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1. INTRODUCTION

The Government of Indonesia has established the Independent Curriculum policy as a strategic effort in
transforming the education system to be more adaptive to the challenges of the times and the needs of students
[1]-[3]. This curriculum is designed to serve as a flexible guide for educational units in compiling contextual and
meaningful learning experiences. One of the main foundations of the Independent Curriculum is the granting of
autonomy to teachers to design learning experiences based on the needs of students and the specific conditions of
the school. The Independent Curriculum ideally provides space for teachers to develop learning models based on
local potential and student characteristics, while instilling the values of the Pancasila Student Profile as the main
foundation of the nation's character education [4], [5]. In this policy paradigm, teachers are not only in charge of
delivering material, but also acting as active facilitators in shaping students' social-emotional and cognitive
competencies in a dynamic learning environment. [6], [7]
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The Merdeka Curriculum is designed based on a constructivist framework that puts students’ learning
experience at the center, as well as emphasizing the role of teachers as active facilitators. This concept
emphasizes the importance of project-based learning and strengthening the values of mutual cooperation, critical
thinking, and independent learning in the educational process [8], [9]. This idea is in line with Dewey's
progressive education theory, which states that education should be relevant to real life and foster students'
adaptive abilities [10]-[12]. The Independent Learning Approach also adopts the spirit of Learning
Independence, which requires collaboration between teachers and students in creating a personalized, reflective,
and future-oriented learning process [13], [14].

However, the implementation of the Independent Curriculum in various educational units has not
shown alignment between policies and field practices. At Elementary School Trans Madang, South Sumatra,
teachers face complex challenges, ranging from a limited understanding of the curriculum’s essence to a lack of
supporting facilities and low technological literacy, which hinders project-based learning. Previous research
[15]-[17] revealed that limited human resources, infrastructure, and parental participation are the primary factors
that hinder the optimal implementation of this curriculum. Additionally, there are differences in perceptions
among stakeholders that hinder the coordination of curriculum implementation at the school level.

A significant research gap exists in understanding how teachers transform their roles within resource-
limited educational settings during curriculum implementation. Most previous studies have concentrated on
technical aspects of the Independent Curriculum in urban schools with sufficient infrastructure and training
support, while the dynamics of teachers in marginalized areas navigating role changes reflectively and
strategically remain underexplored. Specifically, there is a lack of empirical evidence on how teachers in schools
with structural and social limitations develop adaptive strategies to shift their pedagogical approaches from
traditional methods to innovative, collaborative, and contextual learning design [18], [19]. Academic discussions
about teacher role transitions in new curricula are minimal in contexts of resource-limited schools, creating a
significant knowledge gap in understanding the process of teacher transformation under structural constraints.
This gap is particularly clear in elementary schools, where teachers must shift from traditional roles to become
creative, collaborative, and contextual learning designers, yet not all teachers are adequately prepared mentally
or skill-wise for this transition. The urgency of this research arises from three critical factors: First, the
immediate need for contextual empirical evidence to improve primary school teachers’ capacity to implement
curricula in resource-constrained environments. Second, there is a strong requirement to develop adaptive
educational policies based on real-world field data rather than just theoretical frameworks. Third, it is vital to
address the growing gap between policy expectations and actual implementation capabilities in marginalized
educational settings.

This research adopts a comprehensive problem-solving framework that examines teacher challenges,
adaptive strategies, and transformation processes through qualitative case study methodology. The approach
focuses on understanding the reflective and strategic ways teachers navigate role change while developing
professional capacity amid structural limitations. The study emphasizes participatory and contextual responses to
curriculum demands, providing insights into capacity building based on field challenges. This research aims to
achieve four specific objectives: (1) Identify and analyze the multifaceted challenges faced by teachers during
Independent Curriculum implementation at Elementary School Trans Madang; (2) Examine the adaptive
strategies developed by teachers in response to curriculum demands within resource-constrained environments;
(3) Investigate the process of reflection and transformation of teachers' roles in adjusting pedagogical approaches
to meet student needs and school ecosystem requirements; (4) Develop evidence-based recommendations for
enhancing teacher capacity and designing context-specific education policies.

The research questions are: How prepared are teachers to implement the Independent Curriculum? To
what extent is the learning infrastructure being used effectively? How do differences in understanding between
parties affect the curriculum implementation process? And what strategies do teachers use to develop their
professional skills despite limitations? This research is expected to contribute significantly both theoretically and
practically. Theoretically, this research can enhance the literature on the transformation of teachers' roles within
the context of new curricula in marginalized areas. Practically, the findings can serve as a reference for other
schools in developing strategies to improve teacher capacity and design more context-specific education policies.
Additionally, this research can also inform teacher training institutions, the Education Office, and policymakers
in developing support programs for implementing the Independent Curriculum based on field data challenges.

2. RESEARCH METHOD

This study employs a descriptive, qualitative approach, designed in the form of an exploratory case
study [20]. This approach was chosen because it allows researchers to examine the phenomenon of teacher role
transformation in implementing the Independent Curriculum in depth, especially in the context of elementary
schools with limited facilities and resources. The qualitative approach emphasizes understanding social meaning
and processes in a natural context based on the perspective of the participants [21], [22]. This research is
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exploratory because it aims to investigate how teachers respond to the challenges of curriculum implementation
and develop contextually adaptive strategies.

The research was conducted at Elementary School Trans Madang, Sumberharta District, Musi Rawas
Regency, South Sumatra Province. This location was chosen deliberately because Elementary School Trans
Madang is one of the elementary schools that has been appointed as the implementer of the Independent
Curriculum since 2023. The school is known for having a good school culture and concern for the environment,
but at the same time faces limited infrastructure and access to technology. The focus of the research is directed at
classroom teachers who actively implement the Independent Curriculum, namely Class I (M, S.Pd.), Class II (S),
Class IV (S.Pd.), and Class V (Y, S.Pd.) teachers.

The researchers were present directly on site as the main instrument. This presence includes the
involvement of researchers in the observation process, interpretation of phenomena, and data collection and
analysis. The researcher conducted non-participatory observations on the implementation of learning, conducted
in-depth interviews with key informants, and collected supporting documents related to curriculum
implementation. Primary data was obtained from interviews with teachers and students, while secondary data
was obtained from observation and study of documents such as lesson plans, class notes, and documentation of
school activities.

The determination of data sources is carried out using purposive sampling techniques, taking into
account the direct involvement of informants in the implementation process of the Independent Curriculum. The
main data sources include classroom teachers, principals, and students as learning subjects. Data collection was
carried out through three main techniques: passive participatory observation, semi-structured in-depth
interviews, and document studies. Observations are used to observe learning practices and patterns of interaction
in the classroom. Interviews were conducted to explore the perceptions, understandings, and strategies used by
teachers. Document studies focus on the study of learning tools, teachers' reflective notes, and documentation of
learning activities.

Research instruments, including observation guidelines and interviews, were developed independently
by researchers based on theoretical studies and relevant research. Specifically, the instruments were designed
based on Dewey's Progressive Education Theory [23], [24] for understanding contextual learning approaches,
Constructivist Learning Theory [25], [26] for analyzing teacher-student interaction patterns, Teacher
Professional Development Theory by Guskey [27] for studying teacher adaptation processes, and Fullan's
Change Theory [28]for understanding curriculum implementation dynamics. Additionally, the development of
the instruments referenced recent empirical research on challenges in implementing the Independent Curriculum
and on teacher role transformation in resource-limited settings.

This instrument is not adapted or adopted from previous research, but is constructed based on
contextual needs and indicators derived from the literature on the implementation of the Independent
Curriculum. The instruments are validated by two curriculum experts and one education practitioner to ensure
the suitability of the content, clarity of indicators, and alignment with the focus of the research. The reliability
was established through internal consistency reliability, inter-rater reliability (Cohen's kappa coefficient 0.78),
test-retest reliability (85% agreement), dependability through detailed documentation, and confirmability
through a comprehensive audit trail. These measures ensure consistent and trustworthy findings for
understanding teacher role transformation.

Table 1. Research Instrument Grid

Research Aspects Indicators Data Source
- Teachers’ readiness to understand and implement the
Challenges of . . - . . .
. curriculum- Limited training and experience- Teacher interviews,
Implementing the S o ) e .
Availability and utilization of learning facilities- observations, school
Independent . . .
. Differences in understanding between teachers, documents
Curriculum .
principals, and parents
- Efforts to participate in training and independent . .
, .. . . Teacher interviews,
Teachers’ Strategies in development- Innovation in the use of learning . .
. . . . . observations, documentation
Facing Challenges technologies- Collaboration with peers and parents in . o
. . of learning activities
supporting the curriculum
- Change of pedagogical approach from instructional to
Transformation of the  facilitative - Role of teachers as designers and learning Teacher’s narrative, the
Teacher’s Role leaders - Reflection of teachers in the process of result of learning observation
curriculum adaptation
. - Parental support for curriculum programs- Teacher interviews, school
School Environment . . . . .
Context Collaborative culture in the school environment- documentation, observation
Community response to learning innovations of school-parent interaction
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The research procedure was carried out in three systematic stages. The first stage is preparation, which
includes a literature review to establish a theoretical framework, initial observations of the site for context
identification, and the preparation of data collection instruments. The second stage is field implementation,
where researchers collect data through observation of learning activities, interviews with teachers and principals,
as well as documentation of the learning process and teacher reflection. The third stage is analysis and reporting,
which involves the processes of data transcription, coding, categorization, and depiction of key themes based on
the qualitative data analysis approach outlined in the Miles and Huberman model.

Data analysis was carried out in Descriptive Thematic following the stages of data reduction, data
presentation, and conclusion drawing [29]. Deductions are made by sorting out important data and focusing on
research questions. The presentation of data is arranged in the form of simple narratives and visualizations to
clarify the pattern of findings. Conclusions are drawn by linking empirical findings and relevant theories. The
validity of the data is maintained through the strategy of triangulating sources (interviews, observations,
documents), member checking, and audit trail recording. Validity is also strengthened through peer discussion
and repeated reflection between researchers. This legitimacy strategy is employed to ensure that research is
credible and can be trusted as a reliable reference for understanding the challenges and strategies teachers face in
transforming the role of basic education. This overall methodological approach is designed to produce a
contextual, reflective, and applicative understanding of the practice of the Independent Curriculum in primary
education units.

3.  RESULTS AND DICUSSION
Teachers’ Readiness in Implementing the Independent Curriculum

Teachers at SDN Trans Madang show limited readiness in implementing the Independent Curriculum as
a whole. Teachers do not fully understand the curriculum structure such as learning outcomes (CP), learning
objectives (TP), and learning objectives flow. Teachers also face barriers in the pedagogical skills required to
implement project-based learning and differentiation. Teacher, ifl stated,

“Of course, it is necessary to be ready to implement the Independent Curriculum, such as
understanding the curriculum and the learning methods used.” The IF3 teacher added that, “Before
implementing the Independent Curriculum, teachers must understand the needs and feelings of
students and build conducive classroom management.”

The statement indicates that teacher readiness encompasses conceptual, emotional, and pedagogical
aspects that have not yet been fully developed.

The observation results show that teachers are still predominantly using lecture methods in learning and
have not fully implemented the project-based approach as required in the Independent Curriculum. Most teacher
lesson plan documents still employ the traditional structure and lack a systematic flow of learning objectives.
School documentation shows that training has been held regularly, but teacher attendance is uneven and the
results of the training have not been fully reflected in teaching practice. The if2 teacher stated, "Teacher
readiness requires self-development such as participating in the Independent Curriculum workshop,
collaboration, and reflection.” However, all the teachers disagreed, claiming they had not received regular and
intensive training.

To provide a clearer picture of the teacher readiness across several sub-aspects, Table 2 presents a
recapitulation of interview and observation data.

Table 2. Recapitulation of Teacher Readiness Data in the Implementation of the Independent Curriculum

Sub-Aspects Indicators Teacher Interviews Observation Results

Curriculum Teachers understand CP, "Still often confused with CP The teacher mentions the CP

Understanding TP, and learning flow and TP" (if2) without mentlf(;r(l)gvlg the learning
. ... Teachers design project-  "I'm still learning to apply The lesson plan still contains
Pedagogical Skills based learning different learning" (if3) lectures and practical questions
Teachers use digital "I'm not used to using digital No projectors or interactive
Use of Technology media and platforms platforms yet" (if2) media were found
Training Teachers attend training dOVZZFkZiZ,f f Z(Zee:elsz 1% [,, Attendance documents show two
Participation regularly P P & Y teachers who are regularly active

(if1)

As shown in Table 2, the main weaknesses lie in curriculum comprehension and the lack of application
of project-based learning methods. Teachers also struggle with technological adaptation and show inconsistent
participation in training programs.
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Findings from interviews and observations were reinforced through data triangulation that compared
three main sources: teachers, the field, and school documentation. To strengthen the validity of the findings,
Table 3 displays triangulation data on teacher readiness in implementing the Independent Curriculum.

Table 3. Triangulation of Teacher Readiness Data

Information Focus Teacher Interviews Field Observations School Documentation

Teachers feel that they do not

Curriculum The teacher does not explain The RPP does not list the
. understand the flow of CP . S

Understanding and TP the learning objectives in full order of CP and TP

Training Teachers say the training is Only one teacher mentioned The training certificate is

Curriculum not routine and limited continuous training owned by only two teachers

Use of Teachers are not used toNo use of digital media Facilities available but

Technology using digital media found in the classroom rarely used

Table 3 confirms that inconsistencies across teacher responses, field observations, and documentation
reflect systemic gaps in readiness, particularly in curriculum mastery, training exposure, and technological
implementation. Teachers at Elementary School Trans Madang have not shown optimal readiness in
implementing the Independent Curriculum. Limited understanding of CP and TP, lack of project-based learning
experience, and low mastery of technology are the main obstacles. Although training is available, teacher
participation is still sporadic, and training outcomes have not been fully internalized in classroom practice. These
triangulated findings underscore the need for structured professional development, continuous pedagogical
mentoring, and sustained support systems to ensure effective and contextualized implementation of the
Independent Curriculum.

Availability and Utilization of Learning Infrastructure

Teachers at Elementary School Trans Madang stated that the availability of physical learning facilities
is adequate, but their use in supporting the implementation of the Independent Curriculum is not optimal.
Teacher M said, “It is very supportive because with adequate facilities, students become enthusiastic in
learning”. Teacher S also stated that, “With adequate infrastructure and facilities, it will make students
comfortable in learning”. This statement shows that teachers consider the physical environment sufficient to
support the implementation of learning activities.

However, observations show that the use of technological devices such as projectors, active speakers, or
other digital media has not been optimally utilized in the learning process. Guru Sj stated, "There is a lack of
planning and management of facilities, so the tools are sometimes not used optimally"”. Teacher Y added, "There
are obstacles, such as uncomfortable environmental conditions and not all teachers can use technology". This
statement indicates that there are challenges in terms of usage, regardless of device availability. School
documentation shows that each class has been equipped with digital learning media since 2023, but no official
guidelines or schedule for its use in daily activities have been found. To illustrate the gap between availability
and usage, Table 4 summarizes the interview and observation data related to infrastructure readiness.

Table 4. Infrastructure Availability and Utilization Data Recapitulation

Sub-Aspects Indicators Teacher Interviews Observation Results
Facility Learning facilities are "Classroom facilities are very Full classroom, projector
Availability generally available supportive" (M, S) available
Technology  Utilization of digital mediain "I personally am not used to Teachers do not activate
Utilization learning activities using technology"” (S, Y) media during KBM
Technology Teachers are trained to use ~ "Lack of technology training for No ICT training found since
Training technology teachers" (M, Sj) 2023

As shown in Table 4, although teachers perceive physical facilities as adequate, the actual use of
available technological tools during classroom learning remains minimal, indicating a disconnect between
availability and implementation. Triangulation from interviews, observations, and documentation confirms that
infrastructure exists but has not been utilized effectively. To reinforce this conclusion, Table 5 presents
triangulated data on learning infrastructure from multiple sources.
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Table 5. Learning Infrastructure Data Triangulation

Inf;l;)r;llellgon Teacher Interviews Field Observations School Documentation
Facility All teachers said that the Neat classrooms, tech tools Complete inventory of
Availability facilities were adequate available projectors and audio devices
Technology {ﬁléee;:?slfortsEirglttéessgiat No digital media was found to  No evidence of regular use

Utilization y & be used during KBM in the class schedule

the tool

The teacher did not show media
integration during the
observation

Tool Use All teachers said they had
Training never attended formal training

No in-house ICT training
program

Table 5 confirms that while the infrastructure is physically available, the absence of formal training and
operational policies hinders effective integration of technology into daily teaching practices. The availability of
learning infrastructure at Elementary School Trans Madang has met the basic needs of the implementation of the
Independent Curriculum. However, the use of technology facilities has not been carried out optimally due to the
lack of training, the absence of a structured use system, and the limited skills of teachers in integrating
technology into learning. This condition emphasizes that the mere presence of educational tools does not ensure
successful curriculum implementation unless supported by teacher competence, structured usage policies, and
consistent professional development.

Differences in Understanding Between Related Parties

Teachers, principals, and parents of students at SDN Trans Madang do not have a uniform
understanding of the Independent Curriculum. The teacher stated that the difference in perception and level of
educational literacy between the parties involved is a challenge in the process of implementing the curriculum.
Teacher M said, “Yes, lack of effective communication between parents and schools”. Teacher Y also asserts
that “Teachers and principals may understand the curriculum, but parents have not fully understood its
implementation.” This statement shows that although teachers and principals participate in the training and
socialization of the curriculum, parental understanding has not been systematically built.

Observation of interactions during school meetings and learning activities shows that parental
involvement is still formal and has not touched the curriculum aspect in depth. Teacher S stated, “Differences in
educational background and experience between teachers and parents often lead to a gap in understanding ”.
Guru Sj also added that the limited information provided to parents is the main cause of their lack of
understanding of the change in learning approaches. School documentation shows that there is no routine
socialization program for parents related to the Independent Curriculum, and communication between schools
and parents focuses more on developing learning outcomes, rather than curriculum approaches. To highlight
these discrepancies, Table 6 presents the recapitulated data from interviews, observations, and document analysis
regarding differing understandings among school stakeholders.

Table 6. Data Recapitulation of Differences in Understanding between Teachers, Principals, and Parents

Observed

Teacher's Statement Observational Findings Analysis
Components
Curriculum “Parents don’t understand No discussion of the Parents only focus on
Direction and the direction of this Independent Curriculum was grades and learning
Objectives curriculum” (Y) found in the parents' meeting outcomes
“Lack cati Teacher-parent interaction only ~ The role of parents is
The Role of Parents ack of communication " pal action onty o€ otp
. . between school and parents” occurs during the distribution administrative, not
in the Curriculum :
™) of report cards substantive
Commonality of “There are differences of The principal leads the There is no forum for
perception between  opinion due to educational ~ program without involving  equality between school
parties background” (S) parents and family
Curriculum “There are no special No brochures, modules, or . ..
TR . . S Delivery is informal and
Socialization to training or workshops for curriculum socialization .
e . : not systematic
Parents parents” (Sj) documentation available

As shown in Table 6, multiple factors contribute to the gap in curriculum understanding among
teachers, principals, and parents. These include a lack of structured communication, limited parental involvement
in important matters, and the absence of formal curriculum outreach programs. Differences in perceptions of the
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Independent Curriculum among these groups still pose challenges to its implementation. The lack of two-way
communication, the scarcity of educational forums for parents, and the limited information shared by schools
lead to misunderstandings. These findings confirm that successfully implementing the Independent Curriculum
requires not only teacher preparation but also inclusive communication strategies and collaborative frameworks
to foster a shared vision among all school stakeholders.

Teacher Professional Capacity Building Strategy

Elementary School Trans Madang teachers showed various initiatives in developing their professional
capacity in responding to the demands of the implementation of the Independent Curriculum. Teachers seek to
build a deeper understanding of curriculum content and approaches through formal and informal channels.
Interviews with informants M and Y revealed that training and workshops have been routinely attended before
and mid-semester. Teacher M stated that “we attended workshops organized by the office at the beginning of the
school year and in the middle of the semester”, while teacher Y added that “this training was very helpful in
understanding the structure and assessment in the Independent Curriculum”.

Observations of teacher interaction in the workspace show that there is informal collaboration between
teachers as a means of sharing good practices. Teachers S and Sj often discuss learning planning and strategies
for strengthening the Pancasila Student Profile. In addition, some teachers also develop capacity independently.
Teacher Y, for example, actively reads journals and articles about the curriculum, as well as accesses educational
video content on online platforms to broaden their horizons. He said that “watching YouTube educational
channels and reading articles is my way of compensating for information gaps”.

From an institutional perspective, schools have facilitated capacity building through the implementation
of periodic training and the provision of access to technology. However, formal mentoring programs are not
structurally available. Guru Sj said that he was mentored by a senior teacher without a formal program, but on
the basis of personal awareness. The teacher said “I learned a lot from the senior teachers at the school, even
though there was no mentoring program set by the school .

Teacher-principal interaction is also an important part of reflective strategies. Teacher Y shared his
experience in discussing the achievements and obstacles of curriculum implementation, even though this forum
has not taken place regularly. School support can be seen in the provision of discussion spaces and
encouragement for pedagogical reflection, but it has not been institutionalized in sustainable programs.To
illustrate the forms of teacher initiatives and school-level support, Table 8 provides a summary of the
professional capacity development strategies observed in this study.

Table 8. Teacher Capacity Development Strategy

Development Strategy Examples of Teacher Practice Form of School Support
Participate in Independent M and Y teachers attend workshops Implementation of training twice a
Curriculum training/workshops before and mid-semester year

Sharing good practices between  Teachers S and Sj have an informal Facilitation of teachers' rooms as a
teachers (informal collaboration) discussion in the teacher's room place for informal discussions
. . Teacher Y li li .. .
Self-paced learning (journals, cacher Y reads tterature and on '° " Provision of internet access and a
. . content to deepen their understanding . .
articles, educational YouTube) . simple library
of the curriculum

. . . . Teacher Y di th . . .
Reflective discussion with the . cacher discusses the There is a reflection forum with the
implementation of the Independent

principal Curriculum with the principal principal (not scheduled regularly)
Peer mentoring (teacher-to- Teacher Sj gets guidance from senior o j;gz.eﬁ;(zofg;m?l ré;errrlfg(rilgﬁ t on
teacher mentoring) teachers at school program, &

personal initiative

As shown in Table 8, teachers’ efforts to develop their professional skills include formal training, peer
collaboration, independent learning, and informal mentoring. However, these initiatives are often started
individually and lack a systemic support from school leadership. Elementary School Trans Madang teachers
have demonstrated genuine efforts in enhancing their professional capacity through training, collaboration,
independent learning, and peer guidance. Nonetheless, most of these strategies remain individual efforts and are
not backed by an official institutional system. These findings highlight the crucial role of school leadership in
creating a sustainable and structured support system to boost teachers' competence in implementing the
Independent Curriculum.
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Challenges of Implementing the Independent Curriculum

Teachers at Elementary School Trans Madang face structural and cultural challenges in implementing
the Independent Curriculum which is rooted in individual readiness, limited facilities, and dynamics of
understanding between stakeholders. These challenges arise simultaneously and influence each other's
pedagogical transformation processes in the classroom.

First, in terms of individual readiness, most teachers admitted that they did not fully understand the
framework of the Independent Curriculum, especially in the aspects of formative assessment and learning
differentiation. Interview data showed that four out of five teachers felt less confident in implementing the new
approach. This grade II (S) teacher stated, “we are still in the learning stage and often feel confused when
compiling teaching modules according to CP and TP ”. This unpreparedness is reinforced by observational data
that shows that the teaching modules used by teachers have not fully referred to the principles of the Independent
Curriculum.

Second, infrastructure and facilities are still the main obstacles that slow down the adoption of the
curriculum. Grade IV teachers (Sj, S.Pd.) said that classrooms are not equipped with basic technology such as
LCD projectors and stable internet connections, even though project-based learning requires access to digital
learning resources. Observations show that only one in four classrooms has adequate facilities. The school's
internal documentation noted budget constraints as the reason for the lack of facility updates.

Third, differences in understanding between parties are also a serious obstacle in the implementation of
the curriculum. The teacher of grade V (Y, S.Pd.) explained that “parents of students have not understood the
change in learning approach, so many consider students to be too relaxed because they do not memorize much”.
This condition is exacerbated by the lack of intensive communication forums between teachers, principals, and
parents. The results of observations show that student guardian meetings are only held once a semester, and
focus more on administrative aspects than curriculum education. To provide a structured overview of the
challenges, Table 10 recapitulates the major obstacles identified from interviews, observations, and school
documents.

Table 10. Challenges of Implementing the Independent Curriculum at SDN Trans Madang

Challenge Aspect Description of Field Findings

Teachers are still hesitant and do not fully understand the structure of CP-TP,

Teacher Readiness .
assessment, and teaching modules.

Limited classes have internet access, LCD projectors are not widely

Facilities and Infrastructure . . . L
available, and learning devices are minimal.

Differences in Understanding of ~ Parents have not understood the essence of the Independent Curriculum,
Related Parties teacher-parent communication is still limited.

As shown in Table 10, these three core challenges overlap and influence each other, creating a layered
complexity in the curriculum implementation process. To validate the findings from multiple sources, Table 11
presents triangulated data that demonstrates consistency and gaps across interviews, observations, and
documentation.

Table 11. Triangulation of Data on the Challenges of Implementing the Independent Curriculum

Aspects Interview Observation Documentation

Teachers admitted that they were
Teacher Readiness  still confused about compiling
teaching and assessment modules

Teaching modules are No teaching module
inconsistent with CP-TP  guidance from the office

Only 1 class has

Teacher complains about lack of Procurement plan delayed

Infrastructure LCD and internet in classroom complefce; .dlgltal due to limited funds
facilities
. Parents misunderstand and the The meeting of the Parents' communication
Understanding of . . .
: values of the curriculum are too student's guardian is  schedules are not regularly
Related Parties o .
loose administrative arranged

As seen in Table 11, the consistency between teacher statements, classroom observations, and the
school’s internal documents reinforces the depth and persistence of the identified challenges. The
implementation of the Independent Curriculum at Elementary School Trans Madang faces challenges in terms of
teacher readiness, infrastructure limitations, and gaps in understanding between parties. These findings suggest
that the success of curriculum implementation depends not only on technical readiness but also on the
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consistency of communication and systemic support between stakeholders to ensure sustainable and contextual
transformation in learning.

In light of these findings, this research began with the formulation of problems regarding how
elementary school teachers respond to the challenges of the Independent Curriculum, especially in the context of
structural and cultural limitations at Elementary School Trans Madang. This research is designed as a qualitative
case study of exploration with data collection techniques in the form of classroom observation, in-depth
interviews, and document analysis. The main focus is directed at three aspects: teacher readiness, the use of
learning infrastructure, and the understanding gap between teachers, principals, and parents.

The results of the study show that teachers face a limited understanding of the concept of the
Independent Curriculum, including learning outcomes and differential learning strategies [30]-[32]. Although
training has been provided, teacher participation is sporadic and its impact has not been fully reflected in
practice. Learning infrastructure, such as digital media and ICT devices, is available, but has not been optimally
utilized. This shows that technological skills are not only technical, but also require a contextual pedagogical
approach. In addition, the disparity in perception between teachers and parents regarding the meaning of
independent learning and non-numerical assessments also hinders synergy in curriculum implementation [33],
[34].

The interpretation of these findings shows that the transformation of the teacher’s role does not occur
linearly but through a complex and contextual adaptation process [35]-[37]. These findings confirm that the
success of the implementation of the Independent Curriculum is not only determined by technical training, but
also by the capacity of teachers to conduct critical reflection on their practice [38], [39]. In line with the theory
of social constructivism, pedagogical change requires teachers not only to master the content of the curriculum,
but also to build the meaning of learning based on local contexts and social relationships in schools [40], [41].
Strategies carried out by teachers such as reflective discussions, peer mentoring, and access to independent
digital literacy reflect the practice of critical reflection that is in line with the “teacher agency” approach in
transformative education [42], [43].

The results of this study show that the success of implementing the Independent Curriculum is highly
dependent on the readiness of teachers and the structural support in the school [44], [45]. However, this study
differs from others in that it focuses on marginalized schools, which have been underrepresented in national
education policy discourse. These findings also reinforce the need for contextual and teacher-based training
approaches [46]. In this context, teachers are not only policy implementers, but also play the role of reflective
actors who adapt policies to contextual realities [47], [48].

Several unexpected findings emerged, such as the strong intrinsic motivation of teachers to seek
independent learning resources without an official program from the school. Teachers' initiatives in building
informal learning networks demonstrate the spirit of pedagogical leadership that arises from below. This
phenomenon challenges the top-down paradigm in education reform and emphasizes the need for a grassroots
empowerment approach. The data reveal that, despite structural limitations, teachers show agency by initiating
their own capacity-building pathways, which indicates adaptive professionalism in response to policy-driven
demands.

Compared to previous studies, such as [49], [50] which emphasized the importance of centralized
professional development programs, the present findings suggest that informal peer collaboration and self-
initiated learning can be equally impactful in fostering teacher readiness. Similarly, research [51] concluded that
institutional support was the strongest predictor of teacher effectiveness under curriculum change. However, this
study expands that view by showing how teachers, even with limited institutional guidance, can demonstrate
resilience and creativity in navigating curriculum transformation. Thus, these results nuance the existing
discourse by highlighting teacher-initiated agency as a key factor.

From these findings, a general conclusion can be drawn that teachers' adaptive responses are shaped not
only by formal training but also by their contextual awareness, reflective ability, and collaborative skills. This
supports the idea that professional growth in curriculum innovation is both a systemic and personal process.
Although the findings come from a single-site case study, their relevance to other elementary schools
particularly those in semi-urban or under-resourced areas seems likely due to similar environmental and
structural challenges. The main limitation of this study is its scope, which focuses on one school, limiting its
statistical generalizability. Within the qualitative framework, the depth of exploration allows for rich contextual
understanding, but time-bound data collection and evolving national policies limit the ability to observe long-
term effects of curriculum implementation. Additionally, access to broader stakeholder voices, such as district
policymakers, was not included, which could have added another layer of analysis. The implications of this study
suggest the need for an adaptive, locally-based teacher training policy that incorporates peer mentoring and
practical reflection. Capacity-building programs should move beyond one-way training models and create space
for teachers to engage in dialogue, reflect, and share best practices. Educational institutions must foster a
collaborative culture that involves teachers in decision-making and learning innovation. Stakeholders should
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consider supporting self-directed learning pathways and recognizing informal professional practices as valid
forms of teacher development.

The innovative aspect of this research (its novelty) lies in identifying micro practices teachers use to
respond to curriculum changes, especially in suburban schools with minimal external support. This study shows
that educational transformation doesn’t always need to start from large policies; it can grow from small,
reflective actions by teachers working within their specific context. The concept of “micro-pedagogical agency”
emerging in this study provides a fresh perspective on teacher capacity in policy implementation. For future
development, longitudinal studies across different schools and regions are recommended to observe long-term
changes in the evolving role of teachers. Comparative research across urban, rural, and suburban settings could
further clarify how context influences the curriculum reform process. Moreover, collaborative action research
involving teachers, school leaders, and policymakers could serve as an effective way to help educators develop
sustainable, transformative practices aligned with both national goals and local realities.

4. CONCLUSION

This study reveals that the transformation of teachers’ roles in implementing the Independent
Curriculum at Elementary School Trans Madang does not follow a top-down pattern, but emerges through
contextual, reflective, and collaborative adaptation. Teachers face three major challenges: limited conceptual
readiness in understanding CP—TP and formative assessment, constraints in infrastructure and digital tool usage,
and a lack of shared understanding between schools and parents. Despite these barriers, teachers show initiative
through self-directed learning, peer collaboration, and informal problem-solving strategies demonstrating agency
and resilience in navigating curricular change. These findings enrich the theoretical discourse on teacher role
transformation by introducing the concept of reflective micro-adaptation, which positions teachers as active
participants in change processes through cycles of reflection, collaboration, and innovation. The study also
highlights that meaningful transformation in marginalized or resource-limited schools can stem from small-scale
teacher-led actions, not solely from centralized policy directives. This challenges conventional models of
implementation and underscores the importance of bottom-up, context-sensitive approaches. In practical terms,
the research implies that professional development must be school-based, dialogic, and responsive to local needs.
Training should prioritize mentoring, reflective forums, and collaborative decision-making involving all
stakeholders, including parents. For future research, longitudinal and multisite studies are recommended to trace
the evolution of teacher adaptation and to build grounded models of transformative practice that reflect real-
world school dynamics.

ACKNOWLEDGEMENTS

The researcher would like to express sincere gratitude to all parties who contributed to the completion
of this study. Special thanks are extended to the principal, teachers, and staff of Elementary School Trans
Madang for their openness, cooperation, and willingness to participate in interviews, observations, and
documentation during the research process.

REFERENCES

[1] M. Fuadi, T. Zulfikar, and S. I. Shadigin, “Analysis of the implementation of the independent curriculum in elementary
schools in Indonesia,” Sustain. J. Kaji. Mutu Pendidik.,2023, doi: 10.32923/kjmp.v6i2.4071.

[2] R. Jannah, “Policy analysis of the independent curriculum in Indonesia,” Syntax Lit. J. IIm. Indones, vol. 8, no. 12,
2023, doi: 10.36418/syntax-literate.v8i12.14456.

[3] W. S. Maulidya and N. Indriani, “Pengembangan kurikuklum merdeka belajar di era society 5.0,” J. Edukasi Sumba
JES, vol. 7, no. 2, 2024, doi: 10.53395/jes.v7i2.462.

[4] N.Nurhayati, Jamaris, and S. Marsidin, “Strengthening pancasila student profiles in independent learning curriculum in
elementary school,” Int. J. Humanit. Educ. Soc. Sci. IJHESS, vol. 1, no. 6, 2022, doi: 10.55227/ijhess.v1i6.183.

[5] A. Susanti et al., “The implementation of project for strengthening the profile of pancasila students in the independent
curriculum for elementary school students,” IJECA Int. J. Educ. Curric. Appl., vol. 6, no. 2, 2023, doi:
10.31764/ijeca.v6i2.15474.

[6] C. Fitriyah and R. Wardani, “Paradigma kurikulum merdeka bagi guru sekolah dasar [Independent curriculum
paradigm for elementary school teachers],” Sch. J. Pendidik. Dan Kebud., 2022, doi: 10.24246/j.js.2022.v12.i3.p236-
243.

[7] A.D. Pratiwi and S. Slamet, “Literatur review: Relevansi penerapan kurikulum merdeka dengan konsep pemikiran Ki
Hajar Dewantara [Literature review: The relevance of the implementation of the independent curriculum with the
concept of Ki Hajar Dewantara's thinking],” J. Pembelajaran Bimbing. Dan Pengelolaan Pendidik., vol. 4, no. 9, 2024,
doi: 10.17977/um065.v4.19.2024.10.

[8] M. N. Hakim, K. Z. Solihah, F. Ismail, A. Salim, and N. T. Prasetiyo, “Optimizing the merdeka curriculum for
developing the pancasila student profile through Project-Based Learning,” Munaddhomah J. Manaj. Pendidik. Islam,
vol. 5, no. 4, 2024, doi: 10.31538/munaddhomah.v5i4.1396.

[9] R.Z.Noer, D. Mustopa, R. A. Ramly, M. Nursalim, and F. Arianto, “Landasan filosofis dan analisis teori belajar dalam
implementasi kurikulum merdeka di sekolah dasar [Philosophical basis and analysis of learning theory in the

Jor. Eva. Edu, Vol. 6, No. 3, July 2025: 737 - 749



. Eva. Edu ISSN: 2716-4160 a 747

implementation of the independent curriculum in elementary schools],” J. Elem. Edukasia, vol. 6, no. 4, 2023, doi:
10.31949/jee.v6i4.7311.

T. Do, “Progressive education: Views from John Dewey’s education philosophy,” WISDOM, vol. 4, no. 3, 2022, doi:
10.24234/wisdom.v4i3.907.

E. Nasrudin, S. A. Yasha, and U. Supriadi, “Implikasi pandangan filsafat pragmatisme John Dewey terhadap praktik
pendidikan serta relevansinya dengan merdeka belajar kampus Merdeka [The implications of John Dewey's pragmatism
philosophical views on educational practices and their relevance to independent learning and independent campuses. ],”
J. Kaji. Ilm., vol. 25, no. 1, pp. 9-24, 2025, doi: 10.31599/nts9v257.

M. S. Nuha and R. A. Gustama, “The paradigm of pregressivism: Strengthening education in the era of merdeka
belajar,” Sanskara Pendidik. Dan Pengajaran, vol. 2, no. 3, 2024, doi: 10.58812/spp.v2i03.407.

U. Kulsum, Erlitawanty, S. Negeri, and 1. Malang, “Merdeka belajar: The perspective of progressivism and its
relevance to teachers as agents of change,” J. Pendidik. Multikultural Indones., vol. 6, no. 1, 2023, doi:
10.23887/jpmu.v6i1.59805.

C. Gumilar, A. Thoriq, and M. Mardiyansah, “Peran filsafat pendidikan dalam membentuk kurikulum merdeka belajar
dalam pengembangan teori dan praktik pendidikan di Indonesia [The role of educational philosophy in shaping the
independent learning curriculum in the development of educational theory and practice in Indonesial,” Harmoni
Pendidik. J. Ilmu Pendidik., vol. 2, no. 2, 2025, doi: 10.62383/hardik.v2i2.1260.

M. Hastuti and E. Agustina, “Evaluation of teachers’ performance and school environment on the implementation of
the merdeka curriculum: A Literature Review,” PPSDP Int. J. Educ., vol. 4, no. 1, 2025, doi: 10.59175/pijed.v4i1.425.
S. Slamet, R. Soelistijanto, S. Setyaningsih, S. Redjeki, and S. Sayekti, “Implementation of merdeka curriculum in the
learning process through outdoor learning methods,” RA J. Appl Res., vol. 11, no. 2, 2025, doi:
10.47191/rajar/v11i2.01.

C. P. P. Tohamba and M. Ansyar, “Teachers’ readiness for implementing the merdeka curriculum in English
instruction,” Contemp. Educ. Community Engagem. CECE, vol. 2, no. 1, 2025, doi: 10.12928/cece.v2i1.1138.

L. Corno, “On Teaching Adaptively,” Educ. Psychol., vol. 43, pp. 161-173, 2008, doi: 10.1080/00461520802178466.
M. Vaughn, “Adaptive teaching during reading instruction: A Multi-Case study,” Read. Psychol., vol. 40, pp. 1-33,
2019, doi: 10.1080/02702711.2018.1481478.

J. W. Creswell, “Research design: Qualitative, quantitative, and mixed methods approaches-4th ed,” SAGE Publ., vol.
86(385), 2013.

W. M. Lim, “What is qualitative research? An overview and guidelines,” Australas. Mark. J., vol. 33, no. 2, pp. 199-
229, 2024, doi: 10.1177/14413582241264619.

U. Haki, E. Prahastiwi, and U. T. Selatan, “Strategi pengumpulan dan analisis data dalam penelitian kualitatif
pendidikan [Data collection and analysis strategies in qualitative educational research],” J. Inov. Dan Teknol. Pendidik.,
vol. 3, no. 1, 2024, doi: 10.46306/jurinotep.v3il.67.

T. Do, “Progressive education: Views from John Dewey’s education philosophy,” WISDOM, vol. 4, no. 3, 2022, doi:
10.24234/wisdom.v4i3.907.

R. Altenbaugh and A. Zilversmit, “Changing schools: Progressive education theory and practice, 1930-1960,” Educ.
Res., 1993, doi: 10.2307/2081577.

B. Brau, “Constructivism,” U. N. Peace Oper. Int. Relat. Theory, 2020, doi: 10.4135/9781483375519.n148.

S. E. Cooperstein and E. Kocevar-Weidinger, “Beyond active learning: A constructivist approach to learning,” Ref.
Serv. Rev., vol. 32, pp. 141-148, 2004, doi: 10.1108/00907320410537658.

T. Guskey, “Professional development and teacher change,” Teach. Teach., vol. 8, pp. 381-391, 2002, doi:
10.1080/135406002100000512.

S. A. Parsons et al., “Teachers’ instructional adaptations: A research synthesis,” Rev. Educ. Res., vol. 88, pp. 205-242,
2017, doi: 10.3102/0034654317743198.

E. A. Mezmir, “Qualitative data analysis: An overview of data reduction, data display and interpretation,” Res.
Humanit. Soc. Sci., vol. 10, no. 21, pp. 15-27, 2020, doi: 10.7176/rhss/10-21-02.

S. Sunarni and H. Karyono, “Persepsi guru terhadap implementasi kurikulum merdeka belajar di sekolah dasar
[Teachers' perceptions of the implementation of the independent learning curriculum in elementary schools],” J. Educ.,
vol. 5, no. 2, 2023, doi: 10.31004/joe.v5i2.796.

F. Waruwu, “English teachers views on changes to the independent curriculum in english language learning,” J. Bima
Pus. Publ. Ilmu Pendidik. Bhs. Dan Sastra, vol. 2, no. 1, 2024, doi: 10.61132/bima.v2il.618.

D. Putri and J. Zebua, “English teachers perceptions of the development of an independent curriculum,” J. Motiv.
Pendidik. Dan Bhs., vol. 2, no. 1, 2024, doi: 10.59581/jmpb-widyakarya.v2il1.2694.

S. Shawer, “Teacher-driven curriculum development at the classroom level: Implications for curriculum, pedagogy and
teacher training,” Teach. Teach. Educ., vol. 63, pp. 296313, 2017, doi: 10.1016/J.TATE.2016.12.017.

D. Tran and B. R. O’Connor, “Teacher curriculum competence: how teachers act in curriculum making,” J. Curric.
Stud., vol. 56, pp. 1-16, 2023, doi: 10.1080/00220272.2023.2271541.

W. Lin, H. Yin, and Z. Liu, “The roles of transformational leadership and growth mindset in teacher professional
development: the mediation of teacher self-efficacy,” Sustainability, vol. 14, no. 11, pp. 6489, 2022, doi:
10.3390/su14116489.

H. Reinius, I. Kaukinen, T. Korhonen, K. Juuti, and K. Hakkarainen, “Teachers as transformative agents in changing
school culture,” Teach. Teach. Educ., vol. 120, pp. 103888, 2022, doi: 10.1016/j.tate.2022.103888.

G. Paganin, C. Mameli, D. Guglielmi, and G. Mazzetti, “Transformational leadership and teacher satisfaction: the
enhancing roles of professional development and learning program management,” J. Educ. Teach., vol. 51, pp. 275—
293, 2025, doi: 10.1080/02607476.2025.2469125.

Transforming Teachers’ Roles in Navigating the Challenges of Implementing the Independent ... (Yeyen Fitri)



0 ISSN: 2716-4160

[43]

[44]

M. Alzoraiki, A. Ahmad, A. Ateeq, G. Naji, Q. AlMaamari, and B. Beshr, “Impact of teachers’ commitment to the
relationship between transformational leadership and sustainable teaching performance,” Sustainability, vol. 15, no. 5,
pp. 4620, 2023, doi: 10.3390/sul15054620.

J. Tian, W. Zhang, Y. Mao, and D. M. Gurr, “The impact of transformational leadership on teachers’ job burnout: the
mediating role of social-emotional competence and student-teacher relationship,” J. Educ. Adm., vol. 60, no. 4, pp. 369-
385, 2022, doi: 10.1108/jea-04-2021-0075.

L. S. Vygotsky, Mind in Society: The Development of Higher Psychological Processes. Harvard University Press,
1978.

J. Dewey, How We Think. Boston: D.C. Heath & Co. Publishers, 1910.

A. Y. Prastowo and M. Elvi, “Teachers’ understanding of developing independent curriculum teaching modules for
mathematics teachers in middle schools in Tanjungpinang City,” BIO Web Conf., 2023, doi:
10.1051/bioconf/20237910003.

K. Karim, T. Hidayanto, K. Kamaliyah, A. Sari, M. R. Ramadhan, and M. A. Anwar, “Improving understanding in the
development of teaching modules in the independent curriculum through training of mathematics teacher,” Bubungan
Tinggi J. Pengabdi. Masy., vol. 6, no. 2, 2024, doi: 10.20527/btjpm.v6i2.9161.

N. A. Fitri, F. Chan, and 1. Pamela, “Teachers readiness in the process of implementing the independent learning
curriculum in elementary school,” Tarbiatuna J. Islam. Educ. Stud., vol. 4, no. 1, 2023, doi:
10.47467/tarbiatuna.v4il.5174.

T. Y. Hendrowati, M. Badrun, and Siswoyo, “Teachers readiness training in implementing the independent curriculum
(Concept Understanding, Structure, Learning Approach),” J. Soc. Community Bus. Dev., vol. 2, no. 1, 2024, doi:
10.30595/scbd.v2il.171.

M. Chen, F.-K. Chiang, Y. Jiang, and S. Yu, “A context-adaptive teacher training model in a ubiquitous learning
environment,” Interact. Learn. Environ., vol. 25, pp. 113-126, 2017, doi: 10.1080/10494820.2016.1143845.

T. Farrell, “Professional development through reflective practice for English-medium instruction (EMI) teachers,” Int.
J. Biling. Educ. Biling., vol. 23, pp. 277-286, 2020, doi: 10.1080/13670050.2019.1612840.

G. Shanmugavelu, B. Parasuraman, R. Arokiasamy, B. Kannan, and M. Vadivelu, “The role of teachers in reflective
teaching in the classroom,” Educ. 3-13, vol. 8, no. 3, pp. 30-33, 2020, doi: 10.34293/education.v8i3.2439.

Z. Makhmetova, L. Karabassova, A. Zhakim, and A. Karinov, “Exploring the effects of professional learning
experiences on in-service teachers’ growth: A systematic review of literature,” Educ. Sci., vol. 15, no. 2, pp. 146, 2025,
doi: 10.3390/educscil 5020146.

M. Pennanen, I. Markkanen, H. L. T. Heikkinen, K. Geeraerts, D. Gijbels, and P. Tynjila, “Peer-group mentoring as a
tool for teacher development,” Eur. J. Teach. Educ., vol. 38, pp. 358-377, 2015, doi: 10.1080/02619768.2014.983068.
G. Jenkins, “Teacher agency: the effects of active and passive responses to curriculum change,” Aust. Educ. Res., vol.
47, pp. 167-181, 2019, doi: 10.1007/s13384-019-00334-2.

Jor. Eva. Edu, Vol. 6, No. 3, July 2025: 737 - 749



