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ABSTRACT

This study investigates digital literacy integration within English Language Teaching (ELT)
curricula across Thai local government universities through documentary analysis of
108 courses. Employing frameworks including Technological Pedagogical Content Knowledge
(TPACK), Substitution, Augmentation, Modification, Redefinition (SAMR), European Digital
Competence Framework (DIGCOMP), and Connectivism, we identify a hierarchical readiness
gap: near-universal adoption of foundational skills (DIGCOMP: 93% strong alignment) and tech-
nological-pedagogical integration (TPACK: 84%) contrasts sharply with lagging transformative
(SAMR: 64%) and networked practices (Connectivism: 50%). Crucially, socio-cultural barriers,
teacher-centered traditions, rigid assessment systems, and Western-centric assumptions
of learner autonomy explain persistent Connectivism underperformance, particularly in
humanities disciplines. Regional disparities (e.g., 20% vs. 68% connectivism alignment across
provinces) further reflect infrastructural inequities and pedagogical conservatism. Mirroring
Global South trajectories, Thailand’s foundations-first approach prioritizes technical literacy
over pedagogical reimagination, leaving graduates ill-equipped for Al-disrupted classrooms.
This study proposes three imperatives, including an expanded AI-TPACK model integrating
ethical Al governance, hybrid frameworks (e.g., SAMR + HeDiCom) for low-resource contexts,
and decolonized digital integration centering cultural responsiveness. These innovations
offer replicable pathways for teacher education in resource-constrained ecosystems globally.
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1  INTRODUCTION

The rapid change and evolution of digital technologies have fundamentally
transformed educational paradigms, necessitating a critical re-examination of how
digital literacies are embedded within teacher education curricula [1]. In Thailand,
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where English Language Teaching (ELT) plays a pivotal role in global competitive-
ness, local government universities face mounting pressure to align their curricula
with 21st-century demands [2]. However, despite nationwide reforms such as the
2019 shift from a five- to four-year teacher education program, the integration of
digital pedagogies remains uneven and understudied [3]. This study employs doc-
umentary research to analyze how Thai universities incorporate frameworks such
as Technological Pedagogical Content Knowledge (TPACK), the SAMR (Substitution,
Augmentation, Modification, Redefinition) model, the European Digital Competence
Framework (DIGCOMP), and Connectivism into ELT curricula. Therefore, it addresses
a critical gap of the disconnect between policy-driven digital education initiatives and
their practical implementation in pre-service teacher training. The 21st century has
ushered in an era where digital literacy is no longer optional but a core competency
for educators [4]. Teachers are expected to foster skills like critical thinking, creativity,
and collaboration while navigating an increasingly digitalized learning environ-
ment [5]. In Thailand, this shift is compounded by the need to prepare graduates
for a workforce where English proficiency and technological adaptability are inter-
twined [6]. The theoretical frameworks such as TPACK and SAMR provide structured
approaches to technology integration, yet their application in Global South contexts,
particularly in English language teacher education, remains under-researched [7].
To illustrate, while TPACK emphasizes the interplay of technological, pedagogical,
and content knowledge (CK) [8], its real-world implementation often overlooks con-
textual barriers such as limited infrastructure or resistance from traditionalist fac-
ulty [9]. Similarly, the SAMR model’s hierarchical stages [10] are frequently cited but
rarely critiqued for their Western-centric assumptions about resource availability
and teacher autonomy [11]. This study fills these gaps by evaluating how these frame-
works are operationalized or sidelined in Thailand’s unique educational landscape.

The urgency of this study is, thereby, further underscored by the disruptive emer-
gence of generative Al (GenAl), which has exposed new vulnerabilities in teacher
preparedness [12]. While Thai studies have explored pre-service teachers’ use of
technology for self-learning materials [2]. None has systematically examined how
curricula address Al-driven tools like ChatGPT or adaptive learning platforms.
This omission is striking given that GenAl challenges foundational assumptions of
TPACK and SAMR, necessitating an expanded AI-TPACK model that incorporates eth-
ical Al use and prompt engineering as core literacies. Concurrently, the DIGCOMP
framework’s focus on digital skills [13] and Connectivism’s emphasis on networked
learning [14] remain siloed in Thai ELT curricula, as evidenced by the preliminary
findings of this study, which show 93% alignment with DIGCOMP but only 50%
with Connectivism [14]. Such disparities reveal a systemic preference for basic dig-
ital competencies over transformative pedagogies, a trend that risks leaving Thai
graduates ill-equipped for future classrooms. These significant gaps mirror global
trends in teacher education. Studies in Global South contexts [15], [16] reveal sim-
ilar disparities: while basic digital skills (DIGCOMP) are increasingly institutional-
ized, transformative frameworks like SAMR and Connectivism lag, particularly in
resource-constrained settings. In Latin America, Romero-Tena et al. [15] note that
78% of educators use technology for substitution (SAMR’s lowest tier), while net-
worked learning remains siloed in STEM disciplines. Similarly, Southeast Asian
institutions [17] report about 50% adoption of Connectivism due to infrastructural
barriers and pedagogical conservatism. This global pattern underscores the urgency
of contextualizing digital competencies beyond technical literacy.

The significance of this study lies in its dual focus on benchmarking and inno-
vation. By documenting the current state of digital literacy integration across
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38 Rajabhat universities, it provides the first comprehensive snapshot of Thailand’s
progress and pitfalls. Methodologically, it advances documentary research through a
rigorous coding protocol that aligns curricular content with TPACK, SAMR, DIGCOMP,
and Connectivism, a novel approach for Global South contexts. [15] Practically, its
findings inform three actionable priorities: (1) updating TPACK to include Al literacy;,
(2) adapting SAMR for low-resource settings, and (3) bridging the gap between
DIGCOMP’s individual competencies and Connectivism’s collaborative ethos. The
AI-TPACK is, therefore, necessitating an expanded AI-TPACK model (see Figure 1) that
incorporates four dimensions: (1) Technical Al Literacy (e.g., prompt engineering
for LLMs), (2) Ethical Al Governance (bias mitigation, data privacy), (3) Pedagogical
Al Integration (adaptive learning design), and (4) Critical Disciplinary Al (e.g., AT’s
impact on language acquisition). Unlike TPACK’s tripartite structure, AI-TPACK
centers ethical and critical dimensions as core literacies, positioning Al not merely
as a tool but as a complex agent reshaping pedagogical ecosystems. These contribu-
tions are timely, as Thailand’s Ministry of Education seeks evidence-based strategies
to achieve its “Thailand 4.0” digital education goals [3]. Ultimately, this study not only
maps the uneven terrain of digital literacy in Thai ELT curricula but also sounds a
clarion call: without urgent reforms to address Al, contextualize frameworks, and
prioritize transformative over tokenistic technology use, Thailand’s pre-service
teachers will enter classrooms where their digital pedagogies are already obsolete.
By centering this study on policy-practice gaps and emergent technologies, we aim
to catalyze a broader conversation about equitable digital integration in teacher edu-
cation, one that resonates across the Global South. The objectives of this study are
1. to analyze the extent to which digital literacies are embedded within the English
teaching curricula of local government universities in Thailand and 2. to identify
the existing gaps and suggest improvements for curriculum development based on
contemporary digital literacy theories.

2  LITERATURE REVIEW
2.1 Networked learning and digital competencies: Global perspectives

Connectivism’s emphasis on decentralized, collaborative knowledge-building
[18] faces implementation hurdles transcending Thailand. European higher educa-
tion institutions leverage DIGCOMP to standardize digital literacy [19] yet struggle to
integrate networked pedagogies, especially in humanities [20]. Meanwhile, African
and South Asian universities [21] report sub-40% Connectivism alignment due to
bandwidth limitations and teacher-centered traditions. Critically, this global imple-
mentation gap underscores a limitation inherent in standardized digital compe-
tence models alone; foundational literacies, while necessary, prove insufficient for
cultivating the complex, collaborative learning ecologies central to Connectivism’s
promise [18]. As [22] demonstrated that effective technology integration requires
moving beyond technical proficiency to address complex interplays of teacher
belief systems, pedagogical knowledge, and supportive school cultures, challenges
are equally pertinent to networked learning adoption in higher education. Similarly,
[23] emphasizes that culturally responsive approaches are essential for meaning-
ful online learning, highlighting the critical role of context beyond mere technical
access or skill. Consequently, the persistent disconnect between possessing discrete
digital skills and fostering truly interdependent, learner-driven environments [18]
is widely attributed to a confluence of factors: unreliable connectivity hindering
sustained collaboration and profoundly rooted academic cultures often prioritizing
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transmission over co-creation [24]. This necessitates a fundamental shift towards
contextually attuned models. As [24] argues in Al & Society, uncritical technologi-
cal solutionism frequently overlooks entrenched socio-material realities and peda-
gogical legacies, a critique highly relevant to networked learning implementation.
Kalogiannakis and Papadakis [25] and [26] empirically demonstrate that technical
access alone fails to foster collaborative digital pedagogies. Their studies on mobile
learning in early STEM show that pre-service teachers’ struggles with tools like
Scratchjr stem from pedagogical hesitancy, not skill deficits, mirroring barriers to
Connectivism in Thai humanities. Consequently, the persistent gap between holding
discrete technical abilities and cultivating the complex, interdependent learning ecol-
ogies envisioned by Connectivism [18] is widely recognized. This gap is frequently
ascribed to a combination of infrastructural shortcomings (such as unreliable con-
nectivity hindering online collaboration) and deeply ingrained pedagogical tradi-
tions favoring instructor-led exposition over learner autonomy and co-creation of
knowledge. The work of [26] further illustrates this point; their study on pre-service
teachers’ acceptance of tools like Scratch]r for computational thinking highlights the
importance of factors beyond technical skill, including pedagogical confidence and
alignment with learning goals, factors equally relevant to adopting Connectivism
practices in higher education humanities. This worldwide variation necessitates
purposeful localization. Truly effective models must acknowledge and address dis-
tinct socio-cultural, pedagogical, and infrastructural conditions. Emerging blended
frameworks, such as HeDiCom [27], represent promising pathways. HeDiCom’s inte-
gration of SAMR’s focus on task redesign with cultural sensitivity offers a pragmatic
approach, particularly relevant to Global South contexts. This resonates with the
findings of [25] and [26], which suggest that successful integration models often
combine practical activity design with sensitivity to educator readiness and con-
text. Blended approaches such as HeDiCom [27], integrating SAMR’s activity modi-
fication with cultural sensitivity, present viable routes specifically for Global South
environments. Yet, major obstacles endure concerning the thorough assimilation
of the fluid, collaborative teaching methods fundamental to networked learning,
especially in fields like the humanities, where conventional didactic practices stay
firmly rooted [18]. The referenced challenge points to a disconnect between holding
discrete technical abilities and cultivating the intricate, interdependent educational
environments imagined by Connectivism [18]. Consequently, this pronounced gap
is often ascribed to a combination of infrastructural shortcomings, particularly
inadequate and erratic connectivity impeding reliable online teamwork, alongside
profoundly established scholastic customs preferring instructor-led, expository
methods rather than learner autonomy and collaborative meaning-making. This
worldwide variation emphasizes a vital realization: uniform digital proficiency
structures, while indispensable for setting elementary literacies, are by themselves
inadequate for realizing the revolutionary capacity inherent in networked peda-
gogy. Authentically powerful models require purposeful localization, recognizing
and tackling distinct socio-cultural, instructional, and infrastructural conditions.
Developing composite frameworks exemplified by HeDiCom [27] denotes hopeful
directions, particularly pertinent to Global South situations since it deliberately
combines SAMR’s pragmatic emphasis on redesigning tasks with an essential tenet
of cultural responsiveness. This combination seeks to support educators in gradu-
ally advancing their methods towards networked pedagogy while staying attuned
to local limitations, conventions, and resource contexts, thus furnishing a more
feasible and enduring pathway for nurturing digital proficiencies inside genuine,
cooperative learning communities.

58 International Journal of Interactive Mobile Technologies (iJIM) iJIM [ Vol. 19 No. 20 (2025)


https://online-journals.org/index.php/i-jim

iIM [ Vol. 19 No. 20 (2025)

Reframing Digital Literacy in ELT: Integrating SAMR, AI-TPACK, and Connectivism in the Global South

2.2 AI-TPACK: Evolving the framework for generative technologies

The Technological Pedagogical Content Knowledge framework [28] offers a valu-
able foundation for conceptualizing teacher knowledge integration. However, apply-
ing TPACK directly to the distinct complexities presented by Artificial Intelligence (AI)
in educational settings requires substantial theoretical adaptation. Recognizing Al
not simply as another digital resource but as a unique technological sphere, marked
by significant ethical challenges, inherent complexity, rapid evolution, and powerful
generative potential, the proposed AI-TPACK model addresses this critical gap.

a\-\'\cal Knowledg a

Al
Technological
Knowledge (AI-TK)

Understanding Al principles,
capabilities, limitations,
and data dependencie:

Content
Knowledge (CK)

Subject matter

Pedagogica
Knowledge (PK)

Teaching strategies
and learning theories

Fig. 1. AI-TPACK model (adapted from [28])

Crucially, grounding AI-TPACK within the expanding scholarship on Al ethics in
education [20], [21] strengthens its theoretical validity and originality. [20] Systematic
analysis highlighted fundamental ethical concerns in AIEd, such as data privacy, algo-
rithmic bias, transparency deficits, accountability issues, and impacts on learner
autonomy. [21] further argues that ethical frameworks must be intrinsically woven
into the design and implementation of educational Al, emphasizing the vital con-
nection between technological function and responsible pedagogy. Consequently,
AI-TPACK integrates ethical knowledge (EK) as a core, permeating dimension, funda-
mentally shaping the interactions between its essential knowledge domains: Al tech-
nological knowledge (AI-TK) (understanding Al principles, capabilities, limitations,
and data requirements); pedagogical knowledge (PK) (teaching strategies and learn-
ing theories); and content knowledge (CK) (subject matter). This design underscores
that educators pursuing effective and responsible Al integration must move beyond
mastering how to use Al (combining AI-TK and PK) or what Al can teach (combining
AI-TK and CK). They must also critically engage with why and under which ethical
principles Al should be employed within specific pedagogical and content scenarios
(integrating AI-TK, PK, CK, and EK). The model proposes that transformative Al inte-
gration emerges from the synergistic convergence of deep comprehension of Al’s
affordances and limits, sound pedagogical design, specific content requirements, and
rigorous ethical deliberation. AI-TPACK surfaces as a vital expansion, incorporating
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specialized proficiencies indispensable for twenty-first-century instructors operating
within this dynamically changing terrain. Technical Al literacy transcends elementary
digital abilities, necessitating skill in prompt crafting for efficient tool engagement,
comprehending large language model (LLM) customization potentials and constraints,
and cultivating core algorithmic understanding to evaluate Al outcomes critically [21].
Impactful Pedagogical Al Implementation centers on structuring instructional encoun-
ters that utilize artificial intelligence to substantially improve, not simply replace,
conventional assignments; this necessitates transcending SAMR’s substitution and
augmentation levels to devise exercises such as ChatGPT-facilitated argument exer-
cises that promote advanced cognition and teamwork. Moreover, Critical Disciplinary
Al entails appraising how artificial intelligence radically transforms domain-specific
knowledge and techniques, for instance, scrutinizing Al’s function in textual analysis
during ELT or its consequences for solution-finding strategies in STEM disciplines.
AI-TPACK, consequently, addresses directly GenATI’s disturbance of TPACK’s formerly
more stable view of technology, essentially reconfiguring artificial intelligence not as
an inert instrument but as an active, morally intricate co-agent inside the educational
journey, requiring refined, fresh instructor expertise for conscientious and revolu-
tionary assimilation. While frameworks such as UNESCO’s Al Competency Profiles
[29] emphasize transversal skills (e.g., algorithmic literacy) and TEACH [30] focuses on
operational Al tool integration, AI-TPACK uniquely addresses the intersection of eth-
ical governance, cultural responsiveness, and discipline-specific criticality required
in Global South contexts. This tripartite emphasis, absent in existing models, enables
educators to navigate Al's pedagogical complexities beyond technical proficiency,
aligning with critiques of decontextualized technology transfer [24], [27].

3 METHOD

This study employs a documentary research design, focusing on the analysis
of ELT curricula across local government institutions in Thailand, specifically the
Rajabhat Universities. The primary objective is to examine how these institutions
have integrated digital pedagogical frameworks such as Teacher 21st Century com-
petencies, TPACK, SAMR, DIGCOMP, and Connectivism.

3.1 Population and sample

The population for this study comprises all 38 Rajabhat Universities, the local gov-
ernmentuniversities, across Thailand. These universities play a pivotal role in regional
teacher education and curriculum innovation. Given the diversity in educational pol-
icies, regional priorities, and digital infrastructure, a purposive sampling technique
was employed to select the sample. The sample includes seven Rajabhat Universities,
carefully selected from the four major regions of Thailand (North, Northeast, Central,
and South). The universities were chosen from each region to ensure regional rep-
resentation and curriculum diversity. There were 108 courses selected from seven
Rajabhat Universities. The courses were compulsory subjects required in English
Education programs for which the criteria of selection were based on the availabil-
ity of publicly accessible curriculum documents, institutional emphasis on digital
transformation, and the integration of technology in English teacher education, and
all curriculum documents analyzed (e.g., syllabi, course outlines, policy guidelines)
were publicly accessible via institutional repositories or official websites. Crucially,

60 International Journal of Interactive Mobile Technologies (iJIM) iJIM [ Vol. 19 No. 20 (2025)


https://online-journals.org/index.php/i-jim

Reframing Digital Literacy in ELT: Integrating SAMR, AI-TPACK, and Connectivism in the Global South

this documentary analysis exclusively utilized anonymized, non-personal data; no
student or instructor identifiers were accessed or processed, aligning with ethical
standards for public-domain educational research. As this study exclusively ana-
lyzed publicly accessible curricular documents without involving human subjects or
personal identifiers, Institutional Review Board (IRB) approval was not required per
international standards for documentary research [15].

3.2 Instrument and data analysis

The document analysis protocol has been primarily employed in this study, spe-
cifically developed to examine the English teaching curricula of selected Rajabhat
universities. This protocol includes a structured coding framework informed by the
TPACK, SAMR, DIGCOMP, and Connectivism models, which facilitates the systematic
extraction of data related to digital integration, pedagogical strategies, and grammar
instruction. Each document—such as curriculum outlines, course descriptions, and
policy guidelines—is reviewed and coded thematically. And the data interpretation
follows the six-phase thematic analysis process proposed by Braun and Clarke and
further refined by [15], including familiarization with the data, generating initial
codes, searching for themes, reviewing themes, defining and naming themes, and
producing the report. This method supports credibility, dependability, and confirm-
ability, ensuring a rigorous qualitative interpretation of curricular practices.

1. Thematic analysis: The course descriptions were thematically analyzed based
on the 21st-century teacher competencies and theories in digital education,
as shown in Table 1. It indicates whether each course aligns with the specified
theories or frameworks through coding and theming.

Table 1. Thematic analysis codes and themes

21st-Century Teacher
Course Description Competen_mes TPACK Model SAMR Model G, 12 Connectivism
(Pedagogical Framework
Adaptability)
Example Course 1: Yes Yes (Tech + Yes (Modification/ Yes (Digital skills None
“Integrating Technology Pedagogy + Redefinition) for teaching)
in the Classroom” — Focuses Content)

on using digital tools to
enhance lesson delivery.

Example Course 2: “Digital Yes None (no None (no Yes (competence None
Literacy for Educators” — strong content | transformation focus) | areas 1-5)

Covers essential digital skills integration)

for teachers.

Example Course 3: Yes None (no explicit | None Partial (Communication | Yes (Learning
“Networked Learning in the content focus) & Collaboration) via networks)

Digital Age” — Explores how
learners use online networks
for knowledge.

Example Course 4: None None None None None
“Traditional Teaching
Methods” — Focuses on
non-digital instructional
strategies.
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Table 1 presents a thematic analysis of four example courses, evaluating their
alignment with prominent frameworks in technology-enhanced education.
The findings reveal that courses emphasizing adaptive digital teaching strat-
egies, such as “Integrating Technology in the Classroom,” align well with 21st
Century Teacher Competencies by fostering pedagogical flexibility, whereas
non-technical courses like “Traditional Teaching Methods” lack this dimension.
Regarding the TPACK Model, which requires balanced integration of technology,
pedagogy, and content knowledge, only “Integrating Technology in the Classroom”
demonstrates full alignment, while others like “Digital Literacy for Educators”
focus primarily on skills without strong content integration. The SAMR Model’s
emphasis on technology-driven task transformation is evident in courses that
explore tech-enhanced lesson redesign, with “Integrating Technology in the
Classroom” reaching Modification/Redefinition levels, while courses lacking
transformative tech use, such as “Digital Literacy for Educators,” show no
alignment. The DIGCOMP Framework’s focus on digital competence appears
in courses covering skills like online safety and collaboration, with “Digital
Literacy for Educators” addressing multiple competence areas and “Networked
Learning in the Digital Age” partially covering communication and collaboration.
Finally, Connectivism’s principle of networked learning is uniquely reflected
in “Networked Learning in the Digital Age,” which explores knowledge acqui-
sition through digital communities, whereas other courses do not engage with
this theory.

. Reliability and validity: To ensure reliability and validity in measuring cur-

riculum alignment with digital education frameworks, the classification into
Strong (5), Partial (3—4), and Weak (0-2) was based on three key criteria shown
in Table 2.

Table 2. Alignment level classification criteria

o . Example
Criterion Strong (5/5) Partial (34/5) Weak (0-2/5) from Curricula
1. Explicit Tech Direct, required Optional or No tech or Strong: Al-driven
Integration use of advanced supplemental substitution assessment
tools (VR, Al tech (e.g., PDFs, (paper-based, (Curriculum 7)
adaptive platforms) | basic apps) static digital Weak: Traditional
resources) grammar drills
(Curriculum 1)
2. Theoretical Addresses all core | Addresses 2/3 Addresses <1 Strong: Materials
Coverage theory components | components component Dev (DIGCOMP 5/5)
(e.g., TPACK’s (e.g., SAMR’s (e.g., DIGCOMP’s | Partial: E-hooks
Tech + Pedagogy Modification without | “Safety” only) | without interactivity
+ Content) Redefinition) (SAMR 3/5)
3. Pedagogical Tech redefines Tech enhances but | Techasa Strong: VR classroom
Transformation | learning (e.g., Al doesn’t transform substitute sims (Curriculum 4)
personalization, (e.g., Google Docs for | (e.g.,, scanned | Weak: Static
networked PLCs) collaboration) texthooks) PowerPoint slides
(Curriculum 2)
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4  RESULTS AND DISCUSSION

After having the data analyzed, the results can be presented as follows:

Table 3. Digital literacy framework alignment across 108 ELT courses

Framework Strong (%) Partial (%) Weak (%) Scx:a(l?—(i) (I\I/{Iiergli—(l)\;;::(g?;(i)?;ct;, )
DIGCOMP 93 6 2 3.5 88% (Central) — 100% (South)
TPACK 84 11 5 5.1 76% (Northeast) — 95% (South)
SAMR 64 26 10 42 41% (Northeast) — 79% (Central)
Connectivism 50 14 36 29 20% (North) — 68% (South)
21st-C Comp 69 21 9 45 53% (Northeast) — 84% (South)

As synthesized in Table 3, DIGCOMP (93% strong alignment) and TPACK (84%)
dominate Thai ELT curricula, while SAMR (64%) and Connectivism (50%) lag sig-
nificantly. Notably, regional disparities reveal Connectivism’s alignment ranges
from 20% in Northern universities to 68% in Southern institutions, a gap reflecting
uneven digital infrastructure and pedagogical conservatism. Mean scores further
quantify this hierarchy: DIGCOMP (5.5/6) and TPACK (5.1) far exceed SAMR (4.2)
and Connectivism (2.9), confirming that advanced technology integration remains
emergent. This study identifies a consistent hierarchy of digital framework adop-
tion in Thai ELT curricula: foundational competencies (DIGCOMP, 93% strong align-
ment) precede integrative knowledge (TPACK, 84%), while transformative practices
(SAMR, 64%) and networked paradigms (Connectivism, 50%) lag significantly. This
pattern reveals Thailand’s readiness gap, a systemic emphasis on skills acquisition
over pedagogical reimagining, reflecting broader Global South trajectories where
digital education is often reduced to technical literacy [20], [21]. Such hierarchical
adoption suggests a sequential theory of change; basic digital competencies must be
institutionalized before advanced pedagogies emerge. However, GenAI’'s disruption
demands concurrent development of all layers, exposing a critical tension between
incrementalist models (e.g., SAMR) and technological acceleration that reflects
broader global trends in 21st-century education.

4.1 Socio-cultural and institutional barriers to networked learning

The results portray the persistent underperformance of Connectivism (50% strong
alignment vs. DIGCOMP’s 93%), which cannot be attributed solely to technical lim-
itations; it reflects deeper socio-cultural, institutional, and epistemological tensions.
Thailand’s teacher-centered traditions [6], [18], which prioritize hierarchical trans-
mission, clash with Connectivism’s decentralized ethos. This mirrors resistance
observed in Nigerian humanities [21] and Vietnamese institutions [16], where com-
munal values paradoxically reinforce didacticism despite digital access [24], [27].
This cultural paradigm manifests concretely in ELT classrooms, were instructors
function as sole knowledge authorities, positioning students as passive recipients
rather than active co-constructors. Such dynamics actively suppress the peer-to-peer
interaction and distributed expertise central to networked learning models [8]. This
challenge is not only intensified within humanities fields such as literary studies, but
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traditional knowledge authority remains firmly embedded [20], [11]. Structurally,
inflexible evaluation mechanisms prioritizing solitary accomplishment over cooper-
ative results discourage networked methods [19]. Thus, educators and learners alike
marginalize time-consuming collaborative digital activities, viewing them as supple-
mentary rather than fundamental to scholastic achievement [15]. Philosophically,
the Western formulation of Connectivism presumes learner independence and dig-
ital self-sufficiency, conditions frequently unrealized in Global South settings like
Thailand, where teacher direction persists as a cultural norm [15]. These obstacles
reflect difficulties documented across African and Latin American higher educa-
tion [15], [19], [21], indicating that culturally dominant premises within networked
learning theories demand rigorous scrutiny. This reveals an essential mandate:
frameworks such as Connectivism require intentional de-westernizing, not simple
linguistic conversion, but re-envisioning prioritizing regional knowledge systems.
Absent such contextually responsive reinvention, transplanted digital teaching
approaches hazard remaining perpetually peripheral, irrespective of the technolog-
ical foundations underpinning them [20], [21], [31].

4.2 Global contexts: Divergent paths, shared challenges

Thailand’s patterns of digital incorporation, evidenced by the findings, exhibit
notable resemblances alongside educational distinctions when compared to
other Global South environments. Like Malaysia [15], [17], [18], Thailand demon-
strates proficiency in formalizing fundamental digital competencies (DIGCOMP)
yet encounters significant difficulties implementing transformative pedagogical
approaches (SAMR/Connectivism). This emphasis on establishing foundational skills
differs markedly from highly digitized systems (e.g., South Korea, Estonia), in which
governmental directives concurrently propel infrastructural development, educator
professional development, and instructional innovation [31]. Significantly, however,
Thailand’s implementation of SAMR (64% substantial alignment) surpasses typical
Latin American outcomes (78% utilization at the substitution level [27]), attribut-
able partly to centralized ICT investments [33]. Conversely, the delayed adoption
of Connectivism (50% alignment) finds parallels in Vietnham and Nigeria, contexts
where communal cultural values paradoxically obstruct digital cooperation by
strengthening in-person hierarchical structures [16], [17], [21]. The fundamental
obstacle pervasive throughout Global South environments involves incongruity
between externally introduced frameworks and indigenous pedagogical under-
standings. SAMR and Connectivism inherently assume learner self-direction, plenti-
ful resources, and constructivist foundations—conditions frequently absent within
systems emphasizing direct knowledge transmission. In Vietnam, researchers [16]
observe that 72% of educators conflate technology integration with distributing
materials using PowerPoint (Substitution), perceiving Redefinition as threatening
to curricular control. Correspondingly, literature departments in Thailand oppose
networked analytical methods, apprehensive that GenAl technologies like ChatGPT
could potentially undermine established textual interpretations they are profes-
sionally obligated to preserve [31] [32]. These frictions signify a wider epistemic
imbalance; digital frameworks originating within affluent, individualistic societ-
ies seldom integrate knowledge traditions prioritizing authoritative guidance, sta-
bility, and structured skill acquisition [27]. These tensions expose a critical flaw in
uncritical policy transfer: frameworks emerging from affluent, individualistic soci-
eties frequently disregard or marginalize knowledge traditions emphasizing com-
munal learning, structured progression, and respect for canonical knowledge [27].
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This inherent incompatibility between Western-originating digital frameworks and
Global South pedagogical philosophies demands a radical rethinking of both pol-
icy and professional development. The findings compel the argument that impos-
ing Connectivism without addressing its embedded Western assumptions of learner
autonomy and decentralized knowledge is not merely ineffective but potentially
epistemically unjust. Consequently, policy recommendations must move beyond
technical upskilling. They should mandate the co-creation of digitally enabled ped-
agogies that actively integrate, rather than override, indigenous educational values
and communal knowledge practices [33]. Similarly, teacher professional develop-
ment cannot be reduced to training on tools or frameworks like SAMR/Connectivism.
It must explicitly equip educators with critical frameworks to deconstruct the cul-
tural assumptions within imported models and empower them to design blended
approaches that honor local epistemologies while selectively leveraging digital
affordances for meaningful, contextually relevant transformation [34]. This might
involve adapting Connectivism principles to function within more structured, facil-
itator-guided online communities or redefining ‘Redefinition’ in SAMR to include
culturally situated knowledge creation that respects authoritative sources while
enabling new forms of expression. Therefore, these comparative analyses highlight
the pivotal Global South challenge: sustainable and equitable digital transformation
is impeded more profoundly by the epistemic incompatibility between adopted
Western models and localized educational philosophies than by infrastructural lim-
itations alone. Addressing this requires centering Global South voices and epistemol-
ogies in the design of digital education policy and practice.

5 CONCLUSION

This study concludes that Thailand’s ELT curricula exhibit a phased adoption
sequence: establishing fundamental digital skills (DIGCOMP) occurs before inte-
grative (TPACK) and transformative (SAMR/Connectivism) methodologies. This pri-
oritization, grounded in cultural and institutional reluctance (instructor-focused
knowledge traditions, communal educational customs) and systemic limitations
(localized connectivity deficiencies, inflexible evaluation), mirrors a wider Global
South reality where externally imposed models conflict with indigenous instruc-
tional philosophies. Critically, Connectivism’s limited adoption (50%) reflects not
only infrastructural gaps but deeper conceptual tensions: its Western-derived model
of distributed knowledge conflicts with Thai educational hierarchies and canonical
mastery traditions [18], [24]. Internationally, Thailand’s phased adoption mirrors
Malaysia’s prioritization of technical over transformative literacies [17], while lag-
ging Estonia’s systemic integration of pedagogy, infrastructure, and ethics [31] [32].
This reflects a broader Global South pattern wherein imported frameworks encoun-
ter epistemic friction [24], [27], [33], demanding co-created models such as HeDiCom
[27]. Tts superior SAMR integration compared to Latin America emphasizes the
impact of coordinated ICT funding while simultaneously revealing common defi-
ciencies in implementing collaborative networked pedagogies.
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