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Abstract. English is a foreign language taught in Indonesia. One of the 
biggest problems in teaching English as a foreign language is how to 
bridge students’ language proficiency and their indigenous cultural 
identity. The present study investigates the need for designing culturally 
responsive instructional materials for students of a Hindu higher 
education institution in Central Kalimantan, Indonesia. This research 
uses an explanatory mixed methods design to implement the Context, 
Input, Process, Product (CIPP) model to assess the pedagogical and 
cultural needs for the development of genre-based English teaching 
materials. Using purposive sampling, this study included 120 students, 5 
lecturers, 5 cultural practitioners, and 1 head of the study programme. 
The study data were collected through questionnaires, document 
analysis, and semi-structured interviews with lecturers, students, 
programme administrators, and cultural practitioners. The findings show 
a critical gap between curriculum policy and classroom practice, 
indicating the need for urgent genre-based scaffolding and technology 
based and contextualised content. Cultural analysis identifies that 
material artefacts (e.g., Batang Haring), social practices (rituals), and 
philosophical values (Tri Hita Karana) are crucial elements in enhancing 
the relevance of learning. These results provide a framework for mapping 
local wisdom into functional texts, ensuring English materials are both 
linguistically sound and culturally grounded. This study recommends 
developing technology-based English materials infused with local 
wisdom as a strategic solution for meaningful, contextualised language 
learning.  
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1. Introduction  
English has become an international language and proficiency in it has become an 
essential requirement in higher education, as it facilitates effective communication 
in global academic contexts. Studies show that language skills allow students to 
access academic resources, take part in scholarly conversations, and communicate 
their ideas effectively in educational and professional settings (Rossi, 2017; Shah 
et al., 2021). Additionally, language proficiency facilitates career advancement 
(Deepa et al., 2023). However, research shows that factors such as learning 
environment, teaching practices, and sociocultural background impact students’ 
English competence (Zhao et al., 2025). Proficiency is reflected in a learner’s ability 
to use English accurately and fluently in both oral and written contexts, hence 
enhancing academic success and worldwide employability (Khan & Khan, 2019). 
English is the international language of academia and professional 
communication, so higher education institutions are expected to offer effective 
English Language Teaching (ELT) programs to improve students’ linguistic 
proficiency and communicative skills (Richards & Rodgers, 2014). 
 
In ELT language competence is in general developed thru a mixture of receptive 
skills such as reading and listening and productive skills such as speaking and 
writing. Successful development of these skills requires well-designed 
instructional materials that are pedagogically appropriate and responsive to the 
academic environments of the learners. Previous studies have suggested that the 
availability of learning materials and the use of effective teaching methods 
influence students’ English proficiency, along with other instructional and 
contextual factors (Zhao et al., 2025). Instructional materials are important to 
guide classroom practice and provide meaningful learning experiences. 
Therefore, the development of English teaching materials should be systematic, 
contextualised and contextualised according to students’ learning needs to 
increase the effectiveness of language learning (Irawan et al., 2018). In addition, 
Purnami et al. (2024) stated that in higher education, especially in non-English 
departments, instructional learning materials should be in accordance with the 
needs and characteristics of students to ensure the relevancy of language learning. 
 
English is a foreign language taught in Indonesia. English is widely taught as 
either a mandatory or optional subject in higher education and is integrated into 
the general curriculum to prepare graduates for global competitiveness. This 
policy aligns with the goals of Law No. 12 of 2012 on Higher Education, which 
emphasises the development of innovative and competitive graduates who are 
capable of participating in global academic and professional communities. 
Government Regulation No. 4 of 2014 on the Implementation and Management 
of Higher Education also grants universities the institutional autonomy to design 
curricula that reflect their missions and the characteristics of their students. 
Institutional autonomy in higher education means universities can run their own 
academic programmes, design their own curricula, and develop their own 
learning strategies that are aligned with their needs and goals (Teshome, 2025). 
Consequently, ELT techniques differ among institutions, especially in 
non-English major programmes in which English courses typically emphasise the 
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development of fundamental communicative skills for academic and everyday 
interactions (Richards, 2015). 
 
Recent studies in ELT highlight the importance of incorporating cultural 
components into language acquisition to foster more meaningful and 
contextualised educational experiences. Culture is very important in helping 
learners understand how to use language and communicate, and it also serves as 
a valuable resource to be integrated into learning practices (Ningsih et al., 2026). 
Culture can improve learners’ ability to interact with people from other cultures 
and broaden their interest in the subject and their understanding of the context 
(Hossain, 2024).  
 
Empirical studies indicate that integrating local culture elements into English 
teaching materials can enhance student motivation and facilitate contextual 
language learning (Darma et al., 2025), enhance reading competence 
(Ratminingsih et al., 2020), and improve the development of reading, writing, 
listening, and speaking skills and confidence in English (Nambiar et al., 2020). In 
Indonesia, incorporating local wisdom into English teaching materials has been 
shown to enhance character education and connect language learning with 
students’ cultural values (Manuhutu et al., 2023), while also promoting social 
harmony (Padmadewi et al., 2025). Moreover, a systematic review of ELT 
practices in Southeast Asia confirms that integrating local culture positively 
influences students’ attitudes, engagement, and cultural awareness (Ratri et al., 
2024).  
 
The genre-based approach (GBA) is a pedagogical framework for teaching 
language that supports learning in context (Emilia, 2011). It discusses how 
language can be used differently in different social situations and for different 
communicative purposes. The approach usually includes several stages: 
modelling, joint construction and independent text production. These stages 
allow students to develop their ability to communicate gradually (Hyland, 2007). 
Although students’ indigenous cultures are important, some studies indicate that 
English teachers still find it difficult to incorporate English with students’ 
indigenous cultures (Caminero, 2025; Riley et al., 2024; Sonza & Protacio, 2025). 
In Indonesia, the GBA has been promoted thru curriculum reforms and 
educational policies like Merdeka Belajar Kampus Merdeka, which advocates 
flexible and contextual learning. However, the integration of cultural values in 
genre-based English teaching materials remains limited particularly in 
institutions with strong cultural or religious identity.  
 
One example of such an institution is Institut Agama Hindu Negeri Tampung 
Penyang (IAHN-TP) in Palangka Raya, Central Kalimantan. The institution 
embodies a unique cultural vision rooted in the Hindu philosophical principle of 
Tri Hita Karana, which emphasises harmony among humanity, nature, and the 
divine. This philosophy is complemented by the Dayak Ngaju cultural concept of 
Batang Haring, which represents the tree of life. This strong cultural base 
notwithstanding, systematic needs analyses have not been conducted consistently 
to inform ELT practices. Therefore, English teaching is usually based on generic 
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teaching materials that are not sufficiently representative of the cultural 
perspective of the institution or the contextual learning needs of students. 
 
There is a growing emphasis on culturally responsive English teaching materials, 
but few studies have systematically involved a needs analysis, cultural 
frameworks, and the development of teaching materials in religious-based higher 
education environments. This study therefore sought to bridge this gap thru a 
comprehensive needs assessment using the CIPP Evaluation Model to evaluate 
the Context, Input, Process and Product of the learning environment. 
Furthermore, the study used the cultural framework proposed by 
Koentjaraningrat (2005), which categorises culture into values, practices and 
artefacts. The results of this research are used as the basis for the development of 
culturally responsive genre-based English teaching materials for the students of 
IAHN-TP Palangka Raya. The following research questions were specifically 
addressed in this study: 
1. What are the pedagogical needs and cultural needs for integrating culturally 

responsive genre-based English teaching materials? 
2. What is the framework for integrating local wisdom into genre-based 

material? 
 

2. Literature Review  
As the diversity of students in educational institutions increases, there is a need 
for pedagogical practices that are linguistically and culturally responsive and 
effective. The significance of incorporating learners’ cultural backgrounds into 
instructional design for meaningful learning and identity affirmation in 
multilingual and multicultural settings has been widely recognized. For this 
reason, it is especially pertinent in the setting of higher education to investigate 
the intersection of cultural responsiveness and genre-based pedagogy. 
 
2.1 Culturally Responsive Teaching in English Language Instruction 
Culturally responsive teaching (CRT) focuses on academic achievement, cultural 
competence, and critical consciousness. Gay (2018) elaborated on CRT as a 
pedagogical framework that uses students’ cultural knowledge, prior knowledge, 
prior experiences, and performance styles to enhance the relevance and efficacy 
of learning.  
 
Here culture is seen as a key factor in shaping cognition, interaction dynamics, 
and the development of knowledge-neutral, largely Western-centric resources 
that may alienate learners’ identities. It advocates for the incorporation of 
culturally relevant literature, local stories, and community knowledge into 
language teaching practices (Gillispie, 2021; Mi Min et al., 2025). This integration 
allows students to use English not only as an academic obligation but also as a 
means of articulating their social reality (Hylton, 2025). The approach has been 
linked to higher learner engagement, better identity affirmation and increased 
communicative confidence in EFL contexts (Pevec Zimmer et al., 2024; Zeng et al., 
2025). 
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Recent research emphasises the importance of integrating cultural views within 
pedagogical methods for enhanced and inclusive learning encounters. Nisa et al. 
(2025) developed Indonesian language-learning aids by integrating CRT with the 
Technological Pedagogical Content Knowledge (TPACK) framework, 
demonstrating that culturally relevant teaching materials can enhance student 
engagement and learning outcomes in a multicultural classroom. Matiso (2024) 
found that the use of culturally responsive pedagogies in ESL classes enhances 
students’ motivation and engagement by linking learning activities to their 
cultural contexts.  
 
The use of local knowledge in teaching methodologies has been shown to enhance 
higher-order thinking skills. Fitria et al. (2025) stated that using ethnoscience in 
blended problem-based learning greatly boosts students’ ability to think critically, 
communicate, and be creative. Recent empirical studies in multilingual EFL 
situations have demonstrated that culturally responsive materials can improve 
reading comprehension, and learner engagement. Kuswandi (2025) discovered 
that culturally relevant materials improved students’ reading comprehension and 
classroom engagement, whereas Safitri et al. (2025) reported that culturally 
familiar texts can improve learners’ engagement. 
 
This constraint highlights the need for a pedagogical framework that integrates 
culturally significant content and guides students in using such material 
systematically. The GBA offers a systematic framework for integrating local 
cultural values into various stages of literacy development by highlighting the 
schematic and linguistic characteristics of texts. Using culturally relevant texts 
enables students to enhance language proficiency while fostering cultural 
understanding and appreciation (Asi et al., 2022). Culturally responsive teaching 
provides a philosophical foundation for culturally grounded instruction, and a 
practical pedagogical framework such as the GBA is essential for effective 
implementation in EFL classrooms. 
 
2.2 Genre-Based Approach 
The study of genre becomes a type of linguistic object. Systemic functional 
linguistics (SFL) is the foundation for the study of genre in linguistic literacy 
(Hyland, 2007; Swales, 1990). According to Christie and Martin (2000), linguistic 
function has become a basic reference in the framework of language use in terms 
of genre. In language and linguistics, Christie and Martin (2000) define genre as a 
communicative activity undertaken with an orientating goal. Meanwhile, Swales 
(1990) defines genre simply as a communicative event in which participants share 
a set of communicative goals. This implies that genre is a goal-orientated 
communication process for its members in certain communicative events that are 
shaped by social contexts. Different social contexts lead to different genres. Thus, 
genre is the specific way that language is used in a given situation, for example, 
the interview, media, or advertisement genres (Christie & Martin, 2000).  
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Moreover, genre is a technical term that refers to a specific type of text 
(Namaziandost et al., 2020). It denotes a variety of discourse, spoken or written, 
that embodies literary aspirations. Furthermore, Swales (1990) stated that genre 
has several characteristics and features, for example: a) Genre has a distinct 
communication event; b) Genre is goal-orientated; c) Genre has variation and 
uniqueness according to its typical features; d) Each genre has limitations and 
restrictions, including content, physical form, and shape; and e) Each genre is part 
of a society of discourse. Although the GBA was previously popular due to its 
effectiveness in teaching writing skills, recent scholars highlight its advantages in 
improving the teaching of other English language skills such as listening (Aswani 
et al., 2023; Kizi & Abdujabbarovna, 2025; Namaziandost et al., 2019), reading 
(Daniarti et al., 2020; Maknun, 2019), and speaking (Putra et al., 2025).  

 
2.3 The CIPP Evaluation Model 
The Context, Input, Process, Product (CIPP) Evaluation Model developed by 
Stufflebeam and Zhang (2017) is widely used to examine educational programmes 
and to facilitate systematic decision-making for enhancement. The model helps to 
identify discrepancies between the current and expected situations, making it 
useful for conducting needs analyses in educational settings. The CIPP model has 
been used in evaluation of educational programs and finding points of 
improvement and it is effective in educational research (Agustina & 
Mukhtaruddin, 2019; Dewi et al., 2025; Zhang et al., 2011). Academic researchers 
can use this technique to evaluate the institutional environment, resources, 
teaching methods and learning outcomes to identify areas for improvement. 
Hence, in this study, the CIPP model provided a systematic framework for 
identifying pedagogical needs before developing instructional materials. 
 
The model emphasises the necessity of evaluating the context by examining 
institutional needs and conditions, such as existing regulations, prior syllabi, and 
stated learning objectives. The input evaluation looks at the available resources. 
These include the pedagogical competence of the lecturers, the existing teaching 
materials and the present competency level of the students. Process evaluation is 
the assessment of the implementation of the teaching and learning activities in the 
classroom while product evaluation is the assessment of students’ learning 
outcomes and competencies. 
 
2.4 Koentjaraningrat's Cultural Dimension Theory 
Koentjaraningrat (2005) defines culture as values, practices and artefacts. These 
dimensions offer a holistic analytical framework for identifying local wisdom that 
includes the philosophical, behavioural, and tangible manifestations of the culture 
of a community. The framework in this study serves as a guide for the selection 
and organization of local cultural content so that English teaching materials reflect 
the cultural identity of the learners in a systematic and pedagogically meaningful 
way. 
 
2.5 Theoretical Framework 
This research uses and combines the CIPP Evaluation Model (Stufflebeam & 
Zhang, 2017), CRT (Gay, 2018), Koentjaraningrat's (2005) cultural dimensions, and 
the GBA (Emilia, 2011; Hyland, 2007). The CIPP Evaluation Model identifies 
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pedagogical needs for English language learning materials through four aspects: 
context, input, process, and product. Furthermore, Koentjaraningrat's (2005) 
cultural theory is used to identify elements of students' local wisdom that are 
appropriate for integration into English language learning materials, including 
cultural values, social practices, and cultural artefacts. Culturally responsive 
teaching is the philosophical underpinning for incorporating culture into English 
language learning, which enhances the meaningfulness and relevance of the 
learning process and increases student engagement. Lastly, the GBA is used as a 
pedagogical framework to organise local cultural content into various functional 
text genres. 
 

3. Methodology  
3.1 Research Design 
To achieve the objectives of the study, this study adopted a sequential explanatory 
mixed-methods design, beginning with quantitative data analysis and proceeding 
to qualitative data analysis to explain the quantitative results (Creswell, 2014). In 
this study, the CIPP Evaluation Model proposed by Stufflebeam and Zhang (2017) 
served as the primary analytical framework for examining current English 
teaching practices. In addition, Koentjaraningrat's (2005) cultural dimension 
theory was used to identify cultural themes relevant to instructional development. 
 
3.2 Participants 
This study used purposive sampling to select participants with sufficient 
knowledge and experience relevant to the research (Creswell, 2014). The 
participants in this study included five English lecturers, the Head of the Hindu 
Education Department, five cultural practitioners with expertise in Hindu 
Kaharingan rituals (the first practitioner or the eldest is considered the primary 
informant), and 120 students of the Hindu Education Department at the Institut 
Agama Hindu Negeri Tampung Penyang (IAHN-TP), Palangka Raya from the 
2022–2024 academic years who had completed the English course. These groups 
were chosen for their particular competence and direct involvement with the 
pedagogical and cultural needs of the institution. Table 1 shows the specifications 
of the participants. 
 

Table 1: Participants' specifications  

Participant Group Sampling Technique Number 

English lecturers 
Total population sampling (within 
the purposive sample) 

5 

Students Criterion purposive sampling 120 

Head of the Hindu 
Education Department 

Key informant purposive sampling 1 

Cultural practitioners Expert purposive sampling 5 

 
To reduce the possibility of bias associated with purposive sampling, source 
triangulation was employed in this study. Data collected to answer the problem 
formulation were collected from various sources, namely the English lecturers, 
students, the Head of the Hindu Education Department and cultural practitioners. 
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In addition, technical triangulation was also carried out by comparing the results 
of the questionnaire, interview and observation to ensure the consistency of data. 
The researcher used this source and technical triangulation to ensure the validity 
and reliability of the data collected. 
 
3.3 Instruments 
Data were collected by means of questionnaires, interview guides and document 
analysis. To ensure content validity, the tools were validated by five experts, 
including three language experts and two cultural experts. Expert assessment 
demonstrated a Content Validity Ratio (CVR) and a Content Validity Index (CVI) 
of 1.0. This consensus indicated that the instruments were very valid to evaluate 
both the pedagogical and cultural aspects of the study. Validity of the 
questionnaire was checked using Pearson product moment correlations and 
reliability was tested using Cronbach's alpha. The results of the validity test of the 
Pearson product-moment correlations showed that the correlation coefficient of 
each item was greater than the critical value (r > 0.361; α = 0.05; n = 30). This means 
that every item of the questionnaire was valid. The Cronbach's alpha test result 
produced an overall coefficient of 0.936, which is above the recommended 
threshold 0.70 (Hair et al., 2019). So it can be concluded that the questionnaire was 
valid and reliable before used to collect the data of the study. 
 
3.4 Data Collection 
Data were collected using surveys, semi-structured interviews and document 
analysis. The survey gathered quantitative data on perceived needs in the 
components of the CIPP model. The interviews provided qualitative insights into 
cultural practices, beliefs and community expectations for the development of 
materials. Document analysis of the existing curriculum, cultural artefacts and 
ritual practices supplemented the data and provided contextual and historical 
background. 
 
3.5 Data Collection Procedure and Protocol 
The data required for this study was collected in three stages of research. First, the 
researcher obtained research permission from IAHN-TP Palangka Raya. The 
researcher obtained research permission and determined the research sample 
based on the sample selection criteria specified in this study. Second, the 
researcher collected quantitative data by distributing questionnaires to evaluate 
the English language material from a pedagogical perspective, in line with the 
CIPP Evaluation Model. The questionnaires were distributed to lecturers and 
students who had been selected as respondents. Third, qualitative data were 
collected through interviews and document analysis to evaluate the 
English-language material from the perspective of students' local culture. 
Interviews were conducted with five lecturers and five selected traditional 
leaders. Before conducting the interviews, the researcher explained the purpose 
of the interviews and ensured that all participants were willing to provide 
information in accordance with the research needs. 
 
3.6 Data Analysis 
The quantitative data collected through the questionnaires were analysed 
descriptively to identify the specific needs for each aspect of the CIPP Evaluation 
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Model of Stufflebeam and Zhang (2017), including context, input, process, and 
product. Descriptive analysis was used to examine the responses, providing a 
comprehensive overview of the current state of ELT materials and methods 
(Creswell, 2014; Sugiyono, 2015). It also highlighted gaps and prioritised areas for 
improvement to support English-language learning and cultural integration 
better. To analyse the quantitative data, the researchers used SPSS version 25 for 
Windows. 
 
The qualitative data from the interviews and document analysis were examined 
using an interactive analysis model, following the stages described by Miles et al. 
(2014): data condensation, data display, and conclusion drawing/verification. The 
analysis began with transcribing the data that were obtained through the 
interviews and the document analysis. The extracted data were then read 
repeatedly to ensure that the researcher understood the collected data and that 
the data were sufficient to answer the research questions. Subsequently, coding 
was conducted to identify data sources and aspects of the research problem 
formulation such as the implementation of English language learning, the 
availability of teaching materials, appropriate cultural contexts for integration 
into English language learning, and students' needs regarding the integration of 
these cultures.  
 
Furthermore, coding was also applied to characterise the data according to the 
CIPP concept, making it easier for researchers to identify data related to 
pedagogical aspects. Coding was also carried out using Koentjaraningrat's (2005) 
cultural dimensions theory, which comprises cultural ideas, social practices, and 
material artefacts to facilitate the identification of data related to cultural aspects. 
The grouped data were then compiled into a cross-table to compare results from 
one source with those from another, ensuring validity and reliability. This way, 
all collected data could be used to draw conclusions that answered the research 
questions. Specifically, for document analysis, the researcher examined the data 
using the criteria shown in Table 2. 
  

Table 2: Criteria for document analysis 

Response Criteria 

Yes 
The indicator is fully implemented and consistently supported by 
evidence from documents. 

Partial 
The indicator is implemented only partially, inconsistently, or 
requires further improvement. 

No The indicator is not implemented, or no supporting evidence is found. 

 

4. Results and Findings 
This section reports the research findings. The findings are presented according 
to the two main research questions. The section begins with the pedagogical and 
cultural requirements identified by the CIPP evaluation and cultural dimensions. 
Secondly, it proposes the suggested framework of local wisdom integration in 
genre-based materials.  
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4.1 Pedagogical Needs and Cultural Needs for Integrating Culturally  
Responsive Genre-Based English Teaching Materials 
4.1.1 Pedagogical Needs Based on CIPP Evaluation Model 
A systematic evaluation on the needs for developing English teaching materials 
using the CIPP model was conducted. This assessment is designed to explore the 
gap between the current instructional practices and the learning outcomes 
expected of the institution and its students. By examining these four dimensions, 
the study provides a comprehensive overview of the administrative, instructional, 
and practical requirements for transitioning from generic materials to culturally 
responsive, genre-based materials. The findings of this pedagogical evaluation are 
detailed below.  
 
4.1.2 Context 
The context evaluation was a diagnostic phase to evaluate existing instructional 
techniques’ alignment to institutional objectives. The purpose was to examine 
curriculum policies and learning objectives to identify gaps and opportunities 
within the English programme at IAHN-TP Palangka Raya. The needs of the 
program were identified through the evaluation of documents and feedback from 
stakeholders. The analysis confirmed the necessity for new materials that meet 
both academic standards and the demands of local culture.  
 

Table 3: Summary of context evaluation findings based on document analysis 

No. Aspect to be 
Valued 

Evidence from Documents Availability 

1. Institutional policy 
alignment 

SN-Dikti & MBKM Guidelines Yes 

2. Cultural vision 
integration 

IAHN-TP strategic plan (Tri Hita Karana )  Yes 

3. Course relevancy English syllabus (RPS) vs students' needs No 

4 Local wisdom 
specificity 

Curriculum document (Dayak Ngaju & 
Hindu Kaharingan) 

No 

 
The institutional curriculum places a significant emphasis on philosophical and 
cultural foundations, as evidenced by the document analysis. As the results in 
Table 3 show, although there are high-level policies such as the SN-Dikti, the 
MBKM, and the IAHN-TP strategic plan (Tri Hita Karana), there is a lack of specific 
integration of content in the English-syllabus with the content of local-wisdom. 
The Programme Learning Outcomes are designed to equip the graduates to serve 
as Hindu educators and researchers thru a focus on communication skills and 
cultural awareness. This indicates a clear need to integrate Hindu values and local 
wisdom in the educational process. 
 
As can be seen in Table 4, the context evaluation showed a significant gap between 
formal curriculum policies and their implementation in the classroom. The 
cultural vision of university is in accordance with the institutional policies, such 
as SN Dikti and MBKM. However, the document analysis revealed that specific 
course-level materials are largely unavailable, resulting in generic Course 
Learning Outcomes that fail to operationalise the cultural competence outlined in 
the Programme Learning Outcomes effectively. The results of the questionnaire 
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also show a perception gap because 40% of students reported that the learning of 
English is not meaningful to be integrated with culture, although the lecturers and 
department leaders actively support the policy. The interviews also revealed that 
the main barrier was the lack of contextualised teaching materials or e-modules, 
so that cultural elements were included only incidentally in teaching. Therefore, 
despite adequate digital infrastructure, English instruction has not fully 
supported students’ development as culturally competent Hindu educators, 
highlighting the urgent need for integrated materials that connect language 
learning with local wisdom. 
 

Table 4: Context component triangulation 

Aspect Policy 
Expectation 

Lecturers Students Head of 
Department 

Primary 
Finding 

Curriculum 
Policies 

Tri Hita 
Karana 

Integration 

100% 40% 100% Lack of 
implementation 

Implementation 
Requirement 

Systematic 
examples 

100% 55% 50% Insufficient 
input 

 
4.1.3 Input 
The input evaluation assessed the readiness of human resources, instructional 
materials, and digital infrastructure to make the proposed English program 
feasible. Document analysis (Table 5) revealed that, despite the institution having 
skilled personnel and adequate infrastructure, there is a severe shortage of 
culturally specific educational resources. 
 

Table 5: Summary of input evaluation findings based on document analysis 

No. Aspect to be Valued Evidence from Documents Availability 

1. Lecturer qualifications and 
competence 

Curriculum structure and 
staff academic records 

Yes 

2. Cultural teaching guidelines and 
model texts 

Teaching guidelines and 
syllabus  

No 

3. Culturally integrated learning 
materials 

English instructional texts 
and textbooks 

No 

4. Digital infrastructure and 
facilities 

Institutional facility data 
(internet, platforms) 

Yes 

 
Data triangulated from the questionnaires and the interviews indicated a 
multifaceted environment characterised by both preparedness and inadequacy. 
All the lecturers and the Head of Department attested to the high level of 
pedagogical competence, but none of them is currently using cultural texts due to 
the lack of available material. Just 45% of the students said they felt confident 
about their English skills. However, a high motivation was observed as 55% 
specifically requested culturally integrated content and 90.83% preferred a GBA. 
This indicates that although human resource capability is substantial, both groups 
are impeded by an absence of ‘cultural input’ and genre-based models. 
 
A lot of the materials are generic, printed and non-interactive, but 80.84% of 
students are ready for digital learning and the current infrastructure is 
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underutilised in terms of resources. Students said the current classroom resources 
are ‘not relevant’ and ‘disconnected to Hindu Dayak or Dayak identity. The 
results, summarised in Table 6, show that the biggest gap is not the lack of 
technology or talent but the absence of a structured e-module to bridge digital 
readiness and CRT. 
 

Table 6: Input component triangulation 

Aspect Policy 
Expectation 

Lecturers Students Head of 
Department 

Primary 
Finding 

Human 
resources 

Component & 
culturally 
ready 

100% 45% 100% Gap in skill 
implementation 

Learning 
materials 

Culturally 
integrated & 
genre-based 

0% 0% 0% Resource 
deficiency 

Infrastructure Technology-
enhanced 
learning 

100% 80.84% 100% Inadequate 
pedagogical 
use 

 
4.1.4 Process 
The process evaluation assessed the extent to which the instructional activities, 
planning, implementation, and assessment met the institution’s standards for 
culturally integrated and genre-based instruction. The document analysis, 
summarised in Table 7, revealed that there are basic instructional frameworks in 
place, but the systematic use of the GBA and cultural contextualisation is lacking. 
The evaluation showed that although basic instructional frameworks are officially 
established, they are not used consistently.  
 
Most importantly, the analysis revealed that there is no structured, dedicated 
textbook or instructional module that integrates GBA principles with local 
cultural content. Thus, pedagogical practices are largely dependent on generic 
and externally obtained resources that do not sufficiently enable the intended 
instructional design. Not having the right textbook makes lesson planning 
inconsistent and causes the integration of the four language skills and the 
systematic use of CRT to be more difficult. 
  
Thus, instructional activities are more likely to be procedural than pedagogical. 
This finding underscores the fact that the lack of a contextually appropriate genre-
specific textbook is one of the main sources of the mismatch between the 
institutional expectations and the actual classroom practices, and therefore, it 
highlights the critical need for culturally integrated instructional materials. 
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Table 7: Summary of input evaluation findings based on document analysis 

No. Aspect to be Valued Evidence from Documents Availability 

1. Systematic GBA planning English syllabus (RPS) activity 
sequences 

Yes 

2. Balanced skills 
development 

Syllabus structure (Balanced 
4-skills focus) 

No 

3. Culturally integrated 
implementation 

Instructional activities and lesson 
delivery 

No 

4. Contextualised assessment Assessment rubrics and evaluation 
trials 

No 

 GBA: Genre-Based Approach 
 

The triangulated data indicated a substantial ‘implementation gap’ between 
intended frameworks and actual classroom conditions. During the planning 
stage, the majority of stakeholders recognised the existence of syllabus 
components, yet 21%-29% of them observed inconsistent implementation 
regarding cultural integration and skills balance. The interview data also supports 
the finding that planning is largely textbook driven, limiting the ability to 
encourage the integration of the four skills in a contextualised manner. 
 
The difference is even more apparent in terms of implementation. The 
implementation rate was only 40% as the intended instructional processes did not 
match the actual practice, and the Head of Department said that the lecturers 
reported 70%. The students said that the lessons were traditional, with no 
systematic approach to the transitions between language skills and with cultural 
themes only appearing ‘occasionally’. Furthermore, although technology is 
discussed in planning documents, it is not maximised to enable multimodal 
learning. 
 
The biggest difference was seen in the assessment phase. The lecturers said that 
100% of students obey the rules of assessment. However, only 40% of the students 
thot that these tests helped them to achieve their learning objectives. Furthermore, 
current assessments are still too generic, and they do not assess integrated 
language skills, nor the cultural competency needed by the school. Table 8 
confirms the need for improving the teaching approach to create an interactive 
and culturally relevant model that balances and integrates the four language 
skills. 
 

Table 8: Input component triangulation 

Aspect Policy 
Expectation 

Lecturers Students Head of 
Department 

Primary 
Finding 

Instructional 
planning 

GBA and skills 
integration 

7.14% 78.75% 71.43% Inconsistent 
realisation 

Implementation Culturally 
integrated & 
multimodal 

70% 78.75% 40% Implementati
on gap 

Assessment 
 

Contextualised 
and integrated 

100% 40% 50% Disparity in 
assessment 

GBA: Genre-Based Approach 
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4.1.5 Product 
The product assessment focused on the tangible outcomes of the learning process 
with a special emphasis on the students’ proficiency in the integrated language 
skills and their ability to demonstrate cultural competency. The document 
analysis is summarised in Table 9, showing that the administrative requirements 
for learning objectives are met. However, there are no clear indicators to measure 
the degree of students’ engagement with local culture or how well they are 
improving in all four language abilities. 
 

Table 9: Summary of input evaluation findings based on document analysis 

No. Aspect to be Valued Evidence from 
Documents 

Availability 

1. Cultural competence indicators Criteria for evaluation 
and results explanation 

No 

2. Genre-based performance 
standards 

A specific criterion for 
skills in a certain genre 

No 

3. Integrated four-skills 
achievement 

Final grade records and 
students’ portfolios 

Partial 

4. Contextualised language use Task for evaluating 
practical 
communication 

No 

 
The triangulated data showed a large gap between academic performance and 
communication skills. The results of the questionnaire show that students may 
pass the course, but only 53.33% think that they have developed balanced skills 
and cultural awareness. The Head of Department agreed with this view, stating 
that even when students achieve good results, they still do not fully understand 
the material. Additionally, the students thought that the resources they are 
currently using are too general and do not align with the academic and cultural 
identity their programme requires.  
 
The interview findings indicated that students’ progress in the four language 
skills is inconsistent due to insufficient contextualised practice and a lack of 
integrated learning tools. Consequently, the students frequently encountered 
difficulties using English in authentic or culturally relevant contexts and showed 
low confidence when required to integrate all four skills. The data presented in 
Table 10 make this gap clearer. Regarding learning outcomes, while lecturers 
(100%) and the Head of Department (71.43%) believe that the programme is 
aligned to produce culturally competent graduates, only 53.33% of the students 
feel they have achieved this competence. This shows a significant gap between 
what people think and what they in fact do.  
 
Regarding the mastery of skills, both lecturers (60%) and students (65%) reported 
a moderate level of mastery. However, the Head of Department's lower rating 
(40%) suggests that the four language skills are not being integrated 
systematically at the programme level. The most important part of the learning 
materials was the ‘material impact’ section, where both the Head of Department 
(0%) and the lecturers (0%) reported no relevant, contextualised instructional 
materials, and only 30% of the students considered the materials somewhat 



1000 

 

http://ijlter.org/index.php/ijlter 

relevant. This clearly shows that the current materials are mostly generic and do 
not support culturally responsive and genre-based learning.  
 

Table 10: Product component triangulation 

Aspect Policy 
Expectation 

Lecturers Students Head of 
Department 

Primary 
Finding 

Learning 
outcomes 

Culturally 
competent 
graduates 

100% 53.33% 71.43% Achievement 
gap 

Skills 
mastery 

Integrated 
four-skills 
proficiency 

60% 65% 40% Lack of skill 
integration 

Material 
impact 
 

Relevant and 
contextualised 

0% 30% 0% Generic output 

 

4.1.6 Cultural Needs Analysis 
The development of English materials at IAHN-TP Palangka Raya requires the 
integration of cultural elements. This cultural requirement analysis was guided 
by Koentjaraningrat’s (2005) framework, which categorises culture into three 
interrelated dimensions: ideas, social practices, and material artefacts. This 
framework enables English materials to function not only as a tool for developing 
linguistic competence but also as a medium for expressing students’ religious 
identity and local wisdom, particularly the Hindu philosophy of Tri Hita Karana 
and the Dayak Ngaju concept of Batang Haring.  
 
Interviews with Dayak Hindu Kaharingan practitioners revealed a strong 
agreement that key elements of Dayak Ngaju and Hindu Kaharingan culture 
should be incorporated into English materials. Among these, Batang Haring (the 
Tree of Life) emerged as the central cultural theme because it represents 
philosophical, moral, and spiritual values aligned with the Tri Hita Karana. 
Incorporating these cultural components is considered important for 
strengthening students’ cultural identity, enhancing the relevance of learning, and 
supporting both language development and cultural awareness. 
 
4.1.7 Cultural Values (Values System) 
Batang Haring, or the Tree of Life, is the most important cultural value that can be 
incorporated into the English teaching materials at IAHN-TP Palangka Raya for 
the practitioners. They said Batang Haring reflects the Dayak Ngaju worldview 
that emphasises the harmony and balance of God, humans, and nature. This idea 
is very much related to a Hindu philosophical concept called Tri Hita Karana, 
which also emphasises harmonious relationships in life. 
 
The practitioners emphasised that the depth of Batang Haring’s philosophy 
provides a solid conceptual foundation for the contextualisation of English 
learning. The symbol has relational, ethical and spiritual values that are highly 
significant in the daily lives of the Dayak people. As one practitioner put it: 

“Batang Haring may be a bridge between Hindu values and local 
knowledge. If students learn English through this theme, they learn the 
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language and at the same time internalise the meaning of life reflected in 
their culture.” (Practitioner 1). 

 
Other practitioners also mentioned that Batang Haring embodies important values 
such as gratitude, respect, and balance. Values are considered particularly 
important for the younger generation subject to rapid cultural change and 
globalisation. Therefore, integrating Batang Haring into ELT is not only a 
pedagogical strategy but also a means of transmitting cultural philosophy and 
preserving cultural identity. These values can serve as thematic foundations for 
various genres such as narrative, descriptive, report, recount, procedure, 
exposition, and explanation texts. 
 
4.1.8 Cultural Practices (Social System) 
The results of the interviews suggest that English learning materials should 
integrate Dayak Ngaju and Hindu Kaharingan social practices, particularly 
life-cycle rituals related to birth, marriage, and death. These practices reflect 
important social values such as unity, responsibility, mutual respect, devotion, 
and community cohesion and function as a moral system that guides social 
interactions within the community.  
 
According to the lecturers, integrating these practices into English instruction 
creates contexts that are both meaningful and familiar, thereby increasing 
students’ engagement in language learning. The GBA also enables effective 
exploration of these cultural contexts through a variety of genre types such as 
narrative, descriptive, report, recount, procedure, exposition, and explanation 
texts: 

“Integrating local cultural values and practices helps learners connect 
more easily with the topics. It helps them become more proficient in both 
language and culture” (Lecturer 1). 

 

Specialists also said that activities like rituals, communal gatherings, prayers and 
traditional practices are included to help students see how culture influences 
behaviour, worldview and communication patterns. This incorporation enriches 
the resources for English learning and advances the institutional goal of 
producing culturally aware graduates that respect indigenous cultural 
frameworks. 
 
4.1.9 Cultural Artefacts (Material System) 
The third theme focused on the integration of artefacts; tangible objects with 
historical, spiritual and artistic values. These include Sapundu (wooden poles 
used in rituals), Sandung (secondary burial house), Balai Basarah (worship hall) 
and Balai Antang and Huma Betang (traditional long house). Informants 
consistently identified Batang Haring as the most important cultural artefact 
among these. 
 
These artefacts are significant cultural texts, embodying community identity, 
artistic expression and belief systems. The practitioners suggested that they could 
be used as contextual and visually attractive resources for learning English. For 
example, descriptive texts could describe the physical features of the objects, 
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report texts could describe their functions and cultural roles, explanation texts 
could describe the cultural philosophy behind them, procedure texts could 
describe how certain ritual objects or foods are prepared, exposition texts could 
describe the importance of cultural preservation, and recount texts could recount 
cultural events or personal experiences related to these artefacts. 
 
4.2 A Framework for Integrating Local Wisdom into Genre-Based Materials 
This section presents the framework of the genre-based digital English resources 
integrated with Dayak’s cultural wisdom and Hindu values through the stages of 
GBA and interactive multimedia features.  
 
4.2.1 Mapping Local Wisdom into Instructional Text Genres 
This study mapped the three cultural dimensions of Koentjaraningrat (2005), 
ideas, social practice and material artefacts, into specific functional text genres to 
operationalise these concepts. The conceptual alignment presented in Table 2 
constitutes the pedagogical blueprint for the e-book to be developed, 
guaranteeing that language acquisition and students’ cultural literacy develop 
simultaneously. The instructional framework is blended with the wisdom of 
Dayak Ngaju and Hindu Kaharingan, as shown in Table 11. 
 

Table 11: The mapping of local wisdom dimensions into functional text genres 

 
Table 11 demonstrates that the mapping guarantees that students engage with 
culture not as a static subject (thematic) but as a dynamic context in which they 
use English to describe, narrate, and reflect on their social reality. The social 
practice features are associated with narrative and procedural texts to assist 
students in explaining the stages and significance of traditional ceremonies such 
as Manyaki Ehet, Nahunan, Mamapas Lewu, Tiwah, and Basarah. 
 

Cultural 
Dimension  

Local Culture Theme 
Corresponding 

Text Genre 

Integrated 
Language 

Skills 

Tri Hita 
Karana 
Values 

Cultural 
Ideas 

(Philosophical 
Values) 

Batang Haring as Local 
Wisdom: The Myth of 
Batang Haring, the Story 
of Dohong and Tingang, 
Batang Haring as the 
Symbol of Harmony 

Narrative, 
descriptive, 
exposition 

Listening 
Reading 
Speaking 
Writing 

Parahyangan 
Pawongan 
Palemahan 

Cultural 
Practice 
(Rituals and 
Traditions) 

Rituals in Hindu 
Kaharingn: Manyaki 
Ehet, Nahunan, 
Mamapas Lewu, Tiwah, 
Basarah 

Report, 
Recount, 
Explanation 

Listening 
Reading 
Speaking  
Writing 

Parahyangan 
Pawongan 
Palemahan 

Cultural 
Artefacts 
(Material 
Objects) 

Sacred Symbols and 
Objects: Balai Antang, 
Sapundu,  
Sanding. Huma Betang: 
foods for ritual offerings; 
things prepared for the 

Basarah ritual 

Descriptive, 
Exposition, 
Procedure 

Listening 
Reading 
Speaking  
Writing 

Palemahan 
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The model is built as a layered, interconnected framework, with each layer having 
a specific teaching purpose. The basic selection of content is based on cultural 
dimensions (ideas, social practices and material artefacts). These dimensions are 
then translated into local wisdom themes which are contextualised learning 
content that are meaningful and relevant to the students’ sociocultural 
background. At the level of instruction these themes are implemented thru 
appropriate text genres which serve as tools for the organization of language 
input and for the direction of the teaching/learning process.  
 
The genre-based structure integrates systematically the four language skills 
(listening, speaking, reading and writing) as the core learning outcomes, enabling 
balanced and comprehensive language development. The entire instructional 
design is guided by the philosophical framework of Tri Hita Karana. This 
guarantees that language learning is not only linguistically orientated but also 
culturally grounded and value laden. This integrated structure presents how local 
knowledge is pedagogically transformed into meaningful genre-based English 
teaching. 
 
4.2.2 Digital Scaffolding Structure Through the Teaching and Learning Cycle 
The e-book development involves a modified teaching and learning cycle (TLC) 
based on GBA. This TLC is systematically built upon by a digital scaffolding 
framework. In this context, each instructional stage is pedagogically sequenced 
and supported by technology mediated scaffolding that gradually helps learners 
from guided understanding to independent language production.  
 
Overall, the data collected suggested that the incorporation of digital media is 
essential for culturally responsive ELT materials. This is supported by the results 
of the questionnaire that 109 (90.83%) of the 120 students prefer learning materials 
in multimedia formats such as videos, images, audio recordings and interactive 
exercises. Furthermore, 97 students (80.84%) stated that digital learning activities 
allow them to understand English texts better than traditional printed materials. 
 
This scaffold integrates Quick Response (QR) code-based multimedia, interactive 
tasks, and contextual resources and links students’ basic knowledge to more 
advanced linguistic and cultural skills. The six stages below outline a systematic 
approach to digital scaffolding that decreases help as students improve. 
1. Let’s Get Started! (Introduction).  

This first step, called Building Knowledge of the Field (BKoF), is the first in a 
series of steps that build scaffolding. It provides students with basic support 
by having them use what they already know in addition to learning new 
words. Short videos, QR-linked visual prompts, or glossaries that help 
students connect local wisdom themes with what they already know are 
examples of digital scaffolding. 

2. Look, Listen, and Read! (Text Exploration)  
At this point, scaffolding is reinforced by using multiple modes of input. 
Students can read model texts, listen to audio recordings, watch videos and 
do interactive quizzes thru QR codes. This digital support helps them 
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understand with more than one sense and allows learners to see real language 
use and cultural contexts. 

3. Let’s Break It Down! (Text Analysis)  
This stage is similar to the Modelling of Text (MoT) stage where scaffolding is 
more overt and analytical. Annotated texts, highlighted structures and guided 
exercises are among the digital resources that help students identify general 
structures and language features. The scaffolding here assists students to 
decode texts in a planned way. 

4. Let’s Create Together! (Joint Construction)  
In this phase of working together (Joint Construction of Text), scaffolding is 
provided through interactions with peers and teachers via online tools such 
as shared documents and guided templates. These tools are scaffolding that 
allows students to co-construct texts while also receiving structured help. 

5. Show Your Creativity! (Independent Construction)  
In this phase, scaffolding is removed slowly, helping the students gain more 
independence. Students write their own texts, showing how well they know 
the language and understand local knowledge. Digital prompts or optional 
supports are still present but no longer needed. This is the transition from 
guided to independent performance. 

6. Let’s Reflect! (Values Internalisation)  
The last step adds scaffolding to the emotional and reflective areas. Students 
learn the moral and philosophical values of Tri Hita Karana through guided 
reflection prompts delivered via QR-based interactive forms or discussion 
platforms. This phase is about ensuring that learning is not only about facts 
and figures but about changing the student and reinforcing his/her cultural 
identity. 

 

5. Discussion  
The present study emphasises a considerable gap between institutional policies 
and the practice of English language teaching at IAHN-TP Palangka Raya. The 
CIPP study points out that the current English materials are standard and 
culturally unresponsive. This finding reveals that ELT programs lack theoretically 
grounded and culturally relevant resources to leverage students’ existing cultural 
knowledge, which consequently limits students’ academic engagement and 
identity validation.  
 
In fact, there is no English-language data to support CRT, a teaching approach 
that takes into account the cultural backgrounds, experiences, and identities of 
students to establish learning spaces that are inclusive and equitable for all (Liu 
et al., 2025; Ma et al., 2024; Nguyen & Huynh, 2023). Recent research highlights 
that culturally responsive pedagogies create more inclusive language learning 
environments by taking into account learners’ cultural backgrounds and 
experiences, which greatly enhances students’ motivation and engagement in 
learning (Liu et al., 2025; Matiso, 2024; Rhodes & Lohr, 2021). 
 
Moreover, the university has enough digital infrastructure and competent 
teachers, but the lack of culturally relevant model texts makes successful teaching 
very difficult. Conventional lecture-based methods predominantly characterise 
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the teaching process. The evaluation revealed that the GBA is implemented only 
partially, missing critical educational phases such as joint construction and 
scaffolded modelling. As a result, students feel inadequately prepared and lack 
the confidence to communicate in English in authentic or culturally significant 
contexts. Previous research also indicates that integrating local cultural elements 
into English learning materials can improve students’ motivation and 
engagement, as learners are more familiar with the cultural contexts presented in 
instructional texts (Boonsuk et al., 2026; Syafii et al., 2022; Tazhitova et al., 2022). 
Furthermore, the use of local cultural elements in English-as-a-foreign-language 
learning materials can help reduce students' anxiety (Tarno, 2025; Tazhitova et al., 
2025).  
 
The process evaluation revealed that the instructional method is highly 
traditional, with the GBA implemented only partially. Genre is fundamentally a 
goal-directed social communication process (Dandi & Muzzi, 2005; Gajewska & 
Podhorodecka, 2016). The lack of comprehensive scaffolding in the classroom, 
including modelling and cooperative building, denies students the linguistic 
framework necessary to express their cultural realities effectively. The literature 
contends that including a GBA provides a systematic framework that is essential 
for transcending superficial thematic cultural inclusion and transforming 
culturally recognisable texts into effective tools for scaffolded language 
acquisition (Ahn, 2012; Caplan & Farling, 2017; Jarunthawatchai et al., 2025; Lo et 
al., 2018).  
 
In this study, the theory of cultural aspects (Kontjaraningrat, 2005) was used to 
integrate local wisdom into instructional materials systematically. The researcher 
could then use this theoretical framework to address the specific pedagogical 
deficiencies that had been identified by the initial evaluation. The proposed 
framework consists of three levels of classification for local wisdom; namely, 
cultural ideas, social practices and material artefacts. The ideas dimension 
includes basic theories like Batang Haring, while the social practices dimension 
includes the elaborate rites of the Hindu Kaharingan. Ultimately, the material 
artefacts are physical objects such as Sapundu, Balai Antang, Huma Betang, Cucur 
and Sangku. This is a concrete stimulus for the student learning. 
 
The main contribution of this study is the creation of an integrative pedagogical 
framework that systematically tackles these deficiencies. This study, unlike the 
previous studies that examined cultural integration or genre pedagogy in 
isolation, proposes a multi-layered framework that integrates three crucial 
dimensions: 1) cultural content based on Koentjaraningrat’s (2005) cultural 
dimensions, 2) pedagogical structuring via the GBA, and 3) technology-enhanced 
digital scaffolding through the TLC. This integrated framework represents an 
innovative contribution, moving local wisdom from supplemental content to a 
fundamental organising principle of instruction. 
 
In particular, the framework is unique in three ways. First, it provides a systematic 
mapping model that links cultural dimensions (ideas, practices, artefacts) to 
certain text genres and language skills. This ensures that cultural content is useful 
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not only for themes but also for teaching. Second, the framework situates this 
mapping within a genre-based instructional cycle, allowing students to move 
from modelling to independent construction in a structured way. This addresses 
the lack of scaffolding in the classroom. Third, the framework includes a digital 
scaffolding system that uses QR code-based multimedia and interactive tasks. 
This turns abstract teaching ideas into real-life, easy-to-use teaching methods. 
 
Additionally, the presence of a quiz or game within the Wordwall application to 
support English skills enables students to engage in engaging learning activities 
(Alfiah et al., 2024). Integrating culturally responsive pedagogy with 
technology-enhanced learning environments has also been shown to improve 
students’ engagement and learning outcomes by contextualising teaching 
materials within learners’ cultural backgrounds (Nisa et al., 2025). The Tri Hita 
Karana philosophy is explicitly reinforced by concluding each cycle with a 
value-internalisation reflection, ensuring that the developed English materials are 
both linguistically and culturally grounded.  
 
The findings of this study are consistent with those of Kumara et al. (2025), who 
found that integrating local culture into ELT materials can make learning more 
contextual and increase student engagement. Similarly, research by Murtini et al. 
(2025) found that integrating digital technology into learning makes learning 
more interactive and creates a student-centred learning experience. Furthermore, 
their study also emphasised the importance of using multimedia and electronic 
quizzes that provide immediate feedback to improve students' English skills. 
 

6. Conclusion  
The research found that there was a significant difference between the 
institutional vision of IAHN-TP Palangka Raya with the realisation of teaching 
English. The curriculum should contain local wisdom and the philosophy of Tri 
Hita Karana. However, the English materials are generic and irrelevant to 
students’ sociocultural backgrounds. The CIPP review indicates that although the 
infrastructure and teacher proficiency are sufficient, the lack of culturally 
responsive resources and inconsistent implementation (GBA) prevents students 
from expressing their cultural identity in English. 
 
The cultural dimensions of ideas, social practices and artefacts (Koentjaraningrat, 
2005) can be integrated to teach the GBA framework holistically. The proposed 
materials are shifted from the linguistic exercises into the meaningful cultural 
representations, linking the Dayak Ngaju and Hindu Kaharingan values to some 
textual genres (e.g., descriptions of Sapundu, or the story of the ritual of Mamapas 
Lewu). Furthermore, the production of an e-book with digital scaffolding and a 
value-internalisation phase (Let’s Reflect!) ensures that the learning of English 
language contributes to linguistic competence and cultural awareness. 
 
The results of this study have theoretical, pedagogical, and practical implications 
for the implementation of culturally responsive English language learning, 
especially in higher education. The theoretical implications of this study are that 
it enriches theory on integrating the CIPP Evaluation Model with 
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Koentjaraningrat's (2005) cultural dimensions and CRT, which is then packaged 
in a GBA. From a pedagogical perspective, the integration of these theories can 
guide the implementation of learning. Thus, the implementation of learning will 
be richer and more authentic, reflecting students' local identities. In practice, 
researchers and English teachers can adopt this theory to inform the development 
of culturally responsive English learning materials. 
 
In terms of research limitations, this study has two limitations. First, the study 
was conducted at only one Hindu higher education institution, so the results 
cannot be generalised to other institutions with different characteristics. Second, 
the selection of research subjects was conducted using purposive sampling, which 
also limits the generalisability of the results. Therefore, the findings in this study 
only represent the conditions and situations at the research site. 
 
In line with these limitations, further research to develop and implement teaching 
materials according to the need’s framework generated by this evaluative study 
is proposed. In addition, further research to test the effectiveness of the developed 
English language materials in improving students' English proficiency, cultural 
awareness, learning engagement, and higher-order thinking skills in higher 
education is recommended. 
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