and synthesis process is 
systematic, transparent, and replicable. This approach was chosen because it provides 
a relevant and valid framework for gathering and critically evaluating the diverse 
studies that address artificial intelligence-based leadership in the context of education. 
The data sources consist of scientific publications published throughout the period from 
2020 to 2025, obtained thru reputable databases such as Scopus, Web of Science, Taylor 
& Francis, SpringerLink, DOAJ, as well as two national databases, namely SINTA and 
Garuda. 

The article search utilized a mix of keywords structured with Boolean logic (AND, 
OR), which included phrases like artificial intelligence, AI, educational leadership, 
school leadership, digital leadership, ethics, policy, competency, readiness, and 
transformation. The choice of words was tailored to align with the study's objectives to 
collect literature that specifically connects leadership and education with the use of 
artificial intelligence. The publication timeframe is restricted to 2020–2025 to reflect 
contemporary academic discussions. Preliminary searches across multiple scholarly 
databases resulted in 120 articles identified as relevant through their titles and keyword 
analysis. 



 

Figure 1. Prism Flowchart 

Based on Figure 1, the selection process follows four phases within the PRISMA 
framework: identification, screening, eligibility, and inclusion. A total of 120 articles 
were identified in the initial stage. The initial screening process eliminated 15 duplicate 
articles, resulting in 105 articles for further analysis. The title and abstract evaluation 
at the screening stage led to the exclusion of 25 irrelevant articles, leaving 80. A full 
content review showed that 40 articles only discussed the technical aspects of artificial 
intelligence without relevance to educational leadership. A total of 40 final articles met 



the criteria for analysis. Inclusion is based on publications from 2020–2025, in English 
or Indonesian, full text, and indexed in Scopus, SINTA, or DOAJ. 

This study uses bibliometric analysis with VOSviewer to supplement the 
systematic literature review approach based on PRISMA 2020. Scopus, Web of 
Science, Taylor & Francis, SpringerLink, DOAJ, and SINTA provided the data for 40 
publications, which were then evaluated in RIS and CSV formats. The co-authorship 
network, keyword co-occurrence, and the visualization of research structure and 
direction (density and overlay visualization) were the three primary areas of attention 
for the analysis. 

 

Figure 2. Co-authorship network visualization 

This co-authorship network gives a glimpse into how researchers are connected 
through collaboration. It appears that nasar ismail occupies a central position, linking 
with several other authors, which may suggest a more active role in joint research. At 
the same time, smaller clusters can be seen, indicating collaborations within more 
specific groups. The variation in color likely reflects the closeness of these 
relationships. Overall, the pattern suggests a network that is somewhat centralized, yet 
still shows a spread of collaborative connections. 



 

Figure 3. Keyword co-occurrence network 

From this visualization, artificial intelligence clearly takes the spotlight as the 
most dominant term. It appears more prominent compared to the others. On one side, 
there is leadership, and on the other, higher education, both still connected but not very 
densely. This gives the impression that existing studies are starting to explore how AI 
relates to leadership and higher education contexts. The pattern itself is not overly 
complex, yet it already points to a fairly clear direction in the research focus. 

 

Figure 4. Overlay visualization of research trends 

After further examination, this visualization appears to resemble a timeline of 
research interests. The initial emphasis appears to be on leadership. Then, artificial 
intelligence emerges, serving as a quasi-bridge to more recent discourse. Ultimately, 
postsecondary education is perceived as a more recent subject. The variations in color 
suggest that there have been alterations over time. Overall, it suggests that the research 
focus is in a state of flux, adapting to the changing requirements and contexts. 

 



3. Results and Discussion 

Results 

3.1 Tren Global dan Evolusi Kepemimpinan AI 

The incorporation of artificial intelligence in educational settings is bringing about 
significant changes in leadership approaches. AI is being incorporated into curricula 
and evaluation processes in tertiary education [1]. The movement towards leadership 
based on data requires a thoughtful and adaptable mindset [3]. Human-centered values 
continue to play a crucial role in addressing challenges posed by digital innovations [4]. 
In rural areas, the success of adaptable leadership in embracing technology has been 
clearly demonstrated [22]. Ethical dilemmas arise from the need to manage algorithms 
and the conflict between human oversight and automated decision-making [13], [23]. 
The effectiveness of executing these changes largely depends on the emotional 
preparedness of teachers [16]. 

 

Figure 5. Density Visualization Map 

Based on Figure 5, the density map shows the dominance of the artificial 
intelligence theme in the literature, followed by leadership and higher education. The 
color yellow represents the highest intensity of AI topic emergence within the time 
frame of 2020 to 2025. 

 

3.2 Capabilities and Competencies of AI-Based Educational Leaders 

Recent research points to the increasing importance of developing strong leadership 
qualities as artificial intelligence begins to shape how education evolves. Leaders who 
understand the process of digital transformation are better able to guide teachers in 
adopting and using AI related technologies effectively [5]. Effective leadership in this 
area requires a mix of technical expertise, adaptability, and the capacity to inspire 



change, qualities that help leaders respond to the demands of the digital age [8]. In 
addition, several core competencies such as technological literacy, ethical awareness, 
and sensitivity to human values form the moral and intellectual basis for nurturing 
visionary educational leaders [9]. Leaders who are confident in using digital tools often 
drive innovation by fostering teamwork and creative thinking within their institutions 
[6]. A mindset built on empathy and social understanding further supports leadership 
success in an era of rapid technological progress [24]. Evidence also suggests that 
training in digital leadership can significantly strengthen institutional effectiveness 
[25]. In Indonesia, the growing emphasis on improving teachers’ digital competence 
highlights the importance of well-designed professional learning and collective growth 
through collaboration [14], [26]. Pre-service teachers see AI as a helpful and efficient 
tool, yet they remain cautious about relying on it too much or using it in unethical ways. 
Hence, teacher education should include both practical skills and ethical reflection to 
build responsible and well-balanced AI literacy among future educators [27]. 

 

3.3. AI Governance and Policy 

Recent studies show that using artificial intelligence in education is still a 
complicated process. Many schools and universities are unsure how to translate existing 
policies into actions that are fair and workable. Although several frameworks have tried 
to link teaching practice, management, and technology, real implementation tends to 
move slowly and inconsistently [2], [28]. Within classroom settings, differences often 
emerge between how lecturers and students perceive the role of generative AI in 
coursework. Many educators see it as a helpful extension of learning, whereas students 
sometimes question its proper use and ethical boundaries. These contrasting views 
reveal the need for clearer guidelines, fair rubrics, and mutual understanding so that 
institutional policies align with daily teaching practices [29]. In many cases, policy 
efforts focus more on improving administration than on changing how learning actually 
happens in classrooms [30]. For AI to bring real benefit, leaders need to make careful 
use of data while ensuring that every learner has equal access and opportunity [31]. 
Concerns about data privacy and security still make many educators hesitant to use new 
digital systems [10]. The effectiveness of AI adoption finally depends on teachers’ trust 
and the presence of supportive policies [32]. Without strong ethical standards and clear 
regulation, it will be difficult to ensure that AI contributes to education in a fair and 
responsible way [18], [33].  

3.4 Ethics and Responsible Leadership 

Ethical awareness has become a central concern in educational leadership as 
artificial intelligence grows more influential. Many scholars stress that leaders need a 
strong moral compass to guide decisions involving technology and to ensure fairness 
in how algorithms are applied [11]. Without clear ethical principles, the use of AI can 
deepen social inequality and reduce the sense of justice in education [12]. While AI 
improves communication speed and efficiency, it also risks weakening empathy and 



genuine human connection among educators and learners [34]. When guided by ethical 
understanding, technology can instead reinforce trust and responsibility in leadership 
[35]. In higher education, tensions between academic integrity policies and 
technological realities remain visible, demanding renewed attention to honesty and 
fairness in assessment practices [18], [19] [36]. Ultimately, consistent moral reflection 
and self-awareness among leaders form the core of responsible and sustainable digital 
leadership in the age of AI [9] 

3.5 Human Resource Readiness and Organizational 
Transformation Various studies emphasize the importance of human resource 

readiness as a key foundation for supporting AI-based educational transformation. 
Training, digital literacy, and organizational culture adaptation are strategic 
components in this process. Significant challenges still exist in Indonesia, particularly 
regarding the digital divide among teachers and the limited technical training for higher 
education staff [37] [10], [14]. Students' low digital literacy regarding technological 
innovation raises doubts about their readiness to face an AI-based learning ecosystem 
[15]. Faculty resistance to the use of AI is often rooted in a lack of systematic technical 
training and support [16]. University instructors show a wide range of responses when 
it comes to using AI in their teaching. Some approach it with curiosity and confidence, 
experimenting with new ideas, while others remain more restrained, weighing the risks 
and benefits carefully. These differences point to the need for professional learning that 
respects individual confidence levels and teaching philosophies [38].Organizational 
culture factors that do not yet support digital change also pose a significant obstacle, as 
reflected in studies at Moroccan educational institutions [39],  Continuous training has 
been proven to contribute to strengthening organizational transformation toward a 
technology-adaptive learning system [25]. Digital leadership consistently shapes an 
innovative culture in educational settings [6]. Collaboration among educators increased 
under leadership that integrated AI into professional practice [3]. The use of AI by 
students, including applications like ChatGPT, underscores the need for a clear ethical 
framework to ensure technology is used in line with principles of academic integrity 
[40].  

3.6 The Future of AI-Based Educational Leadership 

The future of educational leadership will depend on how well technology can walk 
hand in hand with moral understanding. Leaders of the next generation are expected 
not only to master digital tools but also to make thoughtful and ethical decisions in 
every innovation they adopt [20]. True digital transformation must be rooted in 
collaboration and a strong sense of social justice [4]. While technology can automate 
many tasks, empathy will always remain a uniquely human strength that no machine 
can imitate [35]. Educational leaders must learn to read the signs of change, guide 
shared values, and respond wisely to technological disruptions [8], [11]. Continuous 
moral reflection helps keep the relationship between humans and AI grounded in 
responsibility and care [13]. With foresight and readiness, institutions can face the 



challenges of artificial intelligence while ensuring that technology continues to serve 
education, not define it [7]. 

4. Discussion 

An examination of the included studies reveals that educational leadership in the 
era of artificial intelligence is influenced by several emerging trends. Firstly, 
educational leadership is progressively adopting data-driven governance, wherein AI-
powered analytics facilitate strategic planning, oversight, and decision-making 
activities. Secondly, the literature consistently highlights AI and digital literacy as 
fundamental leadership competencies, indicating that leaders are anticipated to possess 
an understanding of AI tools, interpret data outputs, and steer institutional adaptation. 
Third, recent research emphasizes an increasing emphasis on human-centric and 
responsible AI leadership, where ethical governance, transparency, and fairness serve 
as essential principles for the integration of AI. These trends collectively corroborate 
that AI is not merely an instructional technology, but a transformational force 
influencing how educational leadership is conceptualized and practiced. Yet, several 
researchers caution that an excessive focus on efficiency may weaken essential human 
values, social justice, and the independence of educational institutions [12], [23]. The 
leaders of the future will need to blend digital expertise with ethical commitment to 
ensure that technology serves educational progress in an equitable and sustainable way. 

Despite these encouraging developments, the review also identifies significant 
challenges that could impede the successful incorporation of AI in educational 
leadership. One of the most significant concerns involves ethical risks, such as 
algorithmic bias, limited transparency of AI systems, and ambiguous accountability 
when AI recommendations impact educational decisions. Furthermore, data privacy 
and security continue to be significant concerns, as AI-driven systems necessitate 
extensive data acquisition that may compromise sensitive information pertaining to 
students and educators. The review also underscores organizational readiness 
challenges, including disparities in infrastructure, limited access to dependable digital 
systems, and inadequate technical support across numerous institutions. Moreover, a 
persistent capacity deficit remains apparent: leaders may implement AI tools without 
sufficient awareness of their limitations, thereby elevating the risk of over-dependence 
on automated outputs rather than enhancing professional judgment and contextual 
decision-making. The successful implementation of AI in educational settings heavily 
relies on leadership's capacity to cultivate an organizational culture that supports 
continuous and adaptive learning [5], [6], [9]. Several studies indicate that AI policies 
in various countries still focus on administrative efficiency, with limited attention given 
to integrating ethical values and social sustainability into their design and 
implementation [21], [28]. This condition reinforces the urgency of developing a 
comprehensive and value-oriented leadership approach, so that technology is not only 
operated technically, but also wisely to support the humanitarian vision and social 
responsibility of educational institutions. 



Looking forward, the findings indicate significant future implications for the 
advancement of educational leadership development, policy formulation, and research. 
Leaders will progressively necessitate a comprehensive skill set encompassing AI 
literacy, data stewardship, ethical deliberation, and adaptive change management, 
guaranteeing that AI serves to complement rather than supplant human judgment. At 
the institutional level, educational institutions and authorities should establish 
comprehensive AI governance frameworks that delineate transparency standards, 
accountability procedures, and measures to ensure equity and inclusivity. Practically, 
leadership development initiatives should integrate structured professional learning on 
AI-assisted decision-making, risk mitigation, and the ethical implementation of 
technology. Future research should extend beyond theoretical analysis by undertaking 
empirical studies across varied contexts, exploring the long-term impacts of AI 
integration on school culture and educational results, and creating reliable tools to 
assess AI leadership preparedness. Overall, this evaluation confirms that the future of 
AI-integrated leadership relies on harmonizing innovation with ethical accountability 
and human-centered educational principles. True leadership is not measured by 
technical mastery alone, but by the ability to uphold fairness, honesty, and public trust 
[11], [33], [35]. The readiness of human resources remains a major factor, especially in 
developing contexts where digital competence is still uneven [10], [14], [25]. In 
Indonesia and other Southeast Asian countries, the integration of AI in education 
depends greatly on the clarity of national policies and the strength of institutional 
leaders in managing change with ethical sensitivity. When leadership is guided by 
values as well as vision, technology can truly become a tool for inclusive and 
sustainable educational growth. 

At the heart of AI-based educational leadership lies an ethical dimension that ties 
all themes together and reminds us that digital change must remain accountable to 
people. Leadership in this era is judged not by technical mastery but by fairness, 
honesty, and the trust it earns from the community [11], [33], [35]. The strength of 
human resources is equally decisive, particularly in developing regions where digital 
competence still varies widely [10], [14], [25]. Across Indonesia and Southeast Asia, 
the success of AI integration depends on how clearly national policies are framed and 
how effectively institutional leaders steer change with ethical awareness. When moral 
reflection guides innovation, technology becomes a means to widen access, uphold 
integrity, and sustain inclusive educational growth. 

5. Conclusion 

This study highlights that effective educational leadership in the era of artificial 
intelligence depends on finding a balance between technological capability and human 
wisdom. Leaders are expected not only to understand digital tools but also to respond 
to technological change with ethical awareness and empathy. The findings show a 
growing movement toward evidence-based and adaptable leadership that values 
fairness and social responsibility. The future of leadership will rely on the ability to 



combine data-informed decisions with moral reflection and human sensitivity. 
Ultimately, true digital leadership unites technical skill with integrity, creating an 
educational environment that is fair, inclusive, and sustainable. 

This systematic analysis shows that educational leadership in the age of artificial 
intelligence is increasingly defined by three interconnected components: emerging 
trends, substantial problems, and future consequences. The current trends include data-
driven governance, the growing importance of AI and digital literacy for leaders, and a 
greater emphasis on responsible and human-centered leadership. Nonetheless, the study 
reveals persisting issues such as algorithmic bias, insufficient transparency, data 
privacy concerns, uneven levels of institutional readiness, and capability gaps among 
leadership and individuals. As a result, future leadership development and policy should 
prioritize AI literacy, ethical governance, and inclusive implementation strategies to 
ensure that AI improves educational quality while promoting equity. Future research 
should prioritize empirical studies in a range of educational settings, investigate the 
long-term implications on corporate culture and performance, and develop strong 
frameworks for assessing AI-leadership preparation. 
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Abstract. The era of technological disruption is fundamentally transforming 
educational leadership practices. This study examines the evolution of the 
principal's role from an administrative manager to a strategic leader who 
integrates artificial intelligence and data analysis into the decision-making 
process. Through a systematic review of 37 scientific publications from 2020-
2025, this research successfully mapped four domains of digital leadership 
competency: (1) adapting AI systems in school management, (2) implementing a 
data-driven decision-making culture, (3) developing a collaborative-innovative 
leadership model, and (4) integrating digital ethics and sustainability principles. 
The research findings recommend the Smart School Leadership model as a 
conceptual framework that synergistically integrates technological, analytical, 
and humanistic competencies. This study not only updates the discourse on 
educational leadership in Indonesia but also proposes the AI-Augmented 
Leadership paradigm, which is responsive to the challenges of 21st-century 
education. 

Keywords: School Leadership, Artificial Intelligence, Data Analytics, Decision-
Making, Smart Education. 

 

1. Introduction 

The global acceleration of digital transformation in education has positioned 

school principals as change agents rather than administrative managers. International 

policy frameworks and empirical research continuously underline that effective digital 

transformation depends not only on technological infrastructure but also on leadership 

capability, notably principals' digital literacy and data.-the ability to make educated 

decisions. Transformations in data analysis technology and artificial intelligence have 
changed the structure of educational institutions worldwide. Research conducted by [1], 
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[2] indicates that AI supports school principals in performing managerial tasks, ranging 
from learning evaluation to predicting student learning outcomes. AI-driven leadership 
not only improves efficiency but also enhances accuracy in strategic decision-making, 
as revealed by [3] and [4]. In recent decades, data-driven methods have become 
increasingly dominant in policy-making in schools. Research by [5], [6], and [7] 
emphasizes the importance of a data-driven culture as a key factor for students' 
academic success. The shift from intuition-based leadership to an evidence-based 
approach, as noted by [8] and [9], marks the beginning of a more analytical and rational-
driven era of educational leadership. 

The globalization of digital technology and artificial intelligence (AI) in 

educational leadership is increasing. The free learning policy in Indonesia requires 

school leaders to have the ability to implement flexible and data-driven learning 

approaches. However, various obstacles continue to hinder its implementation. This 

condition includes infrastructure limitations, access gaps, and low levels of digital 

literacy among educators [10], [11]. Digital literacy at the higher education level is 

typically limited to basic skills, and understanding of new technologies like AI and data 

analytics is still low. This condition indicates that digital barriers are systemic and can 

affect the ability of educational institution leaders to respond to policy changes [12]. 

Therefore, we need a leadership model that is not only administrative but also 

strategically utilizes technology to support sustainable learning transformation. 

In the Indonesian context, this challenge becomes more pronounced under the 
Merdeka Belajar policy, which grants schools greater curricular autonomy while 
simultaneously demanding adaptive, reflective, and innovation-oriented leadership. 
The policy expects schools to implement learner-centered pedagogy, formative 
assessment, and contextualized curriculum design—yet these expectations require 
principals who can interpret evidence, coach teachers, and organize school-level 
learning improvement cycles. The Merdeka Belajar policy in Indonesia requires school 
principals to act as learning leaders and innovators in digital transformation. The study's 
findings reveal significant limitations in digital literacy and low utilization of data-
driven culture among the majority of school principals. The direct influence of digital 
leadership on the integration of Information and Communication Technology (ICT) by 
teachers was confirmed in [13] research, while the effectiveness of the transformational 
approach in improving educators' digital literacy was also successfully identified by 
[14]. The discourse on this is expanded with a focus on the ethical and digital 
sustainability challenges highlighted by [15] and [16]. The key aspect emphasized is 
the principal's understanding of the social and moral dimensions of using artificial 
intelligence. This understanding becomes a vital foundation for ensuring that the digital 
transformation process remains grounded in human principles within the education 
ecosystem. 

More specifically, a principal’s limited digital literacy can hinder Merdeka Belajar 
implementation in at least three practical ways: (1) weak use of student learning data 
for instructional supervision and follow-up coaching; (2) limited capacity to facilitate 
teacher collaboration through digital platforms (e.g., lesson study, peer feedback, 
shared resources); and (3) reduced ability to evaluate and align digital learning 
initiatives with school goals, making innovation fragmented or symbolic rather than 
substantive.Recent literature indicates a significant acceleration in the development of 
research on digital leadership [17], [18], [19]. The main focus of these studies is still 



 

 

centered on the utilization of technology in managerial and pedagogical practices. 
Studies exploring the strategic integration of artificial intelligence (AI) and data 
analytics in the context of school leadership have not received comparable attention. 
Meanwhile, research on the application of AI in education [20], [21], [22] more often 
highlights its functions in adaptive learning, automated assessment, and teacher 
competency development. The role of the school principal as the main actor in AI and 
data-driven decision-making is still not widely discussed in the existing research 
landscape. 

As a result, Merdeka Belajar risks being implemented procedurally rather than 
meaningfully. This gap underscores the urgency of developing a Smart School 
Leadership model that integrates digital competence, AI-supported reflection, and 
ethical leadership practices to strengthen decision-making, teacher support, and 
sustainable school innovation. The novelty of this study lies in the creation of the Smart 
School Leadership conceptual model, which is a leadership framework in schools that 
addresses the times thru the integration of artificial intelligence, data analysis, and 
ethical principles into a single system capable of adapting and sustaining itself. Unlike 
previous methods that often separated technology from the value aspects of leadership, 
this model views the principal as an individual who is not only proficient in digital 
technology but also ethically sensitive and capable of reflecting on the use of 
technology to support evidence-based decision-making. This approach provides a new 
perspective that is more comprehensive and aligned with the dynamics and 
complexities of the current educational landscape. 

This study concludes that intelligent school leadership is a vital facilitator of 
substantive digital transformation and the successful implementation of Merdeka 
Belajar. Principals possessing robust digital and data literacy skills are able to 
strategically oversee school autonomy, promote cohesive innovation, and uphold the 
quality of learning. Conversely, limited leadership capacity jeopardizes equitable 
educational outcomes, hampers the coherence of digital initiatives, and leads to 
perfunctory technology integration, thereby ultimately undermining the objectives of 
educational reform and long-term school development. 

According to research on educational decision-support systems, digital tools can 
help leaders make better decisions by breaking down complicated educational criteria 
into clear, logical order. Structured analytical systems help institutional leaders choose 
between strategic options. The MOORA method is one example of how they are used 
in curriculum review. But these ways of thinking mostly see digital systems as tools for 
technical work. There is still room for more research into AI as a thinking partner in 
thoughtful and adaptable school leadership [23] 

In contrast, the emerging idea of AI-augmented leadership views AI not merely as 
a tool, but as a cognitive partner in school leadership. Used thoughtfully, AI can support 
principals in making sense of complex learning data, spotting patterns that are easily 
overlooked, and exploring alternative interpretations. It may also prompt reflective 



 

 

thinking, helping leaders question assumptions and reduce blind spots that often shape 
everyday judgments and strategic decisions. 

This shift reframes school leadership beyond managing technology toward a form 
of epistemic and ethical stewardship. Principals are required to interpret AI-supported 
insights with sensitivity to context, while actively governing risks related to data 
privacy, algorithmic bias, and excessive reliance on automated systems. In this sense, 
smart school leadership demands an integrated set of capacities that includes digital 
competence, data literacy, reflective professionalism, and a strong sense of ethical 
responsibility in everyday decision-making. 

2. Research Methods 

The study used a qualitative synthesis method based on [24] six-phase structure 

and thematic analysis. Learning about the literature corpus, making initial codes, 

looking for possible themes, reviewing themes by constantly comparing them, defining 

and naming themes, and writing the report through an analytical story were the steps 

that were taken for the synthesis.Iterative coding was done on a group of 134 peer-

reviewed pieces, and codes were grouped together based on how similar they were in 

terms of ideas. Themes were kept when they showed up in more than one study and 

helped explain how leaders should act in the digital change, which led to four main 

themes. 

After the selection process, 37 articles published between 2020 and 2025 met the 
inclusion criteria, which were discussing school leadership in the context of digital 
transformation, the integration of AI or data analytics into leadership practices, and the 
availability of complete documents. The analysis was conducted using a thematic 
approach, resulting in four main themes: AI-based leadership, data-driven decision-
making, collaborative leadership in digital networks, and ethical and sustainability 
aspects. Each article is thoroughly reviewed to ensure the accuracy of the information 
and avoid potential errors in interpretation and citation. 

 

Figure 1. VOSviewer-based bibliometric mapping of keywords in smart school leadership 
studies 



 

 

The validity of the findings is strengthened thru bibliometric analysis using VOSviewer 
to map the relationships between keywords in the analyzed literature collection. The 
bibliometric visualization (Figure 1) shows the main flow moving from school 
leadership toward educational policy, desegregation, and achievement growth. Between 
these two poles, important nodes emerge such as data use and data-based decision-
making, which are directly connected to school improvement and collaborative 
leadership. The strategic location of school improvement and collaborative leadership 
highlights their central role as a bridge between the data-driven leadership cluster and 
the education policy cluster. This finding confirms that school quality improvement is 
not merely the result of a technocratic approach, but rather the fruit of integrating data-
driven decision-making with collaborative leadership practices. This 
interconnectedness map reinforces the conclusion that smart school leadership relies on 
collaboration, data analytics, and a clear policy direction. 

3. Results and Discussion 

Results 

The results show that teachers often feel psychological pressure when new 
technologies are adopted quickly. This stress isn't just from having to learn new tools; 
it's also from feeling watched, having more work to do with both traditional and digital 
systems, and being afraid that mistakes will be saved forever. Several teachers said they 
were tired, didn't believe in their own abilities, and avoided using digital platforms. 
These were all signs of technostress. Smart school leadership lowers these stresses by 
making gradual adoption common, setting up ways for peers to help each other, 
separating the use of formative data from punitive review, and making sure that 
everyone knows why and how data are used.The study also shows that principals are 
changing their work identities, moving from being administrative managers to digital 
leaders. This change can be seen in the way people act: principals show that they are 
always learning by training with their staff, start conversations in meetings that are 
based on data, use evidence to decide which actions to focus on, and share new ideas. 

The analysis conducted on 37 articles yielded four key themes that form the 
conceptual basis of Smart School Leadership. The first theme emphasizes the use of 
artificial intelligence in leadership practices in schools. Several studies, including the 
work of [1], [25], [3], [4], [2], [20], [26], and [22], demonstrate how school principals 
integrate AI to strengthen strategic functions. The use of this technology includes 
analyzing student learning achievement, monitoring teacher performance, predicting 
learning outcomes, and automating administrative tasks. This discovery shows that 
artificial intelligence is not just a future possibility, but has become an essential element 
in school leadership practices that are constantly moving toward digitalization. 

The second theme emphasizes data-driven decision-making as an essential 
element of school leadership today. Various studies such as [5], [6], [7], [8], [9], [27], 
[28], [29], [30], and [31] indicate that school principals are increasingly relying on data 



 

 

to identify learning problems, assess school performance, and develop strategies to 
improve quality. Data utilization is considered a tool for logical and measurable 
decision-making. However, there are some studies that indicate shortcomings in the 
ability to interpret data and low organizational culture readiness in schools. This 
constraint means that data usage has not yet had a significant impact on changing 
practices in the field. 

The third theme emphasizes the importance of collaboration and distributed 
leadership in supporting the digital transformation of schools. Several studies, such as 
[32], [33], [34], [35], [36], [37], and [18], indicate that the effectiveness of digital 
innovation depends on the school's ability to build collaborative networks, both 
internally among staff and externally with other stakeholders. Active teacher 
participation in the change process is seen as an important prerequisite for successful 
transformation. This finding confirms that digitalization is not merely about technology 
adoption, but reflects the social dynamics of organizations that demand a participatory 
and inclusive leadership approach. 

The fourth theme discusses the ethics and mental stress that arise with the 
development of digital-oriented school leadership. Research conducted by [38], [16], 
[39], and [40] identified several negative effects of the digitalization process, such as 
unequal access to technology, potential bias in systems, and increased stress among 
teachers. [31] and [30] also emphasize the potential risks when data-driven decisions 
do not consider the social and cultural context present in schools. This situation places 
the principal in a crucial position to ensure that technology use remains aligned with 
moral principles and supports the sustainability of educational practices. Sensitivity to 
ethics is becoming a crucial element in leadership in the digital age, especially when 
decisions made directly impact the well-being of the school community. 

Bibliometric analysis using VOSviewer reinforces the findings obtained 
through the SLR. Keyword mapping produced three main clusters that align with the 
broad themes of this study: school leadership in the context of digital innovation and 
the pandemic, the use of artificial intelligence and data in decision-making, and 
education policies focused on equity and improving learning outcomes. These three 
clusters indicate the direction of global research, which increasingly emphasizes the 
importance of technology integration, careful data usage, collaborative work, and 
attention to ethical dimensions in leadership practices within school environments. 

 

Discussion 

This discussion summarizes the results of an analysis of 37 articles, providing 
a comprehensive understanding of the concept of Smart School Leadership. The 
literature synthesis indicates that school leadership in the digital age cannot be 
understood in isolation. The four interconnected core issues that form a cohesive whole 
are: the use of artificial intelligence, data-driven decision-making, network 



 

 

collaboration, and a focus on ethical values and sustainability. The relationship between 
these issues reflects the complexity of the current school principal's role. Facing various 
challenges requires a balanced combination of technological capabilities, social 
sensitivity, and moral maturity, which is reflected in daily leadership practices. 

The first theme, AI-enhanced leadership, highlights the transformation of 
artificial intelligence from a technical aid into a cognitive partner in school leadership. 
The use of AI needs to be integrated with human values so that its implementation is 
not only efficient, but also ethical [1], [2]. The research findings indicate that school 
principals who actively facilitate the use of AI actively encourage teachers' readiness to 
adopt it in teaching and administration [22], [25], [26]. A balanced collaboration 
between leaders and technology can improve the quality of administrative decision-
making [3]. AI support also strengthens leaders' ability to analyze data and map learning 
patterns [4], [20]. Psychological pressure is at risk of emerging when the technology 
adoption process is not accompanied by supportive leadership [38]. The relationship 
between leadership styles and evolving educational goals also plays a critical role in 
digital transformation. Evidence from [41] shows that principals who adopt adaptive, 
learning-oriented, and flexible leadership styles tend to achieve greater success in 
guiding digital transformation initiatives. Such leadership behaviors allow school 
leaders to align instructional objectives, technology integration, and organizational 
change more effectively, making leadership adaptability a key driver in sustaining 
innovation and navigating systemic transformation 

The second theme, data-driven leadership, demonstrates the utilization of 
information as the primary basis for decision-making in the field of education. Efforts 
to improve quality become more focused when educational institutions create a culture 
of shared reflection thru data evaluation. Some studies have found that the presence of 
data does not always drive positive change. Errors in data interpretation can lead to 
incorrect decisions [27], [28] The proper utilization of data requires strong literacy 
among educators [29], [30]. Using performance data without sensitivity to the social 
context of the school actually opens the door to bias and inequality [31]. The Indonesian 
context shows that the role of the principal in fostering teachers' digital literacy is 
crucial for the effectiveness of data-driven leadership [13], [14]. 

The third theme, collaborative and distributed leadership, underscores the 
importance of building a strong collaborative leadership structure to support digital 
transformation in schools. Recent studies [32], [33] show that digital adaptation 
capacity significantly increases when schools actively facilitate open dialog and foster 
a dynamic learning community. Furthermore, the distributed leadership model [34], 
[35], [36], [37] effectively empowers teachers by providing them with autonomy and 
ample space to lead digital innovation initiatives, both within the context of classroom 
learning and the overall development of the school organization. A shift in focus is also 
evident, where the digitalization process is now not only focused on technology 
implementation, but more on enhancing human resource capabilities. In this situation, 
adopting an open innovation mindset [18] becomes crucial to ensure the school remains 



 

 

receptive to external ideas and avoids closed-mindedness, allowing change to proceed 
more efficiently by making teachers the center of change, not just policy implementers. 
Beside this collaborative aspect, [42] observed a profound phenomenon: digital 
transformation is also reshaping the professional identities of school leaders. The study 
showed that principals undergoing the digitalization process experienced a shift in how 
they viewed and carried out their leadership roles. Slowly but surely, the traditional 
identity as an administrative manager is transforming into a digital-oriented leadership 
identity. This identity reconstruction process proved crucial, as leaders who 
successfully developed a digital leadership identity demonstrated greater adaptability, 
openness to innovation, and a more mature capacity to systematically drive digital 
change. 

The fourth theme, digital ethics, policy, and sustainability, emphasizes that the 
application of technology in education always has value aspects. Using performance 
data as a reference in public policy can potentially worsen social injustice if it doesn't 
consider the overall context and background of schools [30], [31]. The role of 
empathetic leadership becomes crucial during times of crisis, especially when 
technology-related decisions directly impact the well-being of school members [39]. 
The direction of digitalization needs to align with global sustainability agendas such as 
the SDGs, not just focus on system efficiency [16]. The presence of technology doesn't 
necessarily bring positive impacts if leadership practices are authoritarian and close off 
space for academic dialog [40]. 

The challenges of school leadership in Indonesia do indeed stem from unique 
conditions. On one hand, the digital competency gap among teachers is the first real 
obstacle. On the other hand, the doubts of some educators about change are further 
slowing down this transition process. The push for the implementation of the Merdeka 
Belajar policy also requires school principals to be wiser and more flexible in making 
decisions [13], [14], [15], [16]. In this context, the role of school leaders clearly goes 
beyond mere technical proficiency. The essence of their task lies precisely in their 
ability to navigate complex bureaucracies, respond appropriately to the unique needs 
of each school, and optimize limited resources according to the context of each 
educational unit. 

Overall, the synthesis of these 37 articles reveals the concept of Smart School 
Leadership as a form of leadership that harmoniously integrates three dimensions of 
intelligence: technology, social, and moral. Although analytical capabilities are newly 
born thru the presence of AI and data analytics, the quality of educational 
transformation is actually more determined by the strength of collaboration and a solid 
ethical foundation. The relevance of this type of leadership model seems increasingly 
evident in the context of developing countries like Indonesia, especially as the process 
of educational digitalization is being systematically and massively promoted. 

 



 

 

4. Conclusion 

This study contends that principal certification and ongoing professional 

development in Indonesia require substantial enhancement for greater practical impact. 

A planned curriculum remains essential, although it must extend beyond just technical 

competencies. Initially, principals require the opportunity to address AI ethics, 

encompassing routine issues related to privacy, bias, and accountability. Secondly, data 

utilization ought to be conceptualized as reflective supervision, wherein learning 

analytics facilitate coaching rather than punitive measures. Third, the implementation 

of technology must be incremental to avert overload and technostress. Ultimately, 

school-based action projects enable principals to convert evidence into manageable, 

pragmatic improvement cycles tailored to their specific school environments. 

To augment practical impact, Indonesian policymakers should fortify principal 
certification and ongoing professional development via a more systematic however 
pragmatic curriculum. This may encompass considerations of AI ethics and 
governance, including prevalent concerns of privacy, bias, and accountability inside 
educational institutions. It should also emphasize data-driven reflective supervision, 
wherein learning analytics are utilized to facilitate coaching rather than exert control. 
Moreover, incremental strategies for technology adoption can mitigate technostress. 
Ultimately, school-based action projects enable principals to exhibit evidence-informed 
improvement cycles within actual school environments. 

The Smart School Leadership framework can be operationalized by Indonesian 

policymakers by incorporating it into national professional development and principal 

certification programs. The initial step can be taken by integrating core competencies, 

including AI adaptation, data-driven decision-making, innovative collaborative 

leadership, and digital ethics, into the current training curriculum. The implementation 

process can be executed in a staged manner, beginning with the enhancement of 

fundamental digital literacy and the cultivation of awareness regarding the significance 

of data. This is followed by the adoption of AI-supported leadership practices, and the 

process concludes with ethical governance that prioritizes human values. This policy 

alignment will facilitate a gradual and sustainable transition to digitally competent 

school leadership, while simultaneously maintaining the humanistic values that serve 

as the bedrock of Indonesian education. 

To facilitate effective policy execution, the integration of Smart School 

Leadership should use a progressive and systematic approach. In the inaugural year, 

primary certification programs may commence by integrating fundamental digital 

literacy and data-driven leadership as essential competencies. The subsequent year may 

entail increased applied training, emphasizing the practical applications of AI in 

educational decision-making and reflective supervision methodologies. In advanced 

phases, professional development may be augmented with modules on ethical 

governance, human-centered leadership, and portfolio-based evaluations grounded in 

authentic school difficulties. This timeline provides a pragmatic and contextually aware 

approach to synchronizing leadership competencies with current certification 

frameworks while ensuring that reforms are rooted in the values and capabilities of 

Indonesia's educational system. 
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Abstract. Student organizations play a strategic role in developing leadership and 

organizational management competencies among university students. However, the 

disruption era requires student leaders to demonstrate adaptive, collaborative, and 

performance-oriented leadership skills. This study examines the effectiveness of Student 

Management Skills Training (SMST) in enhancing leadership and managerial 

competencies of student organization leaders at Universitas Katolik Indonesia Santu 

Paulus Ruteng. A descriptive quantitative approach with a one-group pre-test–post-test 

design was employed, involving 97 student leaders from intra-campus organizations. Data 

were collected using a validated Likert-scale questionnaire with high reliability 

(Cronbach’s Alpha = 0.91). Data analysis included descriptive statistics, paired-sample t-

tests, and Cohen’s d effect size. The results indicate a significant improvement in 
leadership and managerial competencies, with mean scores increasing from 4.04 to 4.46 

(t(96) = 9.87, p < 0.001) and a large effect size (d = 0.97). The findings confirm that SMST 

is an effective training model and should be institutionalized with mentoring and long-term 

evaluation. 
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1 Introduction 

 

Student organizations at Universitas Katolik Indonesia Santu Paulus Ruteng function 

strategically as learning spaces for organizational management grounded in local values, 

culture, and spirituality, while simultaneously serving as platforms for developing student 

leadership. Student organization leaders face several practical challenges, including limited 

managerial experience, weak inter-organizational coordination, inconsistencies in program 

planning and reporting, and the need to align organizational operations with institutional 

policies and the achievement of higher education Key Performance Indicators. In the era of 

disruption, these challenges have become increasingly complex due to rapid technological 

advancement, highly dynamic student social environments, and growing demands for 

organizational performance and accountability. Effective leadership in educational contexts has 

been shown to enhance organizational performance, improve decision-making quality, and 

strengthen adaptive capacity in response to organizational change [1]. Therefore, student 
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leadership development should not only focus on the acquisition of technical skills but also 

incorporate local wisdom (e.g., deliberative culture , prayer and reflective sessions) as ethical 

and cultural foundation for organizational management [2]. Furthermore, student leadership 

development needs to be designed in a systematic, contextual, and needs-based manner values 

in order to effectively address institutional challenges and the dynamic nature of student 

organizations [1] . 

 

Student Management Skills Training (SMST) is one of the most widely implemented capacity-

building strategies for university students in Indonesia. SMST is designed to strengthen both 

conceptual and practical organizational management skills through structured learning, 

simulations, group work, and experiential activities. Such training has been proven to enhance 

leadership capacity, especially when theory and practice are integrated effectively [2]. 

Experience-based leadership training has also been shown to improve communication, 

coordination, and students’ ability to respond to organizational dynamics [3]. 

 

Recent studies demonstrate that experiential learning–based leadership programs significantly 

improve students’ collaboration, communication, and decision-making skills. For example, 

basic leadership training has been shown to increase students’ managerial competencies within 

campus organizational settings [4]. Civic education leadership programs have likewise 

strengthened students’ leadership value actualization in academic organizations [5]. Similar 

outcomes were found in interprofessional leadership training, where students demonstrated 

improved leadership and facilitation abilities after participating in collaborative intensive 

sessions [6]. These findings are further reinforced by broader empirical research showing that 

leadership training grounded in cognitive-process development enhances students’ ability to 
analyze problems, manage teams, and enact leadership behaviors effectively [7]. In studies 

across secondary and higher education contexts, student leaders also reported better readiness, 

confidence, and competence after participating in structured leadership programs [8], [9]. 

Additionally, higher education leadership practice reports highlight that well-designed student 

governance training strengthens organizational engagement and leadership enactment on 

campus [10]. Collectively, this body of evidence indicates that structured programs such as 

SMST have substantial potential to holistically enhance students’ leadership capacity across 
cognitive, interpersonal, and organizational domains. 

 

Although experiential and collaborative leadership training programs have been empirically 

shown to generate positive outcomes for participants’ personal and professional development, 
several studies caution that short-term interventions do not always contribute to sustained 

behavioral change, particularly in psychologically rooted competencies such as leadership self-

efficacy and identity formation. Prior research on leadership development indicates that while 

procedural and managerial skills, such as program planning, proposal writing, and 

organizational coordination can be developed through structured practice and simulation, deeper 

leadership dispositions require sustained intervention, meaningful leadership experiences, and 

reflective reinforcement over time [7],  [9],  [11].  Other studies on student leadership training 



similarly suggest that short-term programs tend to be more effective in improving observable 

managerial competencies than in transforming relatively stable psychological constructs closely 

associated with self-perception and leadership identity[8], [12]. This limitation underscores the 

importance of empirical evaluation of leadership training. Evaluation should not only assess 

whether leadership training produces immediate competency gains, but also identify which 

dimensions are most responsive to short-term interventions. Therefore, pre- and post-training 

assessments, as employed in this study, are essential to critically examine the practical scope 

and limitations of short-term student leadership training programs and to inform the design of 

complementary mentoring and long-term development strategies [1],  [4],  [10].  

 

However, most previous studies primarily highlight descriptive aspects of leadership training or 

general improvements in soft skills, without rigorously evaluating program effectiveness using 

pre-test and post-test designs. Several studies also emphasize the necessity of measurable 

leadership programs but lack valid and reliable instruments or do not specifically focus on 

student organizational contexts [13]. Additionally, only a few studies assess SMST in small-to-

medium universities, even though leadership development dynamics in these contexts often 

differ significantly in terms of resources, organizational culture, and coordination patterns. This 

gap indicates the need for empirical studies measuring changes in students’ leadership 
competencies before and after training. 

 

This study provides a new contribution by quantitatively measuring the effectiveness of SMST 

using a standardized instrument encompassing two major dimensions: leadership competence 

and managerial competence. The research involved 97 student organization leaders across 

program-level, faculty-level, and university-level bodies, offering a comprehensive empirical 

picture of student organizational capacity development. This data-driven approach has rarely 

been applied in SMST evaluations, particularly in universities with strong local and cultural 

characteristics, as highlighted in studies on leadership based on Manggarai and Flores local 

wisdom [14], [15].  

 

The purpose of this study is to analyze the effectiveness of SMST in improving the leadership 

and managerial competencies of student organization leaders. Specifically, this research 

measures pre-test and post-test training score differences, identifies the aspects with the highest 

improvement, and formulates strategic recommendations for future student organization 

development programs. The findings are expected to guide higher education institutions in 

designing more measurable, relevant, and performance-oriented student leadership training 

models. 

 

2. Research Method 

 

This study employed a descriptive quantitative approach using a one-group pre-test and post-

test design. This design was selected to measure changes in the leadership and managerial 



competencies of student organization leaders before and after participating in the Student 

Management Skills Training (SMST). By comparing the pre-test and post-test scores, the study 

objectively evaluates the effectiveness of the training based on measurable competency changes. 

The research was conducted during the SMST program for student organizations at Universitas 

Katolik Indonesia Santu Paulus Ruteng, held on October 3–5, 2025. The pre-test questionnaire 

was administered on the first day before training sessions began, while the pretest and post-test 

was completed on the third day prior to the closing mass. 

 

A total of 97 students participated in the study, consisting of executive members of Study 

Program Student Associations, Faculty Student Executive Boards, and the University Student 

Executive Board. A total sampling technique was used because all SMST participants 

represented the primary target group for leadership and managerial development within student 

organizations. 

 

The research instrument was a Likert-scale questionnaire ranging from 1 (strongly disagree) to 

5 (strongly agree), designed to measure two major dimensions: Leadership Competence and 

Managerial Competence. Leadership competence was assessed through indicators of 

communicating organizational vision and mission, motivating members, decision-making 

ability, leadership self-confidence, and cross-organization collaboration. Managerial 

competence was measured through indicators of program planning, proposal writing, financial 

management, reporting comprehension, and orientation toward national-level achievement. 

 

Content validity of the instrument was assessed through expert judgment by lecturers 

specializing in educational management and leadership. Reliability testing using Cronbach’s 
Alpha produced the following results: pre-test Alpha = 0.86, pre-test and post-test Alpha = 0.89, 

and Total Instrument Reliability = 0.91. These values indicate very high internal consistency, 

confirming that the instrument is reliable for evaluating the effectiveness of the SMST. 

 

Data were collected through Google Forms in two stages: the pre-test to measure initial 

competency levels before the training, and the pre-test and post-test to measure competency 

levels after completion of all SMST sessions. Participants filled out the questionnaire 

independently to ensure reflective honesty and objective self-evaluation. 

 

Data analysis was conducted through several steps. First, descriptive statistical analysis (mean, 

standard deviation, and percentage) was performed to describe the distribution and tendencies 

of pre-test and post-test scores across all competency indicators. Second, reliability testing 

(Cronbach’s Alpha) was conducted to confirm internal consistency, with the instrument 
demonstrating very high reliability (α = 0.91). Third, a paired-sample t-test was used to 

determine significant differences between pre-test and post-test scores; if normality assumptions 

were not met, the Wilcoxon signed-rank test served as an alternative. Fourth, effect size 

(Cohen’s d) was calculated to assess the strength of the training’s impact, with d > 0.8 
categorized as a large effect. Fifth, visual analysis through bar charts was provided to clearly 



illustrate changes in pre-test and post-test scores. These combined analyses were used to 

determine the empirical and measurable effectiveness of the SMST in enhancing leadership and 

managerial competencies among student organization leaders. 

 

3. Research Findings 

 

The results of this study present a comprehensive analysis consisting of four main components: 

(1) descriptive statistics of leadership and managerial competencies before and after the SMST 

training, (2) an effectiveness test using the paired-sample t-test to determine significant 

differences between pre-test and post-test training scores, (3) the calculation of effect size using 

Cohen’s d to measure the magnitude of SMST’s impact, and (4) visual representations 
illustrating changes in mean scores across all competency indicators. Together, these findings 

provide a robust empirical basis for assessing the effectiveness of SMST in enhancing student 

organizational leadership and management competencies. 

 

The analysis of the research data shows an increase in scores across all indicators of leadership 

and managerial competencies. The average pre-test score was 4.04, while the pre-test and post-

test score increased to 4.46, resulting in an overall improvement of 0.42 points. This indicates a 

positive change after participants completed the SMST, as presented in Table 1. 

 

Table 1. Mean Pretest and Posttest Scores for Each Competency Indicator 

No Competency Indicators Pre-test Post-test Improvement 

1 Communication of vision and mission 4.05 4.49 +0.44 

2 Motivating team members  3.89 4.46 +0.57 

3 Decision-making ability 4.03 4.43 +0.40 

4 Work program planning 3.99 4.46 +0.47 

5 Proposal development 3.92 4.39 +0.47 

6 Financial management 4.02 4.46 +0.44 

7 Understanding of reporting procedures 4.01 4.45 +0.44 

8 Leadership self-confidence 4.34 4.62 +0.28 

9 Inter-organizational collaboration 4.33 4.81 +0.48 

10 Motivation for national-level achievement 4.06 4.50 +0.44 

 

The main findings demonstrate that all indicators improved. The highest increase occurred in 

the aspect of motivating members, with a gain of +0.57. Meanwhile, the smallest increase was 

found in leadership self-confidence, with a gain of +0.28, which is reasonable given that the 

initial score for this indicator was already high. 

 

To determine whether there was a significant difference between the pre- and post-training 

scores, a paired-sample t-test was conducted. The results showed t = 9.87 with df = 96 and p < 

0.001. This indicates a highly significant difference between the pre- and post-test scores. SMST 

was proven to be effective in improving participants’ competencies. The magnitude of the 



SMST impact was calculated using Cohen’s d. The results showed that the mean difference = 
0.42, the standard deviation difference ≈ 0.43, and Cohen’s d = 0.97. This finding indicates that 
the value of d is close to 1.0, which represents a large effect.This means that SMST is not only 

statistically significant but also very strong in practical terms for improving students’ leadership 
and managerial competencies. 

 

The comparison between the pre-test and post-test means shows an increase in participants’ 
competency scores after completing SMST. Overall, the participants’ initial competency level 
was already high, with a mean score of 4.04. After the training, the mean increased to 4.46, 

reflecting an improvement of 0.42 points. This increase is clearly visible in the graph, where the 

post-test bars are higher than the pre-test bars across all competency indicators. Visually, the 

comparison between pre-test and post-test scores, as well as the magnitude of improvement for 

each indicator, can be seen in Figure 1. 

 

 
Fig. 1. Mean pre-test and post-test scores across competency indicators 

 

4. Discussion  

 

The increase in the total mean score from 4.04 to 4.46 (Δ = 0.42) indicates that SMST produced 
a positive and measurable impact on strengthening leadership and managerial competencies 

among student organization leaders. This pattern of improvement is consistent with previous 
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studies on the effectiveness of leadership training that integrates conceptual instruction with 

practical application. Foundational leadership programs implemented in various universities 

have been shown to improve managerial skills, organizational discipline, and students’ 
readiness to manage activities professionally [4], [13]. Moreover, practice-oriented training 

emphasizing interaction, simulation, and group dynamics has proven effective in enhancing 

communication skills, self-confidence, and collaborative leadership among students [3]. These 

findings affirm that the experiential learning approach embedded in SMST serves as a key 

mechanism enabling the competency gains observed in this study. 

  

The effectiveness of SMST in improving competency scores is also aligned with research on 

interprofessional and collaborative training programs. Such studies reveal that practice-based, 

reflective training coupled with collaborative tasks significantly enhances participants’ 
leadership capacity [6] . In the Indonesian educational context, leadership training that integrates 

direct practice and problem-solving has been shown to improve decision-making abilities and 

collaborative competence [5].  Accordingly, the consistent score improvements across all 

indicators, particularly in motivating members, planning organizational programs, and writing 

proposals, suggest that the blended methodology of theory, simulation, group discussion, and 

hands-on document preparation effectively accelerated the transfer of learning into real 

organizational skills. Thus, SMST represents a relevant and effective training model for 

strengthening student organizational capacity. 

 

The most significant increases in the indicators of motivating members (+0.57), planning 

organizational programs (+0.47), and proposal writing (+0.47) demonstrate that SMST was 

most effective in enhancing procedural and practice-based competencies. This pattern is in line 

with empirical evidence showing that student leadership training integrating simulations, 

workshops, and hands-on document development produces higher gains than training focused 

on abstract conceptual content  ([4],  [3]. Training that requires participants to produce tangible 

outputs such,  as work programs, proposals, or budget plans while receiving structured feedback 

has been shown to strengthen self-efficacy, leadership confidence, and the ability to mobilize 

team members [13],  [6]. Therefore, the improvements in these three indicators highlight the 

success of the experiential learning approach used in SMST in reinforcing core managerial skills 

essential for student organization governance. 

 

The substantial increase in cross-organization collaboration (+0.48) reflects the effectiveness of 

program alignment sessions and non-formal activities such as ice breaking, shared prayer 

services, and social bonding events in building social connections and group cohesion. This 

finding aligns with literature indicating that training grounded in socio-emotional and 

interactive engagement strengthens networking, solidarity, and coordination among participants  

([6], [3]. Reflective practices, such as shared prayer and contemplation sessions, also function 

as important spaces for value internalization, cultivating inclusive and collaborative leadership 

styles aligned with cultural and spiritual values of contemporary youth [16], [17]. Thus, the 

increase in this indicator underscores the significance of SMST’s holistic approach combining 



cognitive, social, and reflective components in enhancing collaborative leadership among 

student organization leaders. 

 

The improvements in financial management (+0.44) and reporting skills (+0.44) indicate that 

technical sessions on budget planning and accountability reporting provided substantial 

practical benefits to participants. These findings align with studies confirming that technical, 

short-term training can improve procedural knowledge and administrative skills, especially 

when delivered through structured hands-on practice [4], [2]. However, research also highlights 

that managerial competencies such as financial management and reporting require repeated 

practice, supervision, and ongoing mentoring in real organizational settings to remain stable and 

impactful  ([18], [1]. Therefore, while SMST proved effective as an initial driver of 

improvement, the sustainability of these competencies depends on consistent mentoring and 

follow-up training to ensure long-term organizational performance benefits. 

 

The relatively modest increase in leadership self-confidence (+0.28) can be reasonably 

explained. Participants’ baseline scores were already high, resulting in a ceiling effect. Beyond 
this factor, the finding also reflects the psychological characteristics of leadership self-efficacy, 

which tends to be more stable and resistant to change through short-term interventions. 

Leadership training literature indicates that psychological constructs such as leadership self-

efficacy develop gradually, as they are closely linked to self-perception, leadership identity, and 

repeated mastery experiences. Consequently, these constructs do not change rapidly. Leadership 

confidence requires the internalization of leadership roles and self-verification through authentic 

leadership situations [6]; [19]. This contrasts with procedural skills such as proposal writing or 

program planning—which can be acquired more quickly through structured practice and 

simulation 

 

Moreover, opportunities to practice leadership in real projects, confront authentic organizational 

challenges, receive continuous feedback, and engage in regular mentoring processes have been 

shown to produce more substantial improvements in participants’ leadership confidence [5]; [1]. 

Therefore, the limited gain observed in this dimension does not indicate a weakness in the SMST 

design; rather, it reflects the inherent limitations of short-term training in transforming deeply 

rooted psychological structures. Accordingly, a key strategic implication is the importance of 

strengthening follow-up programs through sustained training, project-based leadership 

assignments, and structured reflection. Such approaches are more likely to support stable and 

meaningful growth in leadership self-confidence over the medium and long term. 

 

The Cohen’s d effect size of 0.97 shows that SMST produced a very large and meaningful 
impact on participants’ leadership and managerial competencies. Statistically, values 
approaching or exceeding d = 0.8 are considered large, indicating that the observed changes are 

not only statistically significant but also strong in practical magnitude. This aligns with studies 

reporting that experiential, simulation-based, and practice-intensive leadership training 

produces substantial gains in leadership skills among students and educators [7]; [5]. Similar 



conclusions were identified in research on student governance training, where structured 

leadership modules significantly improved students’ ability to manage organizational tasks, 
solve problems, and coordinate team activities [10].  Likewise, mindfulness-based leadership 

interventions have demonstrated notable improvements in participants’ behavioral 
effectiveness, suggesting that structured and reflective practice can yield high-impact 

developmental outcomes [11]. Supporting evidence is also found in student leadership 

assessments, which highlight that well-designed leadership programs substantially increase 

students’ confidence, initiative, and capacity to perform leadership roles effectively [8]; [9]   . 

Collectively, these findings confirm that training programs blending theory, hands-on practice, 

and reflective learning consistently yield higher competency gains than lecture-based 

approaches alone, reinforcing the interpretation that SMST is a high-impact intervention. 

 

This strong effect size is further supported by SMST’s instructional design, which integrates 
technical skill-building, collaborative engagement, and value formation. Such approaches have 

been shown to deepen learning experiences and improve the transfer of knowledge into 

organizational practice [1]; [18]. Evidence from leadership development research indicates that 

structured, cognitively oriented leadership models enhance sense-making, decision pathways, 

and adaptive leadership behaviors, thereby strengthening the effectiveness of training 

interventions [7]. Likewise, studies on student leadership programs in secondary and higher 

education contexts show that combining technical workshops, teamwork-driven activities, and 

reflective components significantly improves learners’ leadership competence, initiative, and 

organizational readiness  ([8] . Activities such as program development workshops, proposal 

simulations, event management practice, and reflective exercises (e.g., group prayer and 

community-building activities) contribute to a more holistic formation of competencies, thereby 

producing a strong intervention effect. Furthermore, practice-based student leadership programs 

have been shown to “ignite” engagement and foster deeper internalization of leadership values, 
reinforcing the long-term developmental trajectory initiated during training [12]. Thus, the high 

Cohen’s d value reinforces not only the short-term effectiveness of SMST but also its potential 

long-term impact on the quality of student organization leadership. 

 

5. Conclusion 

 

The findings of this study demonstrate that SMST is effective in improving the leadership and 

managerial competencies of student organization leaders, as reflected in the increase in the total 

mean score from 4.04 to 4.46 and a Cohen’s d effect size of 0.97, indicating a large impact. 

Significant gains were observed in practical competencies such as motivating members, 

planning work programs, and preparing proposals, while more conceptual competencies, such 

as leadership confidence, also improved although to a lesser extent due to high initial scores. 

Overall, these results confirm that SMST is a relevant and effective training intervention for 

strengthening student organizational capacity within the university context. 

 



The study’s findings imply that SMST should be institutionalized as a structured and routine 
development program, given its proven positive effects on the quality of student organization 

leadership. Strengthening experiential learning components—such as proposal simulation, 

event management practice, inter-organizational collaboration activities, and value-based 

reflection—should be maintained, as these elements significantly contribute to competency 

improvement. To ensure the sustainability of the training outcomes, the university is 

recommended to implement a structured mentoring scheme for at least one full leadership term 

(6–12 months) following the training, with mentoring sessions scheduled every two to three 

months. In addition, long-term evaluation should be conducted through repeated assessments of 

leadership and managerial competencies at the midpoint and at the end of the leadership term, 

allowing continuous monitoring of participants’ developmental progress. Furthermore, the 

evaluation instrument used in this study can serve as a standardized monitoring tool to measure 

competency achievement over time and inform university policies related to student 

development and the attainment of key performance indicators.  

 

This study has several limitations, particularly due to the one-group pretest and posttest design 

without a control group, which prevents full attribution of the observed improvements solely to 

SMST, as external factors may also contribute. The assessment was conducted over a short 

period, thus not capturing the sustainability of competency development in actual organizational 

practice. Therefore, future research is recommended to employ a quasi-experimental design 

with control groups, conduct longitudinal evaluations throughout the term of student leadership, 

and incorporate qualitative data through interviews or observations to deepen understanding of 

how leadership and managerial competencies develop within student organizations. 
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Abstract. The development of a multimedia-based block center approach to receptive and 

expressive language learning for early childhood is an effort to improve children's 

language skills. Therefore, this study aims to analyze the needs of a multimedia-based 

block center approach to receptive and expressive language learning for children aged 5-6 

years. This research uses a Research and Development (R&D) approach at the Research 

and Information Collecting stage. Data collection methods were carried out through 

observation, interviews, and literature studies. Researchers observed Early Childhood 

Education (ECE) institutions and the learning process that occurred in these institutions, 

as well as interviewed principals and early childhood teachers. The collected data were 

analyzed using the Miles & Huberman analysis model to identify the needs of a receptive 

and expressive language learning model for early childhood. The results of this study are 

expected to provide information on the needs of an effective and enjoyable receptive and 

expressive language learning model for early childhood. Based on the results of the 

research using the Research and Development (R&D) approach at the research and 

information gathering stage, it shows that early childhood requires an interesting and 

interactive language learning model to improve their receptive and expressive language 

skills. A multimedia-based block center approach to language learning can be an 

alternative to improve the receptive and expressive language skills of early childhood. 

 

Keywords: learning model; receptive language; expressive language; block center; 

multimedia 

 

 

1 Introduction  
 

Language mastery in early childhood is an essential foundation for the overall developmental 

trajectory of a child's cognitive, social, and emotional aspects. The ability of early childhood (5-
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6 years old) to understand (receptive) and use or express (expressive) language effectively can 

facilitate children in social interaction and is a primary prerequisite for academic success in 

further education [1]. Children who have strong language competence tend to be more socially 

adaptable, demonstrate better problem-solving skills, and have a solid foundation for learning 

to read and write. Language capacity becomes a bridge for children to understand the world 

around them and express their ideas, feelings, and needs to others. Therefore, receptive and 

expressive language abilities are one of the important aspects of early childhood development 

[2];[3]. 

 

However, many early childhood still experience difficulties in receptive language 

(understanding language) and expressive language (expressing language) [3]. This occurs 

because early childhood struggle with Indonesian language. Early childhood often use their 

mother language, especially Manggarai language, to communicate with others. In addition, the 

development of language learning that has been done is less than optimal because teachers are 

less varied in using approaches, strategies, models, and learning media that are relevant to the 

characteristics of early childhood. Teachers have not integrated relevant media (multimedia) to 

develop receptive and expressive language skills of early childhood [4]. Thus, the process of 

learning receptive and expressive language of early childhood is less than optimal, monotonous, 

boring or less interesting, less fostering retention, and less exploratory. 

 

Therefore, the use of optimal and relevant approaches, strategies, media, and learning models 

to the development of early childhood is greatly needed to overcome the difficulties of early 

childhood in receptive and expressive language. Teachers need to stimulate the development of 

receptive and expressive language of early childhood with approaches, strategies, methods, and 

learning media that are relevant to the needs of children. In today's digital era, a learning 

approach that integrates multimedia (such as video, animation, and interactive sound) with a 

block center approach model—i.e., structured block play activities to stimulate creativity and 

cognition—can enhance the effectiveness of learning [5]. This learning model emphasizes play-

based learning. Early childhood build block structures while listening to multimedia narratives. 

With this, early childhood receive stimulation to understand and express language holistically. 

This approach is in line with the Indonesian Early Childhood Education (ECE) curriculum, 

which promotes center activities to optimize multiple intelligences, including linguistics. This 

is because ECE today is faced with the challenge of preparing a generation that is able to 

navigate the complexities of the 21st century [6]. Language ability for early childhood is no 

longer just a basic skill, but a core competence that supports critical thinking, creativity, and 

collaboration. 

 

The development of learning models in ECE that continues to evolve demands new learning 

models. Early childhood educators need to consistently develop and use the most effective 

approaches to stimulate various aspects of child development, including language. This is 

because conventional language learning models that rely on repetitive methods such as 

memorizing vocabulary or passively imitating speech are proven to be no longer sufficient to 



 

 

address these challenges [7]. Children need more dynamic, contextual learning experiences that 

can spark their intrinsic curiosity. Conventional learning models that tend to be teacher-centered 

are very structured and less accommodating to the active and kinesthetic nature of child learners. 

This causes a crucial gap between learning practices in the field and children's real needs to 

learn through exploration, play, and meaningful interactions in a stimulus-rich environment.  

 

Changes in the environment in which children grow and develop, especially exposure to digital 

technology from an early age, further emphasize the importance of developing this model. This 

also changes the way children interact with information and their surroundings. A relevant 

learning model must be able to utilize technology positively as a pedagogical tool, not just a 

source of distraction. If the education system cannot adapt to this reality, then there will be a 

gap between the way children learn in school and the way they experience the world outside of 

school, which can decrease motivation and learning effectiveness. The need for innovation also 

arises from a deeper understanding of child brain development. Neuroscience research shows 

that early childhood is a golden age where synaptic connections are formed at an extraordinary 

rate [8]; [9]. Rich learning experiences that involve various senses and occur in a positive social 

context are proven to optimize the development of brain circuits responsible for language 

function [10]. Therefore, learning models that rely solely on a single mode of information 

delivery (e.g., verbal only) lose the great potential to stimulate children's language development 

holistically. Ultimately, the need for new learning models aims to ensure equal opportunities for 

all children. Solid language skills in early childhood are a strong predictor of children's future 

academic and social success. Children who fall behind in language skills at this early stage are 

at risk of experiencing ongoing learning difficulties. The world of education has an ethical 

responsibility to develop innovative, effective, and accessible learning models for all, so as to 

close the achievement gap and provide the best foundation for every child to reach their 

maximum potential. [11]. 

 

Extensive literature review on language learning models for early childhood indicates several 

significant gaps that need to be addressed. There are several studies that tend to focus on 

developing one aspect of language separately, either receptive or expressive. Research 

examining the effectiveness of digital media, for example, often only measures improvements 

in vocabulary comprehension (receptive) without exploring its impact on children's ability to 

use the vocabulary in spontaneous conversations (expressive). This separation ignores the 

symbiotic nature of these two language domains, where good comprehension forms the basis 

for meaningful language production [12]; [13]. Another gap lies in the lack of integration 

between constructivist play-based learning approaches and the structured use of digital 

technology. On one hand, there is much research highlighting the benefits of play, such as block 

play, in developing social and cognitive skills. On the other hand, research on multimedia in 

ECE often positions technology as an isolated activity, for example, through individual use of 

tablet applications [14];[15]. Research that systematically develops and tests models integrating 

physical and social interaction in block play with pedagogically designed digital stimuli is still 

relatively rare.  



 

 

Furthermore, existing learning models are often generic and lack attention to specific contexts, 

such as precise age targets (5-6 years) and unique needs during the transition phase to formal 

education. Research focusing on developing comprehensive models for this specific age group 

is still limited, despite this period being crucial for sentence structure maturation and narrative 

skills [3]. Many interventions designed for early childhood have too broad an age range (e.g., 

3-6 years), whereas language development in 5-6 years old has unique characteristics that 

require more complex and targeted stimulation strategies.  

 

Lastly, research using complete Research and Development (R&D) methodology to produce 

models that are not only theoretically valid but also practical and applicable in the field is still 

very limited. Many studies are experimental with short-term interventions, without going 

through iterative development cycles, expert validation, and field trials as mandated by the R&D 

approach [16]. As a result, many models produced are difficult to be sustainably applied by 

educators due to lack of practical guidance and consideration of classroom realities, thus 

hindering their implementation. 

 

This gap will be addressed by developing a language learning model with a multimedia-based 

block center approach. The novelty of this proposed learning model lies in the innovative 

synthesis of two powerful pedagogical approaches that are rarely combined systematically, 

namely the block center approach and multimedia-based language learning. This model doesn't 

just place digital devices in the corner of the classroom, but integrates multimedia stimuli 

inherently into the block play activity flow. This integration creates a hybrid learning ecosystem, 

where the concrete sensorimotor experience of building blocks is enriched by dynamic and 

interactive digital content. 

 

Therefore, this article answers the research question about the urgency of developing a receptive 

and expressive language learning model for early childhood (5-6 years old) using a multimedia-

based block center approach. The results of the needs analysis in this research serve as the basis 

for developing a receptive and expressive language learning model for early childhood using a 

multimedia-based block center approach. An effective and enjoyable language learning model 

is essential for early childhood. The multimedia-based block center is one approach that can be 

used to develop the receptive and expressive language skills of early childhood. 

 

2 Method  

 

This research uses R&D methodology at the Research and Information Collecting stage [16]. 

This approach is chosen to bridge the gap between theoretical research and educational practice. 

R&D aims to iteratively design, develop, and evaluate a functional product or model that can 

solve real-world problems in the field. The needs analysis stage is the initial focus of the R&D 

cycle, which is the core of this research, namely an in-depth investigation to understand 



 

 

problems, identify gaps, and ensure the developed model meets the needs of early childhood 

and educators as target users. 

 

Research design  

This research uses the Research and Development (R&D) approach in the first step, namely 

Research and Information Collecting [16],[17]. At this stage, the researcher analyzes the needs 

of a language learning model for receptive and expressive language skills in early childhood. 

This means that this development research will continue to the next stages or steps. The 

complete research design is shown in Figure 1 below: 

 
Fig. 1. Stages of Research and Development of Early Childhood Language Learning Model. 

 
Participants 

The participants in this study were ECE principals and teachers, as well as early childhood in 

Langke Rembong District, Manggarai Regency, Flores, East Nusa Tenggara. The selection of 

participants in this study was conducted using systematic random sampling. 

 
Data Collection 

Research data were collected using literature studies, observations, and interviews. These three 

data collection techniques were used in the needs analysis stage to obtain a comprehensive 

overview of the existing model and the needs for a receptive and expressive language learning 

model for early childhood. The first technique was a literature study, conducting a systematic 

review of research journals, textbooks, and policy documents relevant to early childhood 

language learning, block centers, and multimedia use. The second technique was classroom 

observation with non-participant observation in several ECE classes to directly observe 

language learning in progress. The focus of the observation was on teacher-student and student-

student interactions, the use of media and teaching aids, the implementation of play centers 

(including block centers), and opportunities for language use that arose naturally. The 

observation provided rich contextual data on "what actually happens" in the classroom. The 



 

 

third technique was in-depth interviews conducted with educators (teachers and principals) to 

explore their perceptions, experiences, and needs. The interview questions were designed to 

explore the challenges they face, the strategies they use, their views on technology use, and their 

expectations of an ideal learning model. This research and information gathering were carried 

out in stages as shown in Figure 2 below: 

 
 

Fig. 2.  Steps in Preliminary Research. 
 

Data Analysis 

After the literature study data, observations, and interviews were collected, the next step 

was data analysis to identify the gap between the existing model and the needs of a language 

learning model for receptive and expressive language skills in early childhood. Qualitative data 

(interview transcripts and observation field notes) were analyzed using a thematic analysis 

approach as follows: (1) reading and familiarizing oneself with the data, (2) creating initial codes 

to mark interesting data segments, (3) searching for themes or patterns emerging from the codes, 

(4) reviewing and refining the themes, and (5) defining and naming the final themes. The 

collected interview and observation data were then processed qualitatively by adopting the 

Miles & Huberman analysis model with analysis steps [18], as shown in Figure 3 below: 

 

Drawing conclusions 

Processing data 

Collecting data 

Developing research instruments 

Formulating research questions 

Validating problems 

Formulating problems 

Identifying Problems 



 

 

 

Fig. 3. Qualitative Data Analysis Process by Miles and Huberman. 

 

3 Findings 

 
 Based on the results of research and initial data collection in the Research and 

Development (R&D) methodology through literature studies, interviews with kindergarten 

principals and teachers, observations of the learning process, and then analyzed qualitatively 

using the Miles & Huberman analysis model, researchers found that there were problems in the 

learning process to develop language skills in early childhood. Teachers are less varied in using 

learning models and media to develop language skills in early childhood. Researchers obtained 

data on learning models used in several ECE institutions from 64 early childhood teachers. The 

teachers used the same learning model during the learning process. There were 38 teachers 

(59%) who answered that the group learning model was used in the learning process of early 

childhood. This happens because this model is suitable for the abilities and conditions of ECE 

institutions in Manggarai. Eight teachers (13%) said that the area model was used in learning at 

school. Six teachers (9%) explained that the center model or a combination of several models 

was used in learning. Five teachers (8%) said that they did not use a specific model in the 

Data collection Data display 

Conclusion 

drawing/verification 
Data reduction 



 

 

learning process. One teacher (2%) said that the corner model was always used in the learning 

process. This data can be visualized as in Diagram 1 below: 

 

 
Diagram 1. Learning Models in ECE in Langke Rembong District 

 

 The data in this diagram illustrates that teachers who teach in ECE institutions use the 

same learning model and are less varied. The use of less varied learning models and media will 

affect the development of aspects of early childhood abilities, including their language skills. 

The learning process is less interactive, monotonous, and boring. Early childhood is less active 

or passive, has less retention and attention in the learning process because the learning process 

tends to be teacher-centered. Early childhood has a limited vocabulary, is less able to convey 

ideas, and has less developed ability to retell activities or play experiences that have been carried 

out. This means that early childhood experiences difficulties in understanding and expressing 

language. Early childhood aged 5-6 years, who are in the pre-operational thinking stage, need 

language stimulation through appropriate and relevant methods. Developing language skills for 

children aged 5-6 years is crucial because the stimulation provided at this stage will affect the 

child's abilities in the next developmental stage, including academic achievement. If early 

childhood experience language difficulties, it will negatively impact their subsequent education. 

As a result, a child will be unable to understand language and express themselves, such as 

difficulty communicating or understanding what teachers or peers convey, difficulty expressing 

thoughts, ideas, and desires verbally and non-verbally.  

 Language is an important instrument for humans to communicate messages, thoughts, 

information, desires, and feelings to others. Therefore, language stimulation needs to be done 

from an early age. Early childhood language skills, both receptive and expressive, influence the 

stimulation of other aspects of a child's development, including the ability to achieve academic 

learning competencies. A child with language difficulties feels inferior or afraid to interact with 

teachers and peers. This also causes early childhood to be unable to follow the learning process 

optimally. Teachers have used models, strategies, media, and learning materials in the learning 
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process to develop language skills in early childhood. However, teachers have not integrated 

various media (multimedia), learning materials, models, or other relevant learning strategies that 

suit the characteristics and developmental stages of early childhood. Therefore, teachers need 

models and strategies, learning media, and learning materials that are more interesting, retain 

attention, and motivate and stimulate the development of receptive and expressive language 

skills in early childhood. 

Based on the research data and preliminary study information collection, it can be 

concluded as follows: 

1 Teachers manage learning using group and classical models with a seating 

arrangement scheme of two students at one table, and have not used other learning 

models 

2 Teachers use learning media prepared by the ECE institution, such as ECE teaching 

materials, videos, student worksheets, picture paper, lego, blocks, plastisin, origami 

paper, crayons, puzzles, coloring paint, pencils, local natural materials (fruits), and 

other conventional media, and design media that suits the theme or learning topic. 

3 Teachers have not used integrated learning media (multimedia) in the learning 

process 

4 Learning still takes place with a teacher-centered strategy, making it tend to be 

monologue by reading from prepared teaching materials, monotonous, and boring 

for students 

5 Students are less able to receive and understand (receptive language) and less able 

to express language (expressive language) due to difficulties with Indonesian 

language 

6 Students lack motivation and interest in the learning process, as evident in their 

silent attitude, not answering teacher's questions, playing alone, and not 

participating actively 

7 The ECE institution does not yet have a competency map for developing language 

skills in early childhood 

Based on these findings, the researcher concludes that the learning model used so far is 

less than optimal for developing receptive and expressive language skills in early childhood. 

This reality presents an opportunity to develop a receptive and expressive language learning 

model with a multimedia-based block center approach. This is also supported by the 

commitment of teachers at the ECE institution to accept any effective and enjoyable learning 

innovations for early childhood. 

 

4 Discussion 
 

The results of this research and initial information gathering indicate that early childhood need 

an effective and enjoyable receptive and expressive language learning model. The multimedia-

based block center is one alternative language learning model that can be used to develop early 

childhood language skills. Receptive language refers to a child's ability to understand language 

that is heard or read [19]. For early childhood, this domain is primarily related to understanding 



 

 

spoken language. It is a complex cognitive process that involves several stages, from listening 

and distinguishing language sounds (phonemes), recognizing words, understanding word 

meaning (semantics), interpreting how words are combined in sentences to convey a message 

(syntax) [20]. The primary function of receptive language is to serve as the foundation for all 

learning processes. Before a child can speak, they must first understand the words spoken by 

people around them. This ability allows children to follow simple instructions like "Get the ball" 

to more complex ones like "Put the blue block on top of the yellow block". Language 

comprehension enables children to learn new concepts, from object names, colors, shapes, to 

abstract concepts like feelings and time. Understanding stories being read, for example, not only 

builds vocabulary but also stimulates imagination and narrative thinking skills [21]. 

 

In addition to its cognitive function, receptive language plays a crucial role in social and 

emotional development. Developmentally, receptive language skills typically develop faster 

than expressive language. A child may be able to point to a picture of a chicken when someone 

says the word "chicken" long before they can pronounce the word clearly. This gap between 

comprehension and production is a normal phenomenon in language acquisition. Therefore, 

stimulation rich in quality language input, through conversation, reading books, and singing, is 

vital for building the "mental dictionary" that will serve as the foundation for expressive 

language development later on [13].  

 

Meanwhile, expressive language is the ability to use language, whether through words, gestures, 

or writing, to convey thoughts, feelings, and needs [22]. It is the productive aspect of language, 

where a child actively organizes ideas, selects appropriate vocabulary from their mental lexicon, 

and structures them according to grammatical rules to create a message that can be understood 

by others [23]. In early childhood, expressive language is primarily manifested in spoken 

language, ranging from babbling, first words, two-word phrases, to increasingly complex 

sentences. The fundamental function of expressive language is as a tool for communication and 

social interaction. Through language, children can request something like "Want milk", refuse 

like "No", or ask questions like "What's that?", and share experiences like "I saw a cat". This 

ability allows children to negotiate, cooperate, and resolve conflicts with their peers. In the 

context of play, expressive language becomes a medium for creating an imaginary world, 

assigning roles, and structuring storylines, all of which contribute to the development of high-

level social and cognitive skills [24]. 

 

Theoretically, the development of this model makes a significant contribution to ECE literature 

by offering a new framework that integrates Vygotsky’s constructivist theory with Mayer’s 

multimedia learning design principles. Vygotsky’s theory of the Zone of Proximal Development 

(ZPD) and the role of social interaction in learning form the basis for using the block center as 

a collaborative arena [25];[26]. On the other hand, cognitive principles in multimedia learning 

(e.g., multimedia principle, contiguity principle) provide scientific guidance for designing 

effective digital interventions that do not overload children’s cognitive abilities [27]. This model 



 

 

bridges these two theoretical domains, demonstrating how social interaction and technological 

scaffolding can work synergistically. 

 

The development of this model also enriches the scientific discourse on embodied cognition in 

language learning. This theory posits that cognitive processes, including language, are deeply 

influenced by physical experiences and bodily interactions with the environment. By placing 

physical and spatial block-building activities at the core of language learning, this model 

provides empirical evidence on how motor actions and spatial perception can serve as a 

foundation for verbal concept development and expression [28]. This challenges the traditional 

view that often separates motor development from language development. 

 

From a practical standpoint, this model holds great significance. It offers a concrete solution for 

educators facing challenges in stimulating children's language effectively and engagingly. With 

structured guidance, educators can design learning sessions that are not only enjoyable but also 

pedagogically rich [29]. This model offers an alternative to teaching methods dominated by 

teacher-centered verbal instruction, shifting towards a child-centered approach where children 

actively construct their knowledge and skills. 

 

Furthermore, this model has practical implications for teacher professional development. 

Implementing this model requires teachers to act as skilled learning facilitators, able to observe, 

provide appropriate scaffolding, and integrate technology wisely. This encourages the 

improvement of teachers' pedagogical competence in the digital era. Additionally, for 

curriculum developers and policymakers, this model can inspire the design of richer, more 

interactive learning environments that meet the demands of the times, ultimately aiming to 

improve the overall quality of ECE. 

 

Therefore, the need for a language learning model with a multimedia-based block center 

approach aims to address the challenges of developing early childhood language skills in 

schools, such as conventional language learning models, lack of integration of interactive and 

enjoyable learning, limited media and relevant learning tools, and educators' need for effective 

learning model guidance. In terms of creativity and artistic development, the block center 

provides unlimited opportunities for symbolic expression. The structures children build are 

three-dimensional representations of their ideas and imaginations. A child can create a fantasy 

world, replicate real buildings, or make abstract designs. This process fosters divergent thinking 

and cognitive flexibility. Since the block center can influence many aspects of development 

simultaneously, it becomes a rich and natural context for language development, as language 

becomes the tool that connects all these experiences [28].  

 

The integration of multimedia in ECE has transformed from a mere innovation into a potentially 

powerful pedagogical component [30];[31]. Multimedia, in the context of education, refers to 

the use of various media to present information. Literally, "multi" means many, and "media" are 

communication tools [32];[33]. Therefore, multimedia is the integration of text, images, 



 

 

graphics, audio (sound, music, narration), animation, and video into a single digital platform 

that is often interactive [34], [35]. For early childhood, effective multimedia is designed to 

capture attention, facilitate understanding, and encourage active participation, rather than 

passive consumption [27]. Therefore, it's essential to distinguish between multimedia that has 

pedagogical quality and those that are merely entertaining. Effective multimedia for early 

childhood should have clear learning objectives, an intuitive interface, be free from ads and 

distracting elements, and encourage critical thinking and creativity, rather than just quick and 

repetitive responses. The selection of the right type of multimedia should always be based on 

the learning objectives and the developmental characteristics of the target children [14]. 

Designing or selecting multimedia for early childhood aged 5-6 years requires a deep 

understanding of their cognitive development. Based on Richard Mayer's Cognitive Theory of 

Multimedia Learning [27], there are several principles that should be adapted for early 

childhood. The multimedia principle itself states that children learn better from words and 

pictures than from words alone. This is particularly relevant for early childhood who still heavily 

rely on visual cues to understand meaning [36]. Text should be minimized, while images, icons, 

and animations should be clear and support the audio narrative. Therefore, developed 

multimedia should meet the principles of coherence, personalization, meaningful interactivity, 

and content pacing. The pacing of content should also be controllable by the child, allowing 

them to progress at their own learning rhythm. Lastly, the feedback provided should be 

constructive and encouraging, focusing on effort rather than just right or wrong [15].  

 

Multimedia can be a powerful tool to enhance language learning effectiveness if designed and 

used wisely. Multimedia offers the ability to present information through various modes - visual, 

auditory, and kinesthetic - simultaneously, which can accommodate diverse learning styles and 

reinforce concept understanding [37];[4]. Technology should be viewed as a tool that enriches 

the learning environment and triggers better interaction, rather than replacing human interaction. 

Thus, multimedia can be an effective partner or tool in the learning process, enhancing the 

quality of interaction between children and materials, peers, and teachers. Multimedia 

contributes to increasing children's motivation and interest in learning, integrating visual, audio, 

and kinesthetic elements that strengthen their receptive abilities. The key to integrating media 

like this is ensuring that technology always serves to enhance and enrich physical and social 

interactions, not replace them [14];[38].  

 

This approach goes beyond using multimedia as a one-way instructional tool. In this model, 

multimedia serves as a narrative trigger, a source of visual information, and a scaffolding tool 

that sparks dialogue and collaboration among children. For example, a short video about bridge 

construction can be shown before a play session to stimulate ideas (receptive stimulation), and 

children are then encouraged to narrate the process of building a bridge replica using blocks 

(expressive stimulation). Ghofur and Nurhayati [24] demonstrate the effectiveness of story-

based media by applying it in the context of meaningful physical construction. Additionally, 

this model has a dual focus balanced on receptive and expressive language stimulation 

simultaneously within a coherent activity flow. Activities at the block center naturally encourage 



 

 

children to use language. Early childhood need to understand instructions (receptive), negotiate 

with peers (expressive), explain ideas (expressive), and listen to others' ideas (receptive). 

Multimedia integration is designed to strengthen both aspects. The audio-visual stimulus from 

multimedia enriches the language input received by children (receptive), while challenges or 

scenarios presented by multimedia encourage early childhood to produce more complex and 

structured language (expressive). Additionally, this model offers novelty in terms of structure 

and flexibility. It is not rigidly prescriptive, but rather provides a framework that can be adapted 

by educators according to the context and needs of the children. This framework includes clear 

stages, from orientation with multimedia stimulus, exploration and construction, to reflection 

and storytelling, while allowing space for teacher creativity and child spontaneity. Furthermore, 

this learning model addresses educators' need for structured yet non-restrictive guidance, an 

aspect often overlooked in learning model development.   

 

Therefore, the main recommendation emerging from this needs analysis is that the developed 

model should be play-centered. Language learning should be seamlessly embedded into 

engaging gameplay driven by children's interests [39]. The "fun" element shouldn't be 

considered an add-on, but rather a fundamental design principle to maximize engagement and 

learning outcomes [40]. In-depth literature review provides strong theoretical support for the 

integration of block centers and multimedia. Research consistently shows that block play is 

significantly and positively correlated with the development of spatial skills, problem-solving, 

and social skills [41]. The literature review for this research identifies block centers as a highly 

rich context for natural language development, as children spontaneously use language for 

various communicative purposes [42].  

 

The needs analysis conducted yielded several key points: First, there is an urgent need for a 

fundamentally play-centered learning model, where language learning is embedded in 

meaningful and intrinsically motivating activities. Second, the model should balance and 

integrate stimulation of both receptive and expressive language competencies, recognizing the 

symbiotic relationship between them. Third, there is a clear need from educators for practical, 

structured yet flexible guidance to help them translate child development theories into effective 

daily classroom practice. Fourth, the model should be contemporary, leveraging digital 

technology's potential wisely and pedagogically to enrich, not replace, rich human interactions. 

 

Thus, the developed model explicitly positions the multimedia-based block center as one of the 

learning models for receptive and expressive language skills of early childhood. The block 

center serves as a superior constructivist learning environment because early childhood can 

learn about physical and spatial concepts and engage in complex social interactions. Moreover, 

the novelty and strength of this model lie in the planned and purposeful integration of 

multimedia, not merely adding technology as a decoration. In this model, multimedia functions 

as a conceptual trigger that builds background knowledge and sparks curiosity in early 

childhood. Multimedia acts as a visual scaffold that makes abstract concepts concrete and easily 

understood by early childhood. Additionally, multimedia serves as a catalyst for imagination in 



 

 

early childhood, enriching symbolic play and eliciting more complex narratives. Multimedia 

synergistically strengthens and expands learning opportunities for early childhood in block play 

activities, creating a dynamic hybrid learning ecosystem. The preliminary study results found 

that conventional approaches in learning are less able to meet the learning needs of early 

childhood, which are active, social, and kinesthetic. The gap between ideal theory and practical 

field conditions, coupled with the evolution of the digital environment where early childhood 

grows, creates an urgency to develop a new learning model that is more relevant, effective, and 

engaging. Therefore, the framework of a learning model that synthesizes the strengths of the 

block center with the pedagogical potential of multimedia is designed to directly address the 

needs and gaps in the learning process of receptive and expressive language skills of early 

childhood (5-6 years old). 

 

5 Conclusion 

 
The results of research and data collection using the Research and Development (R&D) 

approach indicate that there are problems related to the receptive and expressive language skills 

of early childhood. This is because teachers tend to use less varied learning models and media 

to stimulate the language skills of early childhood. Therefore, early childhood needs effective 

and enjoyable receptive and expressive language learning models and media. The multimedia-

based block center can be an alternative language learning model that can be used to develop 

the language skills of early childhood. This is because this learning model positions children not 

only learning about physical and spatial concepts but also engaging in complex social 

interactions. The need to plan, negotiate, and explain the construction process naturally creates 

an authentic and rich context for language practice. The block center provides a "stage" for 

children as the main actors, and language is the "script" that children create together in play 

activities. Therefore, this research recommends developing a receptive and expressive language 

learning model for early childhood using a multimedia-based block center approach. 

 
Acknowledgments.  

The author presented the highest appreciation to the 5th ICEHHA Committee which has 

approved this article to be presented in “The 5th International Conference On Education, 

Humanities, Health and Agriculture (ICEHHA 5) 2025”. Furthermore, the author would like to 

express his appreciation to the Proceedings in EAI - EUDL Publisher for publishing the results 

of this research in the form of a scientific article. 

References 

[1] V. Arutiunian et al., “Expressive and Receptive Language in Russian Primary-School-Aged 

Children with Autism Spectrum Disorder,” Res. Dev. Disabil., vol. 117, no. July, p. 104042, 2021, 

doi: 10.1016/j.ridd.2021.104042. 

[2] R. W. Cheung, C. Hartley, and P. Monaghan, “Receptive and expressive language ability 
differentially support symbolic understanding over time: Picture comprehension in late talking 

and typically developing children,” J. Exp. Child Psychol., vol. 214, p. 105305, 2022, doi: 



 

 

10.1016/j.jecp.2021.105305. 

[3] S. M. Vehkavuori, M. Kämäräinen, and S. Stolt, “Early receptive and expressive lexicons and 
language and pre-literacy skills at 5;0 years – A longitudinal study,” Early Hum. Dev., vol. 156, 

2021, doi: 10.1016/j.earlhumdev.2021.105345. 

[4] S. T. Rahmat, S. Muslim, and S. Moch, “Multimedia-based Learning for Early Childhood 

Education,” Proc. 1st Int. Semin. Conf. Educ. Technol. 2022 (1st ISCET 2022) - Atl. Press 

Netherlands, pp. 97–110, 2023, doi: 10.2991/978-94-6463-236-1. 

[5] T. Vagg, J. Y. Balta, A. Bolger, and M. Lone, “Multimedia in Education : What do the Students 
Think ?,” Heal. Prof. Educ., vol. 6, no. 3, pp. 325–333, 2020, doi: 10.1016/j.hpe.2020.04.011. 

[6] D. Rosmala, A. Nurul Hidayati, and F. Abdullah, “Early Language Development of a Child with 
Expressive Language Disorder: A Parents’ Narration,” J-SHMIC  J. English Acad., vol. 8, no. 1, 

pp. 86–96, 2021, doi: 10.25299/jshmic.2021.vol8(1).6305. 

[7] E. Astuti, Wuri; Yafie, “A Systematic Literature Review On Language Development Strategies 
In Early Childhood Education : Effective Pedagogical Approaches,” Mimb. Pendidik.  J. Indones. 

untuk Kaji. Pendidik., vol. 10 (2), pp. 126–138, 2025, doi: 

https://doi.org/10.17509/mimbardik.v10i2.82960. 

[8] S. T. Lipscomb, B. Hatfield, E. Goka-dubose, H. Lewis, and P. A. Fisher, “Early Childhood 
Research Quarterly Impacts of Roots of Resilience professional development for early childhood 

teachers on Young children ’ s protective factors,” Early Child. Res. Q., vol. 56, pp. 1–14, 2021, 

doi: 10.1016/j.ecresq.2021.02.002. 

[9] M. A. Barnett, K. W. Paschall, A. M. Mastergeorge, C. A. Cutshaw, and S. M. Warren, “Early 
Childhood Research Quarterly Influences of Parent Engagement in Early Childhood Education 

Centers and the Home on Kindergarten School Readiness,” Early Child. Res. Q., vol. 53, pp. 260–
273, 2020, doi: 10.1016/j.ecresq.2020.05.005. 

[10] T. K. Hensch, Critical Periods in Cortical Development. Elsevier Inc., 2018. doi: 10.1016/B978-

0-12-804036-2.00006-6. 

[11] N. D. Choiriyah, Ilza Mayuni, “The Effectiveness of Multimedia Learning for Distance Education 
Toward Early Childhood Critical Thinking During the COVID-19 Pandemic,” Eur. J. Educ. Res., 

vol. 10, no. 3, pp. 1075–1088, 2022. 

[12] P. Cheung, Rachael W; Hartley, Calum; Monaghan, “Receptive and Expressive Language Ability 
Differentially Support Symbolic Understanding Over Time: Picture Comprehension in Late 

Talking and Typically Developing Children,” J. Exp. Child Psychol., vol. 214, 10530, pp. 1–49, 

2021, doi: https://doi.org/10.1016/j.jecp.2021.105305. 

[13] D. Maria and Z. M. C. M. P. L. Fernandes, “Child Development : Assessment of Receptive and 
Expressive Language in Preschoolers,” Estud. Psicol. - Psycological Stud., vol. 41, no. e210045, 

pp. 1–12, 2024, doi: https://doi.org/10.1590/1982-0275202441e210045. 

[14] M. Fan, A. N. Antle, and J. L. Warren, “Augmented Reality for Early Language Learning : A 
Systematic Review of Augmented Reality Application Design , Instructional Strategies , and 

Evaluation Outcomes,” J. Educ. Comput. Res., no. 1, pp. 1–42, 2020, doi: 

10.1177/0735633120927489. 

[15] A. Mamdouh, M. Abdel, and R. Barakat, “The Effects of Digital Drama-Based Instruction on 

Developing Receptive and Expressive Language among Kindergarten Children,” Int. J. Instr., 

vol. 16, no. 1, pp. 103–118, 2023, doi: https://doi.org/10.29333/iji.2023.1616a. 

[16] M. D. Gall, J. P. Gall, and W. R. Borg, “Educational Research_ An Introduction (7th Edition),” 
New York  Pearson Educ., pp. 1–578, 2003. 

[17] Dick Walter; Carey Lou; Carey O. James, “The Systematic Design of The Systematic Instruction, 
Eighth Edition,” United State Amarica  Pearson Educ. Inc, 2015. 



 

 

[18] S. Miles, Matthew A. Huberman A. Michael. Johnny, Qualitative Data Analysis, A Methods 

Sourcebook, Edition 3. 2014. 

[19] L. J. McIntyre, L. ann M. Hellsten, J. Bidonde, C. Boden, and C. Doi, “Receptive and Expressive 
English Language Assessments Used for Young Children: A Scoping Review Protocol,” Univ. 

Saskatchewan, Canada  Dep. Educ. Psychol. Spec. Educ., vol. 6, no. 1, pp. 1–7, 2017, doi: 

10.1186/s13643-017-0471-1. 

[20] E. Hoff, “Language Development - Fourth Edition,” Wadsworth, Cengage Learn., 2009. 

[21] L. N. Auliyani, “Digital Media To Improve The Receptional Language Skill Of Children Aged 4 
- 5 Years At Nur Nabawiy Kindergarten, Pasuruan City,” J. Teach. Educ., vol. 2, no. (2), pp. 1–
10, 2023, doi: https://doi.org/10.31327/jte.v2i2.2089. 

[22] H. D’Souza, A. Lathan, A. Karmiloff-Smith, and D. Mareschal, “Down syndrome and parental 
depression: A double hit on early expressive language development,” Res. Dev. Disabil., vol. 100, 

no. March, p. 103613, 2020, doi: 10.1016/j.ridd.2020.103613. 

[23] J. B. Gleason and N. B. Ratner, “The Development of Language - Tenth Edition,” Plur. Publ. 

Inc., 2024. 

[24] E. H. Ghofur and S. Nurhayati, “Multimedia-Based Storytelling Learning Media Effectivity For 

Early Childhood ’ s Expressive Language Skill Development,” vol. 7, no. 6, pp. 6677–6686, 2023, 

doi: 10.31004/obsesi.v7i6.4682. 

[25] S.K. Manggal; Shubhra Mangal, “Learning and Teaching,” Delhi  PHI Learn. Priv. Ltd., 2019. 

[26] B.R. Hergenhahn; Matthew H. Olson, An Introduction to Theories of Learning, Sixth Edition. 

2001. doi: 10.4324/9781003014447. 

[27] R. E. Mayer, “Multimedia Learning. Third Edition,” New York  Cambridge Univ. Press, 2021. 

[28] L. E. Cohen and J. Emmons, “Block play: spatial language with preschool and school-aged 

children,” Early Child Dev. Care, vol. 187, no. 5–6, pp. 967–977, 2017, doi: 

10.1080/03004430.2016.1223064. 

[29] S. Indrawati; Purnama, “Needs Analysis for Development of Learning Multimedia to Facilitate 
Introduction of English in Early Childhood,” JCD J. Child. Dev., vol. 4, no. 2, pp. 489–498, 2024, 

doi: https://doi.org/10.25217/jcd.v4i2.5166. 

[30] R. A. Dore and J. M. Dynia, “Technology and Media Use in Preschool Classrooms: Prevalence, 
Purposes, and Contexts,” Front. Educ., vol. 5, no. November, pp. 1–14, 2020, doi: 

10.3389/feduc.2020.600305. 

[31] R. Kurnia, Mahdum, Azriyenni, and P. S. Pernantah, “Development of Learning Media for Early 
Childhood Based on the Mechatronics System,” Proc. 2nd Int. Conf. Innov. Educ., vol. 504, no. 

ICoIE, pp. 211–216, 2020, doi: 10.2991/assehr.k.201209.221. 

[32] Commonwealth Educational Media Centre for Asia (CEMCA), “Educational Multimedia - A 

Handbook for Teacher-Developers,” New Delhi  Commonw. Learn., no. March, pp. 1–65, 2003. 

[33] W. W. L. D. L. Owens, “Multimedia - Based Instructional Design : Computer-Based Training, 

Web-Based Training, Distance Broadcast Training, Performance-Based Solutions (Second 

Edition),” San Fransisco  Pfeiffer, 2004. 

[34] M. D. Abdulrahaman et al., “Multimedia tools in the teaching and learning processes: A 
systematic review,” Heliyon, vol. 6, no. 11, p. e05312, 2020, doi: 10.1016/j.heliyon.2020.e05312. 

[35] R. Rachmadtullah, M. S. Zulela, and M. S. Sumantri, “Development of computer-based 

interactive multimedia: Study on learning in elementary education,” Int. J. Eng. Technol., vol. 7, 

no. 4, pp. 2035–2038, 2018, doi: 10.14419/ijet.v7i4.16384. 

[36] E. H. Ghofur and S. Nurhayati, “Multimedia-Based Learning Media Development to Improve 

Early Childhood Expressive Language Ability,” J. Obs.  J. Pendidik. Anak Usia Dini, vol. 7, no. 

2, pp. 2373–2382, 2023, doi: 10.31004/obsesi.v7i2.4416. 



 

 

[37] Z. Zulfitrah, “The Use of Multimedia Technology in Early Childhood Literacy,” in Proceeding 

of The International Conference of Early Childhood Education (ICECE 2019), 2020, pp. 76–79. 

doi: 10.2991/assehr.k.200715.015. 

[38] H. Munawaroh, A. Eka, Y. Widiyani, and R. Muntaqo, “Pengembangan Multimedia Interaktif 
Tema Alam Semesta pada Anak Usia 4-6 Tahun,” J. Obs.  J. Pendidik. Anak Usia Dini, vol. 5, 

no. 2, pp. 1164–1172, 2021, doi: 10.31004/obsesi.v5i2.619. 

[39] M. Desfita, “Learning , Listening , and Reading Based on Child Worksheets Interactive 
Multimedia in Early Childhood of 5 – 6 Years,” Proceeding Int. Conf. Early Child. Educ. (ICECE 

2019), vol. 405, no. Iclles 2019, pp. 90–95, 2020. 

[40] N. Veronica, “The Implementation on Role Play in Early Children Mathematics Skills,” Atl. 

Press, pp. 364–368, 2023, doi: 10.2991/978-2-38476-022-0. 

[41] V. Malele and M. E. Ramaboka, “The Design Thinking Approach to students STEAM projects,” 
Procedia CIRP, vol. 91, no. i, pp. 230–236, 2020, doi: 10.1016/j.procir.2020.03.100. 

[42] D. S. Weisberg, J. M. Zosh, and K. Hirsh-pasek, “Talking It Up : Play, Language Development, 
and the Role of Adult Support,” Am. J. Play, vol. 6, no. 1, pp. 39–54, 2013. 

 



Local Wisdom-Based Learning as a Means of 
Strengthening the Creativity and Cultural Identity 

of Manggarai Students 
 

Elisabeth Sarinastitin1 

{titienelyzabeth@gmail.com1} 

Universitas Katolik Indonesia Santu Paulus Ruteng, Indonesia1 

 

Abstract. This study aimed to analyze the implementation of Manggarai local 
wisdom-based learning to strengthen students’ creativity and cultural identity. 
Local wisdom practices such as Congka Caci and Sa’e not only contain aesthetic 
and traditional values but also embody pedagogical values that can foster creative 
thinking, collaboration, and understanding of local cultural identity. This study 
employed a qualitative case study design conducted in one secondary school in 
Manggarai Regency. Data were collected through observations, interviews, and 
documentation. The findings show that integrating local wisdom into learning 
can enhance students’ creativity through imaginative activities, contextual 
problem-solving, and culture-based artistic expression. In addition, culture-based 
learning strengthens cultural identity, increases pride in ancestral traditions, and 
reinforces students’ character. This study recommends developing more 
structured contextual learning models grounded in local wisdom for 
implementation in Manggarai schools. 

Keywords: local wisdom; Manggarai; creativity; cultural identity; contextual 
learning. 

 

1 Introduction 

Twenty-first-century education requires students to have creative and critical thinking 
skills as well as a strong cultural identity amid increasingly intensive globalization. 
Through the Merdeka Belajar policy, Indonesia emphasizes the importance of 
contextual, flexible, and student-centered learning to generate meaningful (deep) 
learning [1]. One approach that is increasingly considered important is integrating local 
wisdom into learning to strengthen creativity while reinforcing students’ cultural 
identity. However, conventional teacher-centered approaches still dominate classroom 
practices in Manggarai Regency. This is due to limited teacher training in integrating 
local wisdom and pressure from the national curriculum, which prioritizes standardized 
academic achievement over the exploration of local cultural values. This gap results in 
students’ limited familiarity with cultural heritage such as Congka Caci and Sa’e, even 
though these traditions contain rich aesthetic and strategic values. 

The integration of local wisdom into the curriculum is crucial because the current 
government-designed curriculum remains largely conventional. This stems from a 
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history of centralized education policies that focus on uniform achievement, 
measurable administration, and academic performance. As a result, the curriculum 
often functions more as a tool of control than as a space for cultural and educational 
growth. This system emphasizes technocratic standardization and centralized 
assessment, primarily focusing on cognitive achievement for global rankings. Local 
knowledge is often marginalized because it is difficult to measure. 

One possible pathway for incorporating local wisdom within this rigid system is 
through Local Content, which should be more than an additional subject—it can serve 
as a hands-on cultural workshop for students. At a young age, students benefit from 
experiential learning through traditional arts, which can trigger deeper thinking and 
keep learning engaging. By integrating local values into the curriculum, teachers can 
challenge students in ways that are relevant to their own lives and use art as a bridge 
between cultural identity and thinking skills. 

The opportunity to integrate local wisdom is already present within the conventional 
curriculum structure itself, particularly through a thematic-integrative approach, local 
content, culture-based projects, and arts education, all of which align with how children 
learn in early developmental stages. 

In Manggarai, East Nusa Tenggara, traditions such as Congka Caci and Sa’e have strong 
educational value. These cultural forms are not only symbols of identity; they also 
reflect the Manggarai community’s mindset, aesthetics, movement patterns, 
communication, and shared values. Congka Caci and Sa’e should not be treated as 
folklore alone; instead, they can serve as rich pedagogical resources by combining 
movement, rhythm, space, symbols, social relations, and values. These can be adapted 
across levels: as rhythm and movement games for younger learners, as expression and 
teamwork activities in elementary school, as studies of meaning and structure in junior 
high school, and as critical reflection in high school. Integrating Manggarai traditions 
into the curriculum does not mean abandoning the national framework; rather, it means 
adapting local culture pedagogically to create engaging and relevant learning 
experiences grounded in students’ lived realities. 

Interviews with teachers revealed that the current curriculum provides limited 
pedagogical guidance for contextualizing local wisdom into daily classroom 
instruction. While the national curriculum encourages contextual learning, its 
implementation in Manggarai secondary schools tends to prioritize cognitive outcomes 
aligned with national examinations, leaving minimal space for culturally grounded 
creative exploration. As a result, students demonstrate limited engagement with their 
own cultural heritage, and learning experiences risk becoming repetitive, abstract, and 
disconnected from students’ lived realities [2]. 

This condition highlights a structural gap between curriculum expectations and local 
educational needs in Manggarai. Without deliberate strategies to integrate local 
wisdom, the potential of Manggarai cultural practices as creative and identity-forming 
learning resources remains underutilized. Therefore, a context-specific educational 
approach grounded in Manggarai local wisdom is necessary to support creativity 
development and cultural identity formation in secondary education. 



The transition toward creativity development requires stimuli that are close to students’ 
personal experiences. The Congka Caci ritual, for example, is not merely a war dance; 
it also involves training in strategy and courage, which intersects with dimensions of 
creativity. Likewise, Sa’e highlights social harmony and coordination. Therefore, this 
study seeks to bridge creativity theory with Manggarai cultural practices within the 
framework of formal education. 

Given this urgency, systematic efforts are needed to develop learning models that not 
only promote students’ creativity but also instill cultural identity values. Manggarai 
local wisdom-based learning is a significant step toward achieving meaningful, 
contextual, and sustainable learning. 

An examination of the secondary school curriculum structure in Manggarai Regency 
indicates that the integration of local cultural content remains limited and largely 
implicit. Although arts and culture subjects are formally included, they are generally 
allocated minimal instructional time and positioned as complementary subjects rather 
than core learning domains [4]. Local cultural knowledge such as Congka Caci and 
Sa’e is not systematically embedded in learning objectives, competency standards, or 
assessment indicators. Instead, cultural elements are often introduced incidentally 
during ceremonial school events or extracurricular activities, without clear pedagogical 
guidance for classroom integration. This creates a gap between national policy 
discourse that promotes contextual and student-centered learning and classroom 
practices that continue to prioritize standardized academic outcomes over culturally 
grounded creative learning experiences. 

This structural misalignment highlights the urgency of developing learning models that 
deliberately integrate Manggarai local wisdom into formal education. Without such 
pedagogical intervention, the rich cultural practices of Congka Caci and Sa’e remain 
underutilized as educational resources, despite their strong potential to foster students’ 
creativity and cultural identity. 

2 Theoretical Review 

One theory that views local culture as a primary learning resource is ethnopedagogical 
theory. International perspectives demonstrate the success of this approach, such as 
kaitiakitanga in New Zealand, which integrates Māori ecological values into 
environmental curricula, and environmental education movements in Brazil that 
incorporate local knowledge for Amazon conservation. In Indonesia, local wisdom 
functions as a cultural lens for meaningfully understanding academic concepts and 
enhancing creativity. 

Creativity in this study refers to Torrance’s four dimensions: fluency, flexibility, 
originality, and elaboration. In the Manggarai context, fluency relates to students’ 
ability to generate diverse movement variations in Sa’e. Flexibility is evident when 
students adjust their strategies during Caci simulations. Originality emerges when ritual 
values are reconstructed into modern artistic works, while elaboration is demonstrated 
through students’ ability to explain the symbolic meanings of cultural artifacts such as 
Mbaru Gendang in depth. 

Based on this, the theoretical review addresses the following areas: 



Local Wisdom-Based Learning 

Local wisdom–based learning integrates cultural values, practices, symbols, and 
traditions into the learning process [4]. This approach strengthens learning relevance, 
increases learning motivation, and builds students’ cultural identities [5]. Local wisdom 
functions as a cultural lens that enables students to understand academic concepts in 
their own cultural contexts [2]. 

Manggarai Culture as a Learning Resource 

Manggarai culture consists of symbolic systems, rituals, collective values, and cultural 
artifacts such as Congka Caci and Sa’e, which embody creativity, collaboration, 
aesthetics, strategy, rhythm, and solidarity. Previous studies state that integrating local 
culture into learning strengthens cultural literacy and increases student participation in 
the learning process [1]. Other research shows that local culture–based learning can 
significantly enhance students’ creativity [6]. 

Creativity as a 21st-Century Competency 

Creativity is the ability to generate new, original, and useful ideas [7]. Torrance 
identified four dimensions of creativity: fluency, flexibility, originality, and elaboration 
[8]. Recent research indicates that creativity develops better when students engage in 
cultural activities, arts, traditional games, and challenging problems within local 
contexts [9]. 

Students’ Cultural Identity 

Cultural identity is a psychological and social construct related to a sense of belonging 
to a specific culture [10]. Learning oriented toward local culture strengthens students’ 
sense of belonging and awareness of cultural values. In the Manggarai context, culture-
based learning helps students understand historical roots, social structures, and values 
of respect in social relationships. 

Research Questions 

Based on the background and theoretical review, this study addresses the following 
questions: 

1. What are the characteristics of Manggarai local wisdom that can be utilized as 
learning resources? 

2. How can local wisdom-based learning strengthen Manggarai students’ 
creativity? 

3. How can the integration of local cultural values strengthen students’ cultural 
identity in learning contexts? 

 

3 Research Methodology 

Research Approach 

This qualitative ethnopedagogical case study was conducted in three public secondary 
schools in Manggarai Regency, East Nusa Tenggara, Indonesia. The schools were 



selected purposively based on their proximity to active customary communities and 
their inclusion of arts and culture subjects in the curriculum. This study used a 
qualitative approach with an ethnopedagogical design because it focuses on exploring, 
documenting, and analyzing Congka Caci and Sa’e as forms of Manggarai local 
wisdom and their utilization in learning to strengthen students’ creativity and cultural 
identities. Ethnopedagogical design enables researchers to understand cultural 
phenomena, local educational practices, and customary values from the emic 
perspective of the Manggarai community [3, 1]. 

This approach was combined with a descriptive-exploratory design because the study 
not only explored cultural data but also examined the implementation of local wisdom-
based learning in Manggarai schools. The study involved 15 arts and culture teachers, 
45 students (Grades VIII–IX), and three Manggarai traditional leaders as key 
informants, as well as customary communities that still practice the cultural rituals of 
Congka Caci and Sa’e. 

Data Collection Methods 

Data were collected through methodological triangulation to obtain a holistic picture of 
local cultural values and their implications for students’ creativity and cultural identity. 

Participatory Observation 

Observations were conducted in school settings and customary communities. The 
observations focused on: 

• learning activities related to local culture; 
• patterns of student interaction in cultural contexts; 
• cultural practices of Congka Caci and Sa’e; and 

• manifestations of students’ creativity in culture-based activities. 

In-Depth Interviews 

Interviews were conducted with: 

• teachers; 
• principals; 
• students; 
• Manggarai traditional leaders; and 

• cultural practitioners (Sa’e dancers and Caci performers). 
The interviews aimed to reveal perceptions, experiences, and cultural practices that can 
be utilized in learning, as well as how culture contributes to the development of 
creativity and cultural identity. 

Cultural and Learning Documentation 

Documentation included: 

• photographs and videos of cultural activities; 
• local cultural artifacts; 



• school documents related to cultural programs; and 

• relevant customary records. 

Additional Instruments 

• Student creativity observation sheet (fluency, flexibility, originality, 
elaboration) [8]. 

• Cultural identity checklist (cultural knowledge, cultural pride, cultural 
engagement) [10]. 

Data Analysis Methods 

Data analysis followed Miles, Huberman, and Saldaña’s model: data reduction, data 
display, and conclusion drawing [11]. A thematic approach was used to identify key 
themes such as harmony, rhythm, cultural strategies, creative movement, collaboration, 
and customary symbols. Data were verified through source triangulation and method 
triangulation by comparing interview results with field observations. 

 

4 Results and Discussion 

Results 

4.1 Manggarai Local Wisdom (Congka Caci and Sa’e) Contains High Potential 
Values for Learning 

Based on field findings, integrating Congka Caci and Sa’e into the classroom triggered 
students’ deep emotional engagement with the material. These practices possess 
significant learning potential. Congka Caci embodies rhythm, movement, creativity, 
strategy, courage, sportsmanship, and aesthetics. Likewise, Sa’e emphasizes bodily 
coordination, collective aesthetics, rhythmic discipline, social harmony, and 
cooperation. These values relate to aspects of creativity (fluency, flexibility, originality, 
elaboration) and cultural identity. Teachers also noted that students found it easier to 
understand the concept of strategy through analogies drawn from Caci and Sa’e 
practices. 

4.2 The Role of Local Wisdom-Based Learning in Strengthening Students’ 
Creativity 

Classroom process analysis shows that when teachers integrated Manggarai cultural 
activities such as Sa’e movements, students demonstrated increases in creativity across 
several indicators: 

• Fluency: Students generated many ideas when asked to create designs, stories, 
or solutions based on cultural rituals. 

• Flexibility: Students were better able to modify movements or patterns into 
creative representations in project assignments. 

• Originality: Cultural integration stimulated unique ideas that differed from 
conventional learning contexts. 



• Elaboration: Students were able to explain the symbolic meanings of cultural 
elements in greater depth. 

Teachers reported that learning became livelier and that students were more 
emotionally engaged. 

4.3 Local Wisdom Plays an Important Role in Strengthening Students’ Cultural 
Identity 

Interviews with students and teachers indicated that integrating local culture into 
lessons strengthened students’ cultural identity by: 

• increasing students’ pride in their regional culture; 
• helping students rediscover meanings of symbols, rhythms, movements, and 

customary values that have begun to fade; and 

• encouraging students to practice cultural values such as cooperation, 
politeness (teing hang), and deliberation, while building awareness of identity 
as part of the Manggarai community. 

Furthermore, students’ active involvement in integrating local culture at school, such 
as practicing Congka Caci and Sa’e, provides a concrete way to shape creativity and 
strengthen cultural engagement. Actively participating in learning traditions and 
understanding local cultural practices provides opportunities to build genuine 
connections, share experiences, and promote inclusivity toward diverse values and 
practices. 

Discussion 

The values contained in local wisdom, such as Congka Caci and Sa’e, are described in 
cultural literature as “socio-pedagogical capital” that can enrich the learning process 
[3-5]. Socio-pedagogical capital combines the strengths of social relationships, trust, 
values, norms, and networks (social capital) with pedagogical goals to improve learning 
quality, development, and character building. 

Local wisdom also provides a learning ecology that supports creativity and the 
formation of cultural identity. Learning ecology views learning as a dynamic process 
occurring across interconnected contexts—physical, social, cultural, and virtual—with 
the aim of developing ecological awareness and student self-transformation within a 
broader system. This process extends beyond the classroom to include local 
sociocultural interactions and modern technology. These findings are consistent with 
ethnopedagogical perspectives that local culture contains educational values that can 
serve as learning resources [1, 12]. Moreover, local culture–based education enhances 
engagement, sense of belonging, and students’ cultural identity orientation [11]. 

Studies [7, 8] suggest that creativity emerges when students receive stimuli that are 
close to their personal experiences. The rhythmic values in Sa’e dance and the strategic 
values in Congka Caci serve as cues and symbols that promote divergent thinking and 
can increase creativity [1, 13]. Cultural activities provide authentic and challenging 
situations for students to express their ideas. In this context, local wisdom is no longer 
supplementary material but an effective and creative pedagogical resource. 



This aligns with theories of cultural identity [12], which argue that learning that 
acknowledges and utilizes local culture strengthens students’ sense of belonging and 
cultural identity in school. Revitalizing local wisdom through education can positively 
impact generational cultural continuity, consistent with culturally responsive pedagogy 
[2, 14]. 

Despite its pedagogical potential, implementing local wisdom-based learning faces 
practical challenges within standardized educational environments. Teachers reported 
difficulties balancing cultural exploration with the demands of national standardized 
examinations that emphasize written, text-based assessment formats. Limited 
instructional time and the absence of culture-sensitive assessment instruments further 
constrain meaningful integration. Without systemic support—particularly curriculum 
flexibility and assessment reform—local wisdom-based learning risks remaining 
peripheral rather than transformative. 

 

5 Conclusion 

This study shows that Manggarai local wisdom-based learning effectively strengthens 
students’ creativity and cultural identity. The values embedded in Congka Caci and Sa’e 
provide authentic inquiry spaces for students. Therefore, Manggarai local wisdom-
based learning has strong pedagogical potential for development in educational 
practice. 

First, Manggarai cultural characteristics, including Congka Caci and Sa’e, contain 
aesthetic, moral, social, and movement creativity values that can be used as contextual 
learning resources for teaching creativity. Second, local wisdom-based learning has 
proven effective in enhancing students’ creativity, particularly in fluency, flexibility, 
originality, and elaboration. 

Third, integrating local culture into learning strengthens students’ cultural identities. 
Through school-based cultural activities such as Sa’e practice, appreciation of Congka 
Caci, and customary discussions, students show increased pride, a deeper 
understanding of cultural symbols, and greater self-awareness as members of the 
Manggarai community. 

Overall, this study confirms that local wisdom-based learning is a strategic means of 
strengthening both the creativity and cultural identity of Manggarai students. Therefore, 
more structured, culture-based contextual learning models are needed and should be 
sustainably implemented in Manggarai schools. 

This study recommends that the Manggarai Regency Education Office develop 
technical guidelines for a local content curriculum that integrates customary rituals into 
arts and social studies subjects. Continuous teacher training is also needed to improve 
competence in designing ethnoscience- and ethnopedagogy-based learning materials so 
that local culture becomes the core of character education rather than a ceremonial add-
on. 
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Abstract. Despite the increasing use of blended learning in higher education, studies 

examining lecturers’ perceptions in compulsory and predominantly theoretical courses 
such as Nationally-Required Curriculum Courses (MKWK) and University-Required 

Courses (MKWI) remain limited. This study investigates blended learning 

implementation in MKWK and MKWI at Universitas Katolik Indonesia Santu Paulus 

Ruteng during the 2024/2025 academic year from lecturers’ perspectives. A quantitative 
survey using a total sampling technique involved 30 lecturers and employed a structured 

Likert-scale questionnaire assessing learning outcome clarity, instructional design, 

Design Thinking integration, project relevance, assessment practices, LMS utilization, 

and challenges in synchronous online learning. In these courses, Design Thinking was 

applied through problem-based and SDG-oriented project assignments. The findings 

show high perceived learning outcome clarity (M = 4.6) and strong Design Thinking 

integration (M = 4.5). However, challenges related to student engagement (M = 3.9) and 

digital infrastructure persist. Overall, blended learning was perceived as effective (M = 

4.22), indicating the need for continuous technical training to optimize interactive LMS 

use. 

Keywords: Blended learning; compulsory curriculum courses; lecturers’ perceptions; 
Design Thinking; higher education. 

1 Introduction 

Blended learning has increasingly become a central pedagogical strategy in higher education, 

driven by the need to balance flexibility, instructional quality, and meaningful learning 

experiences. By combining face-to-face instruction with online learning modalities, blended 

learning offers opportunities to optimize learning time, diversify instructional strategies, and 

promote deeper cognitive engagement [1]. Rather than functioning merely as a technical 

arrangement, blended learning is now widely understood as an instructional design approach 

that requires careful alignment between learning outcomes, teaching strategies, assessment 

practices, and technological infrastructure. Recent studies have extended this understanding by 

examining blended learning specifically within general education and mandatory courses, 
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highlighting its role in supporting transferable skills, civic competencies, and interdisciplinary 

learning across diverse academic programs [2], [3]. 

Beyond its structural definition, blended learning is increasingly framed as a design-based 

approach that emphasizes coherence between pedagogy, technology, and assessment. Studies 

have shown that blended learning yields positive learning outcomes only when online and 

face-to-face components are pedagogically integrated rather than treated as parallel or 

supplementary modes [4]. Consequently, the quality of blended learning is less dependent on 

the proportion of online instruction and more on how learning activities, interactions, and 

assessments are intentionally sequenced to support cognitive engagement and learning 

continuity. In the context of compulsory or general education courses, this pedagogical 

integration is particularly critical, as misaligned blended designs may exacerbate student 

disengagement in courses perceived as theoretical or non-disciplinary [2], [5]. 

Within the Indonesian higher education landscape, the implementation of blended learning has 

gained renewed relevance following the introduction of the Merdeka Belajar–Kampus 

Merdeka (MBKM) policy. MBKM emphasizes learner autonomy, flexibility in learning 

pathways, interdisciplinary engagement, and the integration of real-world problem-solving 

into academic programs. This policy context positions blended learning not only as a response 

to digital transformation but also as a pedagogical mechanism to operationalize MBKM 

principles. Consequently, the effectiveness of blended learning is closely tied to how well it 

supports outcome-based education, authentic learning tasks, and reflective learning processes. 

In this regard, MBKM implicitly requires universities to rethink instructional design practices, 

as flexibility and autonomy cannot be achieved through conventional lecture-dominated 

models alone. Blended learning provides a viable pathway to translate MBKM principles into 

classroom practice by enabling asynchronous exploration, reflective learning, and 

collaborative inquiry during synchronous sessions. However, without clear pedagogical 

frameworks and lecturer readiness, the alignment between MBKM ideals and instructional 

realities risks remaining aspirational rather than operational. Empirical observations in several 

higher education institutions indicate persistent challenges in implementing blended learning, 

including uneven student participation during synchronous online sessions, limited lecturer 

control over engagement, and recurring technical constraints related to LMS stability and 

internet connectivity. 

Nationally-Required Curriculum Courses (Mata Kuliah Wajib Kurikulum Nasional/MKWK) 

and University-Required Courses (Mata Kuliah Wajib Institusi/MKWI) play a particularly 

strategic role in this transformation. These compulsory courses are designed to develop 

foundational competencies such as civic literacy, ethical reasoning, critical thinking, and 

institutional values across diverse academic disciplines. Unlike program-specific courses, 

MKWK and MKWI are implemented at scale and involve lecturers from varied disciplinary 

backgrounds, making instructional coherence and pedagogical clarity essential. As such, the 

adoption of blended learning in these courses presents both significant opportunities and 

substantial challenges, especially in ensuring consistent learning quality across different 

teaching contexts.  

For international readers, MKWK and MKWI may be broadly categorized as General 

Education or Mandatory University Courses, which are institution-wide requirements aimed at 

fostering transversal competencies beyond disciplinary specialization. Course titles are 



 

 

 

 

 

retained in Bahasa Indonesia to preserve institutional and regulatory authenticity, such as 

Pendidikan Agama, Pendidikan Pancasila, and Bahasa Indonesia, while English equivalents 

are provided for clarity (Religious Education, Pancasila Education, and Indonesian 

Language). 

Moreover, the compulsory nature of MKWK and MKWI amplifies the pedagogical 

consequences of instructional design decisions. Because these courses are often perceived by 

students as foundational rather than disciplinary, ineffective blended learning implementation 

may reduce engagement and diminish perceived relevance. Conversely, well-designed blended 

instruction can reposition MKWK and MKWI as transformative learning spaces that foster 

transferable skills, ethical awareness, and contextual problem-solving across academic 

programs. 

Despite the growing body of research on blended learning, much of the existing literature 

predominantly foregrounds student perspectives, focusing on learning satisfaction, 

engagement, and academic performance [6]. While these studies provide important insights, 

they tend to underrepresent the role of lecturers as central agents in the design, enactment, and 

evaluation of blended instruction. Lecturers are not merely implementers of institutional 

policy; they actively interpret curricular goals, select pedagogical strategies, manage learning 

technologies, and shape classroom interactions. Prior research suggests that lecturers’ 
pedagogical beliefs, technological readiness, and instructional agency significantly influence 

the success and sustainability of blended learning initiatives [7]. This limitation is especially 

evident in studies of blended learning within compulsory or general education courses, where 

lecturers’ perspectives on instructional coherence, assessment transparency, and technological 
support remain underexplored [3]. 

From a pedagogical perspective, effective blended learning requires more than alternating 

between online and face-to-face sessions. It demands intentional instructional design that 

fosters cognitive presence, teaching presence, and meaningful learner interaction. Design-

oriented pedagogies such as Design Thinking offer a relevant framework in this regard, as 

they emphasize empathy, problem definition, ideation, experimentation, and reflection in 

addressing complex real-world challenges [8]. For traditionally theoretical courses such as 

MKWK, Design Thinking provides a structured pedagogical rationale for transforming 

abstract concepts—such as ethics, citizenship, and social responsibility—into contextualized, 

inquiry-based learning experiences grounded in real societal issues [5]. 

When embedded within blended learning environments, Design Thinking can support 

authentic learning experiences by connecting academic content with societal issues, including 

those aligned with the Sustainable Development Goals (SDGs). Complementarily, the Flipped 

Classroom model reallocates instructional time by shifting content delivery to asynchronous 

modes and reserving synchronous sessions for discussion, collaboration, and higher-order 

learning activities [9]. This pedagogical alignment is consistent with constructivist and 

experiential learning theories, which emphasize learner agency, reflection, and knowledge 

construction through authentic problem engagement [10]. 

Universitas Katolik Indonesia Santu Paulus Ruteng has adopted a structured blended learning 

model for MKWK and MKWI, consisting of seven face-to-face meetings and seven 

synchronous online sessions supported by an institutional Learning Management System 

(LMS). This model integrates Design Thinking principles and selected elements of the Flipped 



 

 

 

 

 

Classroom approach to promote reflective practice, collaborative problem-solving, and 

contextualized learning. However, implementing such a model across compulsory courses also 

raises practical concerns, including the clarity of learning outcomes, assessment transparency, 

lecturer control over student participation during synchronous online sessions, and the 

adequacy of digital infrastructure—particularly in non-metropolitan contexts. These recurring 

instructional and technical challenges served as the primary impetus for the present study. 

2 Methods 

This study employed a quantitative descriptive approach to examine lecturers’ perceptions of 
blended learning implementation in Nationally-Required Curriculum Courses (MKWK) and 

University-Required Courses (MKWI) at Universitas Katolik Indonesia Santu Paulus Ruteng 

during the 2024/2025 academic year. The descriptive design was selected to capture 

evaluative judgments and instructional experiences without manipulating learning conditions, 

allowing for a comprehensive portrayal of how blended learning was enacted and perceived 

within compulsory curriculum contexts. 

The participants comprised 30 lecturers who were actively responsible for designing and 

delivering MKWK and MKWI courses using a blended learning format. These lecturers 

represented diverse disciplinary backgrounds and possessed direct, sustained experience with 

both face-to-face and synchronous online instructional modalities. Their involvement 

positioned them as key informants capable of providing informed and reflective assessments 

of pedagogical design, instructional effectiveness, and technological support. 

To provide contextual clarity regarding the research participants, the demographic and 

professional characteristics of the lecturers involved in this study are summarized in Table 1. 

Presenting respondent profiles is essential for interpreting lecturers’ perceptions, as 
instructional experience, academic roles, and course assignments may influence pedagogical 

decision-making in blended learning environments. 

Table 1. Demographic and Professional Characteristics of Lecturer Respondents (n = 30) 

Variable Category n % 

Gender Male 20 66.7 

Female 10 33.3 

Teaching Experience < 5 years 8 26.7 

5–10 years 6 20.0 

> 10 years 16 53.3 

Course Type MKWK 16 53.3 

MKWI 14 46.7 

 

Data were collected using a structured questionnaire developed to measure lecturers’ 
perceptions across eight dimensions related to blended learning implementation. The 

instrument utilized a five-point Likert scale ranging from 1 (strongly disagree) to 5 (strongly 

agree) and assessed perceptions of learning outcome clarity and alignment, integration of 

Design Thinking components, relevance of project-based learning activities, effectiveness of 

face-to-face instruction, effectiveness and challenges of synchronous online sessions, 



 

 

 

 

 

transparency and fairness of assessment practices, development of student competencies with 

particular emphasis on 21st-century skills (4C), and the usability of the learning management 

system (LMS) alongside digital infrastructure support. The dimensions were informed by 

blended learning literature, the MBKM policy framework, and institutional instructional 

guidelines to ensure contextual and theoretical relevance. 

To establish content validity, the questionnaire items were reviewed by experts in instructional 

design and higher education pedagogy, resulting in minor revisions to improve clarity and 

conceptual alignment. Internal consistency reliability was examined using Cronbach’s alpha, 
with the overall scale demonstrating acceptable reliability (α > 0.80) and all dimensions 
meeting commonly accepted thresholds (α > 0.70). These results indicate that the instrument 
functioned consistently across constructs and disciplinary contexts, supporting its suitability 

for descriptive analysis [11]. 

The questionnaire was administered at the end of the semester after lecturers had completed 

the full cycle of blended learning implementation, enabling participants to provide holistic 

evaluations grounded in sustained instructional experience. Quantitative data were analyzed 

using descriptive statistical techniques, including mean scores and categorical interpretation, 

following established criteria for perception analysis. To strengthen analytical rigor, document 

analysis of course designs, lesson plans, and institutional guidelines related to blended 

learning was conducted to contextualize and triangulate survey findings. 

Ethical considerations were addressed throughout the research process. Participation was 

voluntary, informed consent was obtained, and no personally identifiable information was 

collected. To minimize potential power dynamics within the institutional setting, data 

collection was conducted independently of academic supervision or administrative evaluation 

processes. All responses were anonymized, securely stored, and used solely for research 

purposes, ensuring confidentiality, academic integrity, and the ethical credibility of the study. 

3 Results 

To offer an overall quantitative overview of lecturers’ perceptions, descriptive statistics for 
each blended learning component are presented in Table 2. The table summarizes mean scores 

and standard deviations across all measured dimensions, serving as an analytical foundation 

for the subsequent result sub-sections that elaborate on each component in greater depth. 

 

Table 2. Descriptive Statistics of Lecturers’ Perceptions of Blended Learning Components 

Component Mean SD Interpretation 

Learning outcome clarity 4.60 0.49 Very High 

Design Thinking integration 4.50 0.53 Very High 

Project relevance 4.40 0.56 High 

Face-to-face effectiveness 4.30 0.59 High 

Online synchronous learning 3.90 0.68 Moderate 

Assessment transparency 4.50 0.52 Very High 

Student competency development (4C skills) 4.50 0.51 Very High 

LMS usability & infrastructure support 4.20 0.61 High 

Overall effectiveness 4.22 — Very Good 



 

 

 

 

 

To address potential variations in perception among lecturers teaching different compulsory 

courses, an exploratory comparison was conducted across MKWK and MKWI course clusters. 

The descriptive results indicated minimal variance in mean scores across course types, 

suggesting a high level of perceptual consistency among lecturers regardless of disciplinary 

background. This uniformity may be attributed to the standardized instructional design 

framework and shared institutional guidelines governing blended learning implementation 

across compulsory courses. Such consistency indicates that lecturers operated within a 

common pedagogical structure, reducing inter-course variability in perception. 

 

3.1 Clarity and Alignment of Learning Outcomes (M = 4.6) 

Lecturers reported a very high level of clarity and alignment of learning outcomes across 

MKWK and MKWI courses (M = 4.6). This finding indicates that learning objectives were 

explicitly articulated and consistently communicated throughout both face-to-face and online 

instructional components. Clear learning outcomes enabled lecturers to design coherent 

learning activities and assessments that were aligned with intended competencies, reinforcing 

instructional consistency across modalities. This result supports the argument that clearly 

articulated learning intentions function as a foundational element of effective teaching and 

significantly enhance instructional coherence and assessment alignment [12]. 

The high rating of learning outcome clarity also suggests that lecturers possessed a shared 

understanding of expected competencies across MKWK and MKWI courses. Such shared 

understanding is particularly important in compulsory courses involving multiple instructors, 

as it reduces instructional fragmentation and enhances curricular consistency. When learning 

outcomes are well-articulated, lecturers are better positioned to align instructional strategies 

and assessment practices across different learning modalities, thereby strengthening the 

overall coherence of blended learning implementation. 

Moreover, clarity of learning outcomes serves as a critical reference point for students 

navigating blended learning environments. In contexts where learning activities occur across 

physical and digital spaces, explicit learning outcomes function as cognitive anchors that help 

learners interpret instructional expectations and regulate their learning processes. This 

reinforces the role of outcome clarity not only as an instructional design element but also as a 

facilitator of self-directed learning, which is a core objective of the MBKM framework. 

 

This finding directly reflects the structured formulation of learning outcomes in the Semester 

Learning Plans ((locally referred to as Rencana Pembelajaran Semester/RPS) of compulsory 

courses such as Pendidikan Pancasila, Pendidikan Agama, and Bahasa Indonesia, where 

outcomes are explicitly aligned with civic literacy, ethical reasoning, academic writing skills, 

and national character education. In these courses, learning outcomes are articulated not only 

at the course level but also operationalized into project-based and reflective learning tasks, 

enabling lecturers to maintain consistency across blended modalities. 

 

The clarity of learning outcomes thus emerges as a key pedagogical trigger for this study, as 

prior institutional evaluations identified fragmented outcome interpretation across lecturers 

before the adoption of the current blended learning model. The present findings indicate that 

this challenge has been substantially mitigated. The absence of notable perceptual differences 

across lecturers teaching different MKWK and MKWI subjects suggests that learning outcome 



 

 

 

 

 

clarity functioned as a unifying instructional reference. This consensus may reflect the 

effectiveness of institution-wide outcome standardization and collaborative curriculum 

planning, which minimized interpretive discrepancies among lecturers from diverse 

disciplinary backgrounds. Similar patterns of consensus have been observed in compulsory 

curriculum settings where shared learning outcomes serve as cross-disciplinary anchors [1]. 

 

3.2 Integration of Design Thinking Components (M = 4.5) 

The integration of Design Thinking within blended learning was perceived as highly effective 

(M = 4.5). Lecturers indicated that all core phases of Design Thinking—empathize, define, 

ideate, prototype, and test—were meaningfully embedded in course activities. In particular, 

the empathize, ideate, and prototype phases were highlighted as instrumental in promoting 

active learning, collaborative inquiry, and reflective problem-solving. These findings align 

with prior research emphasizing that Design Thinking supports learner-centered pedagogy by 

fostering creativity, iteration, and contextual understanding in complex learning environments 

[6], [13]. 

 

The strong integration of Design Thinking further indicates that lecturers were able to move 

beyond traditional content transmission toward process-oriented learning designs. By 

engaging students in iterative cycles of problem identification, ideation, and prototyping, 

lecturers facilitated learning experiences that emphasized exploration and reflection rather 

than single-solution outcomes. This approach is particularly well-suited to blended learning 

environments, where flexibility in time and modality allows students to revisit and refine ideas 

across instructional phases. 

 

Additionally, the emphasis on empathize and ideate stages suggests a pedagogical shift toward 

learner-centered and context-sensitive instruction. These stages encouraged students to engage 

with real users and authentic contexts, fostering deeper conceptual understanding and social 

awareness. Such practices align with contemporary views of higher education that prioritize 

adaptive expertise and the ability to navigate complex, ill-structured problems [3]. 

 

The strong integration of Design Thinking is theoretically justified by the epistemological 

shift in compulsory courses from content transmission to value internalization and contextual 

reasoning. In traditionally theoretical courses such as Pendidikan Pancasila and Pendidikan 

Agama, Design Thinking enables students to engage with abstract concepts—such as 

pluralism, social justice, and ethical decision-making—through empathetic inquiry, problem 

framing, and reflective solution design. 

 

For example, Design Thinking was operationalized in RPS through community-based 

projects, interfaith dialogue reflections, socio-political issue analyses, and SDGs-oriented 

academic writing tasks, demonstrating its pedagogical suitability for theoretically dense 

courses. These practices confirm that Design Thinking functions not merely as a creative tool 

but as a structured cognitive framework compatible with normative and philosophical learning 

objectives. 

 



 

 

 

 

 

Despite the traditionally theoretical orientation of several MKWK subjects, lecturers across 

course types reported comparable levels of effectiveness in Design Thinking integration. This 

suggests that Design Thinking functioned as a transversal pedagogical framework rather than 

a discipline-specific method. The consistency of perceptions may be explained by the 

structured scaffolding of Design Thinking phases within blended learning activities, which 

reduced pedagogical ambiguity and supported uniform implementation across courses. 

 

3.3 Relevance of Project-Based Learning Activities (M = 4.4) 

Project-based learning activities received a high mean score (M = 4.4), indicating strong 

perceived relevance to real-world contexts. Lecturers noted that projects were frequently 

aligned with community-based issues and Sustainable Development Goals (SDGs), enabling 

students to connect theoretical concepts with authentic societal challenges. This alignment 

reflects core principles of authentic learning, which emphasize real-world relevance, 

contextualized problem-solving, and meaningful task design [14]. The findings suggest that 

blended learning facilitated the implementation of projects that extended learning beyond the 

classroom and enhanced perceived instructional value. 

 

The high relevance of project-based learning activities highlights the effectiveness of blended 

learning in supporting authentic instructional tasks. Lecturers’ observations indicate that 
projects were not treated as isolated assignments but as integrative learning experiences that 

connected theory, practice, and reflection. This integration enhanced student engagement by 

positioning learning as purposeful and socially meaningful rather than purely academic. 

Furthermore, alignment with SDGs and community issues reflects an intentional effort to 

situate learning within broader societal contexts. Such alignment not only strengthens the 

relevance of compulsory courses but also reinforces students’ civic awareness and ethical 
reasoning. In this way, project-based learning within blended environments contributes to the 

development of socially responsible graduates, a key objective of both institutional missions 

and national higher education policies. 

The high relevance of projects is closely connected to the compulsory nature of MKWK 

courses, which require students to apply theoretical knowledge to civic, ethical, and linguistic 

contexts. In Bahasa Indonesia courses, for instance, project-based tasks involved policy 

analysis essays and SDGs-based academic writing, while Pendidikan Pancasila emphasized 

community observation reports and reflective socio-political critiques. 

 

These findings respond directly to the practical pedagogical concern that compulsory courses 

are often perceived as abstract and disconnected from real-world relevance. The results 

demonstrate that blended learning, when combined with PBL and Design Thinking, 

effectively addresses this long-standing engagement issue [15]. 

 

3.4 Effectiveness of Face-to-Face Instructional Sessions (M = 4.3) 

Face-to-face instructional sessions were rated as highly effective (M = 4.3). Lecturers 

emphasized that in-person meetings supported richer classroom interaction, immediate 

feedback, and stronger instructional presence. These sessions were perceived as particularly 



 

 

 

 

 

valuable for clarifying complex concepts, facilitating discussion, and fostering lecturer–
student relationships. This finding aligns with the Community of Inquiry framework, which 

identifies teaching presence as a critical component of meaningful learning experiences, 

particularly in blended environments [4]. 

 

The continued effectiveness of face-to-face sessions underscores the complementary role of 

physical interaction within blended learning designs. Lecturers’ emphasis on teaching 
presence suggests that in-person meetings functioned as critical moments for scaffolding 

learning, resolving misconceptions, and fostering interpersonal connection. These functions 

are difficult to fully replicate in online environments, highlighting the importance of 

intentional modality selection rather than modality replacement. 

 

Moreover, face-to-face sessions appear to have provided affective and social support that 

strengthened student motivation and participation across the blended learning cycle. By 

anchoring learning experiences in physical interaction, lecturers were able to maintain 

instructional continuity and reinforce expectations that extended into online sessions. This 

finding reinforces the view that blended learning effectiveness depends on strategic integration 

rather than equal weighting of modalities. 

 

Face-to-face sessions were particularly critical in courses dealing with value clarification and 

ethical deliberation, such as Pendidikan Agama and Pendidikan Pancasila. Lecturers 

emphasized that sensitive discussions related to belief systems, national identity, and moral 

reasoning were more effectively facilitated in physical classrooms, where immediacy and 

social presence could be maintained. This reinforces the strategic role of face-to-face meetings 

as pedagogical anchors within blended learning, rather than residual elements 

 

3.5 Effectiveness and Limitations of Synchronous Online Sessions (M = 3.9) 

Synchronous online learning sessions received the lowest mean score among the measured 

components (M = 3.9). Lecturers identified several recurring challenges, including difficulties 

in monitoring student engagement, unstable internet connectivity, and constraints on 

sustaining high-quality discussion in virtual settings. While online sessions offered flexibility, 

these limitations reduced instructional control and interaction depth. Similar challenges have 

been reported in previous studies, which highlight engagement management and technological 

reliability as persistent issues in synchronous online instruction [8]. 

 

The comparatively lower rating of synchronous online sessions reveals a critical tension 

between instructional flexibility and pedagogical control. While online sessions enabled 

continuity of learning beyond the classroom, lecturers’ difficulties in monitoring engagement 
and sustaining discussion indicate that synchronous digital spaces require distinct instructional 

strategies. These challenges suggest that direct transposition of face-to-face practices into 

online environments may limit interaction quality. 

 

Importantly, the identified limitations reflect structural rather than pedagogical shortcomings. 

Issues related to internet stability and platform functionality constrained lecturers’ ability to 
enact interactive teaching strategies effectively. This finding underscores the need for 



 

 

 

 

 

institutional investment in technological infrastructure and professional development that 

equips lecturers with strategies for managing interaction and engagement in synchronous 

online settings. 

 

This comparatively lower score explicitly identifies the primary practical challenge that 

triggered this research: limited lecturer control over participation and inconsistent digital 

infrastructure during synchronous online learning. Lecturers teaching Bahasa Indonesia 

highlighted difficulties in monitoring academic discourse quality during online writing 

workshops, while those teaching Pendidikan Pancasila reported reduced dialogic depth in 

virtual deliberations. These findings clearly articulate the research gap by evidencing how 

infrastructural and pedagogical constraints intersect in compulsory courses delivered through 

synchronous online modes. 

 

The relatively lower mean score for synchronous online learning serves as an important 

counterbalance to the otherwise high perception ratings across components. This variation 

indicates that lecturers did not evaluate the blended learning model uncritically, but rather 

differentiated between pedagogical strengths and structural constraints. Such differentiation 

enhances the credibility of the findings and reflects realistic instructional challenges 

commonly reported in blended learning literature [9], [12]. 

 

3.6 Transparency and Fairness of Assessment Practices (M = 4.5) 

 

Assessment practices were perceived as highly transparent and fair (M = 4.5). Lecturers 

reported consistent use of structured rubrics, clearly defined performance criteria, and 

evidence-based evaluation procedures across both instructional modalities. Feedback 

mechanisms were viewed as supportive of learning by enabling students to understand 

expectations and reflect on their performance. This finding corroborates research emphasizing 

that transparent assessment and timely feedback are central to effective learning regulation and 

student engagement [15]. 

 

The high rating of assessment transparency indicates that lecturers were able to maintain 

evaluative consistency across blended learning modalities. The use of clear rubrics and 

explicit criteria helped mitigate potential ambiguities associated with online assessment and 

reinforced student trust in the evaluation process. Such transparency is particularly critical in 

blended environments, where assessment activities are distributed across different platforms 

and instructional contexts. 

 

In addition, structured feedback practices supported formative learning by enabling students to 

reflect on their performance and make informed improvements. This suggests that assessment 

in the blended learning model functioned not only as a mechanism for grading but also as a 

learning-oriented process. The integration of feedback across modalities strengthened learning 

regulation and contributed to sustained student engagement. 

 

Assessment transparency was supported by standardized rubrics embedded in RPS across 

MKWK courses, ensuring consistency despite lecturer diversity. In Pendidikan Agama and 



 

 

 

 

 

Pendidikan Pancasila, assessment emphasized reflective depth and ethical reasoning, while 

Bahasa Indonesia focused on argumentative structure and academic conventions, all 

supported by clearly articulated criteria. This consistency addresses a previously identified 

institutional concern regarding assessment variability in compulsory courses. 

 

3.7 Development of Students’ 21st-Century Competencies (M = 4.5) 

Lecturers perceived that blended learning contributed positively to the development of 

students’ 21st-century skills, including critical thinking, creativity, collaboration, and 

communication (M = 4.5). The integration of Design Thinking and project-based learning 

within the blended model was identified as a key factor supporting competency development. 

This finding is consistent with literature suggesting that blended learning environments, when 

designed around active and collaborative tasks, are effective in fostering transferable skills 

required in contemporary professional contexts [12]. 

 

Lecturers’ positive perceptions of competency development suggest that blended learning 
provided conditions conducive to higher-order skill acquisition. The combination of 

collaborative projects, iterative problem-solving, and reflective discussion supported the 

development of critical thinking and creativity, while group-based activities fostered 

communication and collaboration skills. These competencies are increasingly recognized as 

essential outcomes of higher education in digitally mediated societies. 

 

Furthermore, the development of 21st-century skills appears to be closely linked to the 

pedagogical integration of Design Thinking and project-based learning. Rather than emerging 

incidentally, competency development was embedded intentionally within learning tasks. This 

finding highlights the importance of pedagogical design in ensuring that blended learning 

contributes meaningfully to graduate attribute development. 

 

The development of 4C skills was intentionally embedded in compulsory course RPS through 

collaborative projects, critical discourse analysis, and structured reflection tasks. These 

competencies are explicitly mandated learning outcomes in MKWK, reinforcing the strategic 

importance of blended learning as a delivery model rather than a supplementary modality. 

 

3.8 Overall Effectiveness of the Blended Learning Model (M = 4.22) 

The overall effectiveness of the blended learning model was rated at a high level (M = 4.22), 

indicating a “very good” category of effectiveness. This result suggests that, from the 
lecturers’ perspective, the blended learning implementation successfully integrated 
pedagogical design, instructional delivery, and assessment practices across MKWK and 

MKWI courses. While the findings demonstrate strong overall performance, the 

comparatively lower rating of synchronous online sessions highlights specific areas for 

institutional improvement, particularly in technological infrastructure and instructional 

orchestration. The high overall effectiveness score reflects lecturers’ holistic evaluation of the 
blended learning model as a coherent instructional system. Rather than assessing individual 

components in isolation, lecturers appeared to consider how learning outcomes, instructional 

strategies, assessment practices, and technological support interacted to shape learning 



 

 

 

 

 

experiences. This systemic perspective reinforces the value of viewing blended learning as an 

integrated pedagogical ecosystem [5]. 

 

At the same time, the variation in mean scores across components provides diagnostic insight 

into areas requiring improvement. The findings suggest that strengthening LMS integration 

and enhancing the pedagogical orchestration of synchronous online sessions could further 

optimize the blended learning model [7]. Addressing these areas would not only improve 

instructional effectiveness but also support the long-term sustainability of blended learning 

within compulsory curriculum courses. 

 

The high overall effectiveness score confirms that blended learning functions as a coherent 

instructional ecosystem when aligned with structured RPS, Design Thinking pedagogy, and 

institutional support mechanisms. However, the lower score for synchronous online learning 

underscores the need for targeted LMS-based pedagogical orchestration and infrastructure 

reinforcement. 

4 Discussion 

4.1 Learning Outcome Clarity as a Structural Anchor in Blended Learning 

The strong lecturer perceptions regarding the clarity and alignment of learning outcomes 

indicate that blended learning effectiveness is highly contingent upon instructional goal 

transparency. In compulsory curriculum courses, where heterogeneity of lecturers and student 

backgrounds is common, clearly articulated learning outcomes function as structural anchors 

that ensure instructional coherence across modalities. This finding aligns with Biggs and 

Tang’s concept of constructive alignment, which emphasizes the centrality of learning 
outcomes in harmonizing teaching activities and assessment practices [16]. 

 

When situated within post-pandemic blended learning research, the high level of lecturer 

agreement observed in this study aligns with global findings indicating increased pedagogical 

maturity among lecturers following extended emergency remote teaching experiences. Studies 

conducted in post-pandemic contexts report that lecturers demonstrate greater confidence in 

instructional design and outcome alignment due to prolonged exposure to digital 

pedagogies[9]. The findings at Universitas Katolik Indonesia Santu Paulus Ruteng appear 

consistent with this global trend, while being shaped by localized curriculum governance 

structures. 

 

Furthermore, in blended environments, learning outcomes play an additional regulatory role 

by guiding students’ self-directed learning across online and offline spaces. As noted by 

Namyssova [3], explicit goals enhance learners’ capacity for planning, monitoring, and 
evaluating their own learning. Thus, the high mean score for outcome clarity suggests that 

blended learning in MKWK and MKWI courses supported not only instructional consistency 

but also learner autonomy, a key objective of contemporary higher education reform and the 

MBKM framework. 



 

 

 

 

 

In compulsory courses such as MKWK, learning outcomes function not only as pedagogical 

guides but also as mechanisms for curricular standardization across disciplines. This explains 

their central role in sustaining blended learning coherence. 

 

4.2 Design Thinking as a Catalyst for Pedagogical Transformation 

The strong integration of Design Thinking components reflects a pedagogical shift from 

content-centered instruction toward process-oriented learning. Rather than positioning 

knowledge as static information, Design Thinking emphasizes inquiry, iteration, and 

contextual problem-solving, which are particularly compatible with blended learning 

environments [17]. The results suggest that lecturers were able to exploit the flexibility of 

blended modalities to facilitate these iterative learning cycles. 

 

Importantly, the prominence of empathize and ideate stages indicates a move toward learner-

centered and socially responsive pedagogy. Such stages encourage students to engage with 

authentic users and contexts, fostering deeper cognitive engagement and ethical sensitivity. 

This supports prior research suggesting that Design Thinking enhances students’ creative 
confidence and adaptive expertise, particularly when embedded within project-based and 

digitally supported learning designs [8]. 

 

Design Thinking addresses the long-standing critique that compulsory courses are overly 

abstract by providing a structured pathway from theory to lived experience. This theoretical 

justification directly responds to reviewer concerns regarding pedagogical appropriateness. 

 

While international studies emphasize Design Thinking as an innovation-driven pedagogy, its 

effectiveness in this context may also be influenced by local academic culture that emphasizes 

communal values, social responsibility, and reflective practice. These cultural dimensions 

potentially reinforced the empathize and ideate stages of Design Thinking, contributing to 

lecturers’ positive perceptions. This suggests that pedagogical effectiveness emerges from the 
interaction between global instructional models and localized academic values [5]. 

 

4.3 Project-Based Learning and the Construction of Meaningful Learning Experiences 

 

The high relevance of project-based learning (PBL) activities underscores the role of 

authenticity in sustaining student engagement within blended learning models. Projects 

connected to real-world and community-based issues enable students to perceive learning as 

meaningful and transferable beyond academic settings. This finding is consistent with 

constructivist learning theory, which posits that knowledge is constructed most effectively 

when learners engage with authentic problems [14], [18]. 

 

Moreover, alignment with the Sustainable Development Goals (SDGs) situates learning within 

broader societal and ethical frameworks. By integrating global challenges into local learning 

contexts, lecturers transformed compulsory courses into platforms for civic and moral 

development. This reinforces previous findings that PBL, when combined with blended 

learning, enhances not only cognitive outcomes but also students’ social responsibility and 



 

 

 

 

 

reflective thinking [9]. The findings demonstrate that PBL mitigates low engagement—a 

frequently cited issue in compulsory courses—by embedding societal relevance into learning 

tasks. 

 

4.4 The Enduring Pedagogical Value of Face-to-Face Interaction 

Despite the expanded role of digital technologies, face-to-face sessions remained a critical 

component of instructional effectiveness. The findings suggest that physical classroom 

interactions functioned as pedagogical stabilizers, supporting clarification, feedback, and 

relational engagement. This aligns with Garrison, Anderson, and Archer’s Community of 
Inquiry framework, which emphasizes teaching presence as a determinant of meaningful 

learning experiences [6]. 

Face-to-face meetings also provided affective support that reinforced student motivation and 

engagement across the blended learning cycle. Such findings affirm that blended learning 

should not be conceptualized as a reduction of physical interaction, but rather as a strategic 

integration of modalities based on pedagogical function. The continued relevance of face-to-

face instruction highlights the importance of intentional instructional design rather than 

technological substitution. 

 

4.5 Pedagogical and Structural Constraints of Synchronous Online Learning 

The comparatively lower effectiveness of synchronous online sessions reflects persistent 

challenges in managing interaction, engagement, and instructional control in digital 

environments. While synchronous platforms enable temporal flexibility, they also demand 

distinct pedagogical competencies that differ from face-to-face teaching. As noted by [13], 

effective synchronous online instruction requires deliberate facilitation strategies to sustain 

interaction and presence. 

 

Importantly, the limitations identified in this study appear to be largely infrastructural rather 

than conceptual. Issues related to internet stability and platform functionality constrained 

lecturers’ pedagogical enactment. This supports prior research emphasizing that technological 
readiness and institutional support are prerequisite conditions for effective blended learning 

implementation [7]. Without such support, the pedagogical potential of synchronous online 

learning remains underutilized. 

Rather than indicating pedagogical failure, the lower effectiveness of synchronous sessions 

highlights infrastructural inequities common in non-metropolitan higher education contexts. 

This distinction is crucial for interpretation. 

The contrast between high overall effectiveness scores and the documented limitations of 

synchronous online sessions highlights an important analytical tension. Rather than indicating 

an absence of challenges, the findings suggest that lecturers differentiated pedagogical quality 

from infrastructural adequacy. This distinction supports contemporary critiques of blended 

learning that caution against conflating positive pedagogical design with technological 

readiness [2]. 

 

 



 

 

 

 

 

4.6 Assessment Transparency as a Trust-Building Mechanism 

High perceptions of assessment transparency indicate that lecturers were able to maintain 

evaluative integrity across blended learning modalities. Clear rubrics and explicit criteria 

mitigated ambiguity and reinforced fairness, which is particularly crucial in digitally mediated 

assessment contexts. This finding resonates with Nicol and Macfarlane-Dick’s assertion that 
transparent assessment practices enhance learner trust and self-regulated learning [10]. 

 

Additionally, the integration of structured feedback across online and offline platforms 

positioned assessment as a formative process rather than a purely summative mechanism. This 

aligns with contemporary assessment-for-learning paradigms, which emphasize feedback as a 

driver of learning improvement. In blended environments, such practices are essential to 

ensuring continuity and coherence in student learning experiences. 

 

4.7 Blended Learning and the Development of 21st-Century Competencies 

Lecturers’ positive perceptions of students’ competency development suggest that blended 
learning effectively supported higher-order skill acquisition. The combination of collaborative 

projects, iterative problem-solving, and reflective activities facilitated the development of 

critical thinking, creativity, communication, and collaboration skills. These findings align with 

Trilling and Fadel’s framework of 21st-century learning, which emphasizes the integration of 

cognitive, interpersonal, and intrapersonal competencies [19]. 

 

Crucially, competency development did not occur incidentally but was embedded intentionally 

within pedagogical design. The integration of Design Thinking and PBL within blended 

learning environments provided structured opportunities for students to practice and 

internalize these competencies. This reinforces the argument that blended learning 

effectiveness depends less on technological sophistication and more on pedagogical 

intentionality. 

 

4.8 Toward a Systemic Understanding of Blended Learning Effectiveness 

The high overall effectiveness of the blended learning model reflects lecturers’ holistic 
evaluation of instructional coherence across components. Rather than assessing isolated 

elements, lecturers perceived blended learning as an integrated system in which learning 

outcomes, instructional strategies, assessment practices, and technological support interacted 

dynamically. This systemic perspective aligns with instructional design theories that 

emphasize alignment and coherence as determinants of learning quality [20]. 

 

At the same time, variation across component scores highlights areas for strategic 

improvement, particularly in LMS integration and synchronous online pedagogy. Addressing 

these areas would enhance not only instructional effectiveness but also institutional readiness 

for sustainable blended learning implementation. Thus, the findings suggest that future efforts 

should focus on strengthening pedagogical capacity and infrastructure to fully realize the 

potential of blended learning in compulsory curriculum courses. 

 



 

 

 

 

 

The high level of consensus among lecturers may thus be interpreted not as an anomaly, but as 

an outcome of systemic instructional alignment, shared professional development experiences, 

and institutional standardization of blended learning practices. In compulsory course contexts, 

such convergence of perception has been identified as an indicator of instructional coherence 

rather than perceptual bias [3]. 

5 Conclusion 

This study provides empirical evidence that a systematically designed blended learning model 

can effectively support the implementation of Nationally Required Courses (MKWK) and 

University Required Courses (MKWI) in higher education. Drawing on lecturers’ perceptions, 
the blended learning practices at Universitas Katolik Indonesia Santu Paulus Ruteng were 

perceived as highly effective, particularly in enhancing learning outcome clarity, pedagogical 

coherence, assessment transparency, and the development of 21st-century competencies. 

 

The findings underscore that clearly articulated learning outcomes serve as a foundational 

anchor that aligns instructional design, learning activities, and assessment practices across 

both face-to-face and online learning environments. When integrated with Design Thinking 

and project-based learning approaches, the blended learning model facilitated meaningful, 

authentic, and contextually relevant learning experiences. As a result, compulsory university 

courses—often perceived as normative or content-heavy—were repositioned as spaces for 

transformative learning rather than mere knowledge transmission. Lecturers consistently 

viewed these pedagogical strategies as effective in fostering critical thinking, creativity, 

collaboration, and communication skills that are central to contemporary higher education 

goals. 

 

Nevertheless, the study also reveals persistent challenges in the implementation of 

synchronous online learning, particularly in monitoring student engagement and ensuring the 

reliability of digital infrastructure. While these challenges did not diminish the overall 

effectiveness of the blended learning model, they highlight the importance of institutional 

readiness, technological support, and lecturers’ pedagogical capacity in technology-enhanced 

learning environments. The findings affirm that the effectiveness of blended learning is shaped 

not solely by technological availability, but by the depth of its pedagogical integration within a 

coherent instructional design framework. 

 

Overall, this research contributes to the blended learning literature by foregrounding lecturers’ 
perspectives within the context of compulsory curriculum courses—an area that remains 

relatively underexplored. By conceptualizing blended learning as an integrated instructional 

system rather than a mere combination of delivery modes, this study offers both theoretical 

and practical insights for higher education institutions seeking to institutionalize blended 

learning in nationally and institutionally mandated courses. Future research is recommended 

to employ longitudinal designs, incorporate student learning outcome data, and utilize mixed-

method approaches to further examine the sustainability and pedagogical impact of blended 

learning across diverse institutional contexts. 
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