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ABSTRACT

The introduction of the Merdeka Curriculum marks a transformative shift in
Indonesia’s English Language Teaching (ELT) landscape by promoting
flexibility, student-centered learning, and project-based approaches. However,
the success of such curriculum reform relies heavily on how teachers, as frontline
implementers, perceive, adapt, and navigate its complexities in diverse classroom
realities. Addressing a critical gap in existing research that predominantly focuses
on policy-level analysis, this qualitative case study investigates the lived
experiences, perceptions, and coping strategies of Indonesian ELT educators
amidst the early stages of Merdeka Curriculum implementation. Drawing on
Fullan’s theory of educational change, data were gathered through semi-
structured interviews, classroom observations, and document analysis involving
20 English teachers, 30 students, and 10 administrators across rural, suburban,
and urban settings. Thematic analysis revealed that while the curriculum fosters
innovation and autonomy, teachers face significant constraints including
insufficient training, technological inequity, and excessive administrative
demands. Despite these challenges, educators expressed strong support for
student-centered instruction, multimedia integration, and skill development
emphasizing communication and critical thinking. This study contributes
uniquely by offering context-specific insights into teacher agency within
systemic constraints, advocating for equitable resource allocation, professional
development, and collaborative policy feedback mechanisms. By amplifying
teacher voices, this research not only informs national curriculum design but also
engages in broader global conversations on curriculum autonomy, pedagogical
reform, and the essential role of teachers in enacting meaningful educational
transformation.

1. Introduction

Indonesia is undergoing a significant educational
transformation to align its system with global demands
and local values. At the heart of this reform is the
Merdeka Curriculum, a bold initiative by the Ministry
of Education that gives schools and educators greater
autonomy in shaping learning experiences. It promotes
student-centered  learning, encourages  creative
teaching, and supports holistic development rooted in
the national values of Pancasila (Rahmawati &
Kusumaningtyas, 2024). Within this evolving
educational landscape, English Language Teaching
(ELT) emerges as a particularly significant domain due
to its dual role in advancing academic achievement and
preparing students for global engagement.

In this context, English is no longer viewed as a
subject limited to grammar instruction and
memorization. It is now positioned as a dynamic tool
for communication, cultural exchange, and real-world
problem-solving.  The  Merdeka  Curriculum
emphasizes experiential learning through project-
based approaches and differentiated instruction,
enabling teachers to tailor lessons to diverse learner
profiles (Latifa et al., 2023). While these ideals align
with global best practices in ELT, their application
within Indonesia's varied school contexts introduces
both promising opportunities and intricate challenges.
It is therefore essential to investigate how educators, as
frontline implementers of reform, interpret and
navigate these pedagogical shifts in practice.
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Existing research has largely examined the
Merdeka Curriculum from policy and theoretical
angles. Studies by Hunaepi and Suharta (2024) and
Rahmawati and Kusumaningtyas (2024) provide
valuable insights into the rationale and structure of the
curriculum, but often do not address the day-to-day
experiences of teachers. This top-down approach
neglects the complex realities of classroom
implementation and the essential role of teacher
agency. Similarly, prior work on ELT in Indonesia has
emphasized methodological innovation, digital
integration, and assessment strategies (Nooralam &
Sakhiyya, 2022; Ni’mah et al., 2024), yet has rarely
addressed how teachers respond to large-scale
curriculum reform. Although these contributions
advance the understanding of pedagogical change, they
offer limited perspective on how reform s
operationalized within ELT classrooms.

Further compounding the issue is a lack of research
that examines systemic and contextual factors shaping
teacher autonomy in Indonesia. Despite the
curriculum’s promotion of flexibility, educators often
face barriers such as administrative demands, uneven
technological access, and limited professional
development (Emawati et al., 2024; Giawa, 2024;
Rahmah et al., 2024). The literature also tends to
generalize findings across settings without accounting
for disparities between urban and rural schools or the
varying capacities of institutions to support innovation.
As a result, the nuanced realities faced by educators
remain underexplored. Moreover, the global
conversation on curriculum reform has increasingly
recognized the importance of teacher agency, yet few
Indonesian studies have centered educators' voices in
assessing curriculum implementation (Weda et al.,
2023).

This study addresses a critical gap in understanding
the lived experiences of English teachers adapting to
Indonesia’s Merdeka Curriculum by shifting the
analytical focus from policy outcomes to classroom
enactment, highlighting how teachers engage with
reform through practical decision-making, adaptation,
and innovation. Hughes and Lewis (2020) stress the
importance of teacher autonomy in delivering the
curriculum effectively, yet such autonomy is often
constrained by external pressu res and limited
resources, as noted by Mustofa et al. (2023). The non-
compulsory status of English, as discussed by Fajriah
et al. (2019), adds further complexity by disrupting
consistency in pedagogy, materials, and assessments.

This study also explores how teachers navigate the
tension between curriculum ideals and local realities,
offering insights into the need for more responsive
professional development and resource strategies.
Rabbidge (2017) emphasizes that teachers’ present-
day practices are shaped by historical experiences with
previous reforms, reinforcing the importance of
supporting educators through change. By situating
Indonesian English Language Teaching (ELT) within

global discourses on teacher agency, curricular
autonomy, and responsive reform, the study highlights
the importance of collaboration and professional
identity development. Jiang and Zhang (2021) argue
that teacher engagement with reform can transform
their professional identity, especially when supported
by favorable institutional contexts, while Haapaniemi
etal. (2020) show how collaborative curriculum design
enhances teacher agency and contextual relevance.
Ultimately, this research contributes to broader
discussions on education reform and provides
evidence-based recommendations for future policies
and professional development that champion
pedagogical innovation and practical feasibility, as
underscored by Voogt et al. (2016) and Rahman et al.
(2018).

The study's novelty lies in its educator-centered,
qualitative approach and its contribution to
understanding the translation of curriculum policy into
classroom practice. By engaging teachers from diverse
school environments including urban, suburban, and
rural contexts, it reveals how structural disparities and
professional agency interact to shape curriculum
implementation. It also offers  practical
recommendations for teacher training and support
systems, grounded in authentic classroom experiences.
In doing so, the study adds a vital perspective to
international discussions on educational reform in
post-centralized systems.

The primary objective of this study is to explore
how ELT educators perceive and implement
Indonesia’s Merdeka Curriculum by examining the
challenges they encounter, the strategies they adopt,
and the degree of autonomy they can exercise within
institutional and systemic constraints. These findings
are vital for assessing the practical viability of
curriculum design and informing improvements that
emphasize teacher capacity and learner outcomes. By
foregrounding educator perspectives, the study seeks
to shape both policy and practice in alignment with the
curriculum’s core objectives. Ultimately, it offers a
timely and contextually grounded analysis of how the
Merdeka Curriculum is transforming English language
instruction at the classroom level, highlighting the
tensions and opportunities that emerge when ambitious
reforms intersect with everyday teaching realities. The
findings carry significant implications for ELT in
Indonesia and similar contexts, reinforcing the value of
teacher voices in advancing sustainable, culturally
relevant, and impactful educational change.

2.Literature Review

2.1. The Merdeka Curriculum in ELT:
Philosophical Foundations and Policy Aims

The Merdeka Curriculum represents a paradigm
shift in Indonesia’s education system by promoting
pedagogical autonomy, flexibility, and student-
centered learning grounded in Pancasila values, aiming
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to nurture adaptable and socially responsible learners
(Lestari, 2023). Rooted in constructivist theories by
Piaget (1976) and Vygotsky (1978), the curriculum
encourages active, collaborative, and contextual
learning, which is especially vital in English Language
Teaching (ELT). Student-centered approaches enhance
learner engagement and long-term retention (Weimer,
2013).

However, current literature  predominantly
addresses the reform from top-down perspectives
(Hunaepi & Suharta, 2024; Rahmawati &
Kusumaningtyas, 2024), neglecting how these
philosophies are enacted in classroom practice.
Furthermore, the non-compulsory status of English in
some regions introduces inconsistencies in pedagogy
and assessment (Fajriah et al., 2019), which remain
underexplored. This study addresses these gaps by
focusing on teachers’ lived experiences and their
interpretations of policy ideals, highlighting how
philosophical foundations are negotiated in practice. It
also contributes new insights into the contextual
variability of ELT implementation, recognizing the
diverse challenges and adaptations encountered by
educators in rural, suburban, and urban school
environments, where factors such as resources,
administration, and institutional culture significantly
shape outcomes.

2.2. Pedagogical Innovations, Practical Constraints,
and Educator Agency

The Merdeka Curriculum promotes pedagogical
innovation, notably through project-based learning,
which fosters collaboration, inquiry, and critical
thinking (Thomas, 2000), and the integration of
technology to enhance language acquisition through
multimodal and adaptive tools (Hockly, 2018). While
these approaches theoretically align with the
curriculum’s emphasis on meaningful engagement,
implementation has been uneven due to barriers such
as inadequate infrastructure, digital inequity, limited
training, and heavy administrative burdens (Emawati
et al., 2024; Rahmah et al., 2024). These challenges
often restrict teachers’ agency, creating a disjunction
between policy ideals and classroom realities.
Although technology is widely endorsed, its use in
under-resourced  schools remains insufficiently
explored; Giawa (2024), for example, acknowledges
its value but omits specific pedagogical practices and
constraints. This study addresses such gaps by
capturing teachers’ experiences with educational
technology in ELT, revealing both its potential and its
practical limitations.

Furthermore, while effective professional
development is essential (Darling-Hammond et al.,
2017), existing training models often lack relevance
and consistency, underscoring the urgency for teacher-
informed reform. Through a qualitative, educator-
centered lens, this study reveals how teachers navigate
institutional demands, employ innovative strategies,

and address systemic challenges in implementing the
Merdeka  Curriculum. It  offers  practical
recommendations to enhance training programs and
provides policy-relevant insights grounded in
classroom realities. By doing so, the study contributes
to global discourse on teacher agency, pedagogical
innovation, and curriculum reform, emphasizing that
meaningful and sustainable change in ELT must be
anchored in the lived experiences of educators.

3. Method

This study employed a qualitative case study
methodology curriculum implementation, a minimum
of two years of teaching experience, and representation
from rural, suburban, and urban school contexts. This
sampling approach ensured a diversity of perspectives,
enhancing the depth, credibility, and contextual
relevance of the findings

To ensure data triangulation and strengthen the
validity of the study, three primary data collection
methods were employed:

1) Semi-Structured Interviews: In-depth
interviews were conducted with all 60 participants
(20 teachers, 30 students, and 10 administrators).
These  interviews  explored  participants’
perceptions of the curriculum, its pedagogical
implications, associated challenges, and the extent
to which it aligns with their teaching or learning
contexts.

2) Classroom Observations: Fifteen English class
sessions were systematically observed to examine
how the Merdeka Curriculum was implemented in
practice. Observations focused on instructional
strategies, classroom interaction patterns, and the
use of project-based and student-centered learning
approaches. Field notes captured teacher
behaviors, student engagement, and contextual
nuances that complemented interview data.

3) Document Analysis: Curriculum-related
documents were analyzed to understand how the
Merdeka Curriculum had been interpreted and
operationalized across different schools. These
documents included lesson plans, instructional
materials, curriculum frameworks, and assessment
rubrics. The analysis provided insight into the
alignment between policy expectations and
classroom realities.

Data analysis followed the six-phase thematic
analysis process outlined by Clarke and Braun (2017),
allowing for systematic interpretation of qualitative
data:

1) Familiarization with Data: All interview
transcripts, observation notes, and document
records were read repeatedly to gain a
comprehensive understanding of the content.
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2) Initial Coding: The data were coded inductively
and deductively to identify salient patterns and

emerging concepts related to curriculum
implementation, teacher agency, and pedagogical
innovation.

3) Theme Development: Codes were organized into
broader themes such as curriculum adaptability,
teacher autonomy, administrative burden, and
student engagement.

4) Review and Refinement: Themes were refined to
ensure internal coherence, distinctiveness, and
alignment with the research objectives.

5) Interpretation: Themes were interpreted within
the framework of Fullan’s (2016) theory to
highlight the interplay between systemic
structures and teacher decision-making. Particular
attention was given to how policy shifts translate
into pedagogical practices and how teachers

negotiate reform mandates in their unique contexts.

By integrating multiple data sources and analytical
layers, this methodical approach provides a robust
foundation for understanding the complex realities of
ELT reform under the Merdeka Curriculum. The
methodological rigor also ensures that the voices of
educators are authentically represented, thereby
contributing to more grounded and actionable insights
in the discourse on curriculum change.

4. Results

This section presents the findings of a qualitative
case study exploring the perceptions, challenges, and
classroom strategies of English Language Teaching
(ELT) educators in response to the implementation of
Indonesia's Merdeka Curriculum. Drawing from
interviews, classroom observations, and document
analysis, the data are organized into two thematic
subsections that reflect the study's overarching
research aims.

4.1. Educators’ Perceptions and Classroom
Adaptation to the Merdeka Curriculum

The implementation of the Merdeka Curriculum
has introduced a dynamic shift in English Language
Teaching (ELT), prompting educators to navigate a
landscape marked by both promise and constraint.
Teachers reported a broad spectrum of familiarity and
engagement, with some expressing confidence and
others encountering significant barriers. These varied
perceptions were shaped by factors such as
institutional ~ support, digital access, training
opportunities, and the level of administrative flexibility
within schools.

Educators who had early exposure to the
curriculum, particularly those working in urban and
suburban schools, voiced a positive outlook on its
emphasis on student autonomy, creativity, and
contextual learning.

Teacher 2 shared, “The curriculum gives us space
to design more meaningful tasks. /...] We use
projects like short videos, and the students really
come alive when they present. They 're proud of
their work.”

[Intv.SX-T2: 1°.10”-2°.12"]

This perspective was supported by observations in
well-equipped schools, where students were actively
involved in thematic storytelling and group
presentations using digital platforms. In one observed
class, learners collaboratively created multimedia
content titled My Local Hero, a project that integrated
English communication skills with local cultural
values. The instructional materials included student-
centered rubrics focusing on teamwork, content
originality, and fluency, as confirmed through
document analysis.

However, such innovative practices were not
consistently realized across all contexts. In rural and
digitally underserved areas, the adaptation of the
Merdeka Curriculum was often constrained by
logistical limitations.

Teacher 9 described the situation as follows: “I’d
love to use technology, but we do not have reliable
internet or projectors. So | go back to using
printed worksheets.”

[Intv.SX-T9: 2°.15”-3".12"]

This reality was mirrored in classroom visits,
where digital tools were entirely absent. Observed
lessons relied heavily on lecture-based delivery and
textbook exercises. Corresponding lesson plans did not
reflect student-centered practices but instead
emphasized rote grammar instruction and isolated
vocabulary drills. The lack of digital integration or
collaborative learning was especially evident in
schools that lacked structured teacher training or peer
support mechanisms.

A dominant theme emerging from interviews was
the tension between pedagogical freedom and
administrative pressure. Although the curriculum
encouraged creativity, educators frequently cited
burdensome documentation tasks that hindered
meaningful classroom engagement.

Teacher 6 explained, “We are encouraged to be
creative, but we also spend hours filling out lesson
logs and curriculum maps. It takes away the time
we need to actually teach.”

[Intv.SX-Té6: 1°.10”-2°.127]

This sentiment was corroborated during
observations where teachers paused instruction to
complete forms or review administrative requirements.
Document samples included overlapping and repetitive
entries such as daily lesson logs, evaluation templates,
and performance indicators, indicating the significant
bureaucratic load teachers were expected to manage.
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Despite these challenges, several teachers
demonstrated a high degree of adaptability when
supported through targeted training and collaborative
environments. Educators who participated in
workshops or school-based learning communities
showed stronger alignment with the curriculum’s
vision.

Teacher 7 reflected, “The webinars helped me

design more relevant projects. | learned to

connect lessons to the students’ lives and make

them more involved.”
[Intv.SX-T7: 3°.107-3°.307]

This proactive approach was reflected in lesson
documents that included differentiated tasks, inquiry-
based prompts, and culturally grounded themes. In
these classrooms, learners engaged in discussions, role
plays, and poster-making activities while teachers
facilitated rather than dictated the learning process.
Such practices indicated a deeper internalization of the
curriculum’s intent.

Collaboration among educators played a critical
role in enabling successful adaptation. Peer learning
groups, both formal and informal, served as platforms
for sharing strategies and co-developing instructional
resources.

Teacher 13 noted, “I got great ideas from our
WhatsApp group. /...] We share materials and
help each other adjust to the new demands.”

[Intv.SX-T13: 5°.10”-6°.207]

Observational data confirmed that schools with a
culture of collegiality exhibited more vibrant learning
environments. Lessons were co-taught or designed
collaboratively, integrating various modes of learning
such as visual storytelling, interactive debates, and
online tools like Padlet and Quizizz. In contrast,
schools with minimal collaboration displayed lower
levels of innovation, with instruction often confined to
traditional delivery methods.

Teachers also highlighted concerns about
equitable access to professional development and
infrastructure. In schools where leadership actively
supported curricular innovation, teachers were more
confident in navigating change. However, in
institutions without such support, many educators felt
isolated.

Teacher 7 also stated, “I joined a curriculum
webinar, but there was no follow-up. Without
mentoring, I just do what I've always done.”

[Intv.SX-T7: 4°.12”-4°.40"]

Documents from these teachers lacked the depth
and flexibility seen in other settings. Lesson plans
remained static, often replicating templates from
earlier curricula with minimal adjustment for student
needs or technological integration.

The findings presented in this section emphasize
the intricate relationship between curriculum reform
and classroom realities. Teachers were not passive
recipients of reform but rather active agents
negotiating complex and varied conditions. While the
Merdeka Curriculum resonated with many educators
due to its emphasis on learner engagement, real-world
relevance, and  holistic  development, its
implementation was significantly shaped by structural
factors such as digital readiness, administrative
demands, and the availability of collaborative and
professional support systems.

Four key themes emerged: the perceived
pedagogical value of the curriculum, the administrative
constraints that reduced instructional time, the uneven
distribution of technological and training resources,
and the empowering effect of professional
collaboration. These themes collectively illustrate that
successful implementation is not solely dependent on
teacher motivation but requires a supportive ecosystem
that includes leadership engagement, resource
allocation, and peer learning opportunities.

Curriculum reform, especially one as ambitious as
the Merdeka model, must be accompanied by robust
infrastructural and institutional support. While the
vision of student-centered, project-based learning
holds considerable promise, its translation into practice
will remain uneven without addressing the disparities
across school contexts. Teachers’ ability to enact the
curriculum is inseparable from the environments in
which they work. Addressing these systemic
disparities is essential not only for ensuring consistent
implementation but also for honoring the curriculum’s
foundational aim to democratize and humanize
learning.

4.2. Challenges, Support Systems, and Impacts
on Student Learning

DAlthough many educators expressed optimism
about the pedagogical promises of the Merdeka
Curriculum, their narratives revealed deep-rooted
challenges that hindered consistent implementation.
These challenges were not merely pedagogical but
systemic in nature, intersecting with infrastructural
inadequacies, professional development gaps, and
policy-level expectations that did not always align with
ground realities. Teachers were often caught between
the ideals of curriculum reform and the pragmatic
constraints of their school environments.

One of the most recurrent barriers involved
unreliable digital infrastructure. Teachers, especially in
rural and remote areas, struggled with limited or non-
existent internet access, insufficient hardware, and the
absence of basic classroom equipment such as
projectors and functioning audio systems.

Teacher 11 stated, “Even when I want to do
project-based work, | cannot depend on the
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internet or lab. /... Sometimes we just cancel the
plan and return to traditional worksheets. ”

[Intv.SX-T11: 7°.10”-8.30”]

This statement was substantiated by field
observations. In multiple rural settings, teachers were
seen abandoning multimedia projects due to network
failures or power outages. Scheduled online tasks were
often replaced by low-tech alternatives such as guided
reading or copied handouts. Analysis of lesson
documents from these schools revealed that teaching
plans were repeatedly modified to exclude digital
components, and many educators manually annotated
their plans to reflect last-minute changes dictated by
infrastructure breakdowns.

The data also indicated a persistent mismatch
between the curriculum’s aspirations and classroom
realities. While the Merdeka Curriculum encourages
differentiated, technology-enhanced learning, teachers
frequently noted that their schools lacked even the
most basic resources to implement these innovations.

Teacher 5 remarked, “We are encouraged to use
technology, but we do not even have enough
electricity time in school, let alone laptops or
speakers.”

[Intv.SX-T5: 3°.12”-3°.20"]

Observational records from several mountainous
schools confirmed this pattern. Teachers were often
seen adjusting on the spot, shifting from collaborative
group work to solitary tasks when technical conditions
failed to support active learning. These contextual
limitations shaped not only the lesson content but also
teacher expectations, gradually narrowing the scope of
what they considered realistic within their classrooms.

Another major concern expressed by educators
related to student readiness. Teachers reported that
many students lacked the foundational English skills
required to participate meaningfully in communicative
and creative learning tasks.

Teacher 8 explained, “When asked to present,
many students are silent. They are not confident
and some do not understand basic instructions.”

[Intv.SX-T8: 6°.10”-6°.30"]

These concerns were reflected in classroom
observations. In numerous cases, students remained
passive during English instruction, responding
minimally or not at all to teacher prompts. In such
classrooms, teachers often reverted to Bahasa
Indonesia to clarify instructions. Worksheets were
heavily scaffolded with example phrases and fill-in-
the-blank items, and few opportunities were available
for free expression or improvisational speech. Rubrics
retrieved from student assignments showed that oral
tasks were simplified to ensure completion, rather than
structured for challenge and growth.

In addition to language limitations, student
engagement also presented a challenge. Teachers
pointed to a lack of intrinsic motivation, especially
when students were expected to work independently.

Teacher 12 noted, “Some students just wait for
instructions. They are not used to learning
independently.”

[Intv.SX-T12: 3°.30”-3°.49”]

The shift toward self-directed learning proved
difficult in classrooms where habits of autonomy had
not been previously cultivated. Observers noted that
although group work was frequently attempted, much
of it remained teacher-initiated, with students reluctant
to take initiative. To compensate, teachers
implemented structured routines and step-by-step task
guidance, introducing autonomy in measured
increments.

Technology, while a promising tool, also
introduced behavioral concerns. Educators highlighted
the dual role of mobile devices in both enabling and
disrupting learning.

Teacher 14 remarked, “Students like using phones
for tasks, but once they finish, they open TikTok.
[...] It is hard to control.”

[Intv.SX-T7: 3°.11”-3°.30"]

This sentiment was confirmed during visits to
digitally equipped classrooms. While students showed
enthusiasm when using mobile platforms such as
Padlet or Quizizz, teachers frequently had to intervene
to redirect attention. Some educators implemented
phone collection policies during specific parts of the
lesson, while others relied on verbal reminders and
informal agreements. Reflective teaching journals
indicated that managing digital behavior added
emotional strain, particularly in large class settings
where individual monitoring was difficult.

Amid these constraints, educators consistently
articulated what forms of support would most
effectively enable them to enact the curriculum’s aims.
High on the list were opportunities for in-depth,
practice-oriented professional development and a
reduction in bureaucratic workload.

Teacher 1 emphasized, “We need real training,
not just webinars. /...] Face-to-face sharing with
real examples would help.”

[Intv.SX-T1: 4°.10”-4°.40”]

Attendance records revealed that fewer than half
of the teachers had participated in hands-on
workshops. Those who had received more direct
training demonstrated greater confidence in designing
creative tasks, incorporating student reflection
journals, and employing peer assessment. Their
instructional documents reflected a more nuanced
understanding of curriculum principles, with specific
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references to student wellbeing, cross-disciplinary
themes, and the development of twenty-first-century
skills.

In contrast, teachers who had only attended online
sessions reported limited understanding and minimal
changes in practice. These teachers submitted lesson
plans that largely mirrored traditional formats, often
recycled from previous years with minor updates.

Administrative load also emerged as a critical
obstacle. Many educators expressed frustration with
the volume of reports, lesson logs, and assessment
matrices they were required to complete.

Teacher 15 reflected, “Sometimes we spend more
time filling reports than designing lessons. /...J It
is tiring.”

[Intv.SX-T15: 2°.40”-3°.30”]

Document analysis confirmed this claim.
Workload distribution tables showed significant
portions of teacher hours allocated to compliance
tasks. Interviews revealed that these requirements
often took precedence over innovation and reflective
planning, especially during high-stakes reporting
periods.

School leadership proved to be a decisive factor in
how well teachers coped with these demands. In
institutions where principals adopted a facilitative
rather than directive role, teachers felt more
empowered to experiment and refine their practice.

Teacher 18 noted, “Our headmaster gives us
freedom to try new things. He even observes and
helps with feedback. That motivates us.”

[Intv.SX-T18: 4°.10”-3°.307]

Field notes from this site described a collaborative
atmosphere where lesson planning was shared among
teaching teams and peer observations were
encouraged. Internal memos promoted innovation, and
teachers were invited to reflect on and document their
instructional challenges without fear of punitive
judgment. In such environments, the Merdeka
Curriculum was more than a set of guidelines. It was
perceived as a living document that evolved alongside
the school culture.

Importantly, teachers recognized and embraced
the curriculum’s philosophical shift toward holistic
learning. Rather than limiting instruction to grammar
and textbook drills, they reported new opportunities to
address  emotional intelligence, intercultural
awareness, and moral reasoning.

Teacher 10 reflected, “We now talk about feelings
and values in class. It is no longer just grammar.
It is more human.”

[Intv.SX-T10: 5°.10”-5°.30”]

Classroom observations validated this
transformation. Students were engaged in empathetic
interviews with family members, explored values
through storytelling, and reflected on emotions during
writing tasks. Instructional materials from these
sessions included objectives that explicitly targeted
collaboration, ethical thinking, and social awareness,
suggesting a genuine shift in pedagogical focus.

In summary, the successful implementation of the
Merdeka Curriculum hinges on the alignment between
curricular ideals and systemic support. While many
teachers have demonstrated resilience and creativity,
their capacity to transform instruction is closely tied to
the resources, leadership, and institutional culture
within their schools. The curriculum’s long-term
impact will depend on how these ecosystems evolve to
accommaodate not only pedagogical reform but also the
lived realities of those tasked with carrying it forward.

5. Discussion

5.1. Educators’ Perceptions and Classroom
Adaptation to the Merdeka Curriculum

This study reveals a broad spectrum of teacher
familiarity with the Merdeka Curriculum, ranging from
confident implementation to limited comprehension.
Such variance is largely influenced by institutional
resources, prior involvement in pilot programs, and
access to targeted professional development. Teachers
with deeper curriculum understanding reported more
positive classroom experiences, particularly valuing
the curriculum’'s emphasis on student-centered and
project-based learning, which fosters autonomy,
collaboration, and critical thinking. These benefits are
notably exemplified in the Projek Penguatan Profil
Pelajar Pancasila (Cahyani, 2021; Syarifah &
Emiliasari, 2019).

Grounded in constructivist learning theory, this
pedagogical shift actively engages students as co-
constructors of knowledge (Tang, 2023; Muganga &
Ssenkusu, 2019). Project-based learning (PjBL), as the
literature affirms, enhances creativity, critical thinking,
and narrative competence by allowing students to
develop personal expressions through language
(Syarifah & Emiliasari, 2019; Sultan & Javaid, 2018).
This shift aligns with international calls for
experiential models of learning that move beyond
passive, didactic instruction (M. & O., 2023).
Furthermore, global pedagogical discourse continues
to highlight the effectiveness of inquiry-based,
experiential learning in improving both cognitive and
socio-emotional outcomes (Keiler, 2018; Jalinus et al.,
2017). These approaches reposition teachers as
facilitators who guide students through contextualized,
meaningful learning (Tang, 2023; Muganga &
Ssenkusu, 2019), reflecting the Merdeka Curriculum'’s
transformative vision for dynamic, collaborative
classrooms (Lackéus, 2020).
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However, findings also expose a gap in the
practical application of such pedagogy. Teachers who
identify as only “moderately familiar” with project-
based methods tend to demonstrate a superficial
understanding that hinders effective implementation
(Oroh et al.,, 2019; Almulla, 2020). This limited
familiarity reflects an underlying deficiency in
pedagogical foundation and strategic knowledge, as
emphasized by Keengwe and Onchwari (2011).

To address this, sustained and contextually
grounded professional development is imperative.
Teachers must be equipped not only with theoretical
understanding but also with concrete tools for lesson
design, assessment, and technology integration (Niess,
2011; Umirbekova et al., 2019). Effective adoption of
PjBL demands both conceptual clarity and hands-on
experience in cultivating collaborative, learner-
centered environments (Almulla, 2020). Additionally,
professional development must respond to practical
constraints such as limited time for collaboration or
reflective practice (Mahdi, 2020; Keengwe &
Onchwari, 2011). Integrating frameworks like
Technological Pedagogical Content Knowledge
(TPACK) can help bridge theory and classroom
practice by aligning subject matter, instructional
methods, and technology use (Koehler et al., 2013;
Niess, 2011). Importantly, such training should inspire
not only skill acquisition but also pedagogical
innovation that responds to evolving student needs
(Darling-Hammond & McLaughlin, 2011;
Umirbekova et al., 2019).

Feedback  mechanisms  embedded  within
instructional practice also serve to enhance teacher
adaptation. Teachers who reflect on their classroom
experiences and  receive  constructive  input
demonstrate stronger alignment with curricular goals
(Eck & Ramsey, 2019; Grieser & Hendricks, 2018;
Akuom & Greenstein, 2022). Consequently,
professional development should emphasize reflective,
sustained, and adaptive learning processes that match
the complexities of modern education.

Another key insight is the constraining effect of
administrative demands on instructional creativity.
Teachers consistently reported that bureaucratic
obligations, such as extensive lesson documentation
and reporting, diverted time and energy away from
planning engaging instruction. This supports Roza et
al. (2024), who criticize legacy ELT practices for
stifling pedagogical innovation. Addressing this issue
requires systemic reform, including reducing
administrative  burdens and reallocating non-
instructional tasks to support staff to enhance teacher
focus on learning design.

School leadership and peer collaboration emerge

as essential enablers of effective curriculum adaptation.

Institutions that prioritize active training and cultivate
professional communities enable teachers to align
practice with curricular ideals. One teacher credited

peer mentorship with helping translate abstract policy
into practical teaching strategies, emphasizing the
importance of frameworks that empower teacher
agency and peer learning (Hinson et al., 2023). The
broader literature confirms the benefits of mentorship,
including improved confidence, problem-solving skills,
and professional identity among both mentors and
mentees (Barr et al., 2023; Izadi, 2024). Peer learning
also improves student communicative competence,
reinforcing the value of interaction-driven instruction
(Rodphotong, 2018; Trabulsi et al., 2023). Structured
mentoring systems have shown measurable gains in
student performance and emotional wellbeing,
particularly when near-peer relationships bridge
experience gaps and promote learner confidence
(Allen et al., 2022; Yanke et al., 2023).

Despite the curriculum’s emphasis on digital
integration, many educators remain uncertain about
effective technology use due to insufficient training
and infrastructural limitations. This underscores a
critical systemic gap: equipping teachers not only with
devices but also with pedagogically grounded
strategies for digital instruction. Leadership plays a
pivotal role in supporting teacher innovation and
ensuring that technological resources are meaningfully
integrated into classroom practice.

Overall, this section highlights four interrelated
findings. First, teacher familiarity with the Merdeka
Curriculum significantly influences implementation
effectiveness. Second, unequal access to digital tools
and professional development exacerbates
implementation gaps. Third, excessive administrative
workload constrains instructional creativity. Fourth,
strong leadership and collaborative networks are
indispensable for sustainable reform. These insights
extend existing research on educational change by
illustrating how teacher agency is mediated by
institutional conditions (Fullan, 2016; Voogt et al.,
2016).

Although the Merdeka Curriculum presents a
pedagogically progressive model grounded in
autonomy, flexibility, and holistic learning, its success
depends on systemic readiness. This includes reducing
administrative overload, enhancing equity in resource
allocation, and tailoring teacher training to classroom
realities. The originality of this study lies in its
qualitative, teacher-centered focus, offering granular
perspectives on how macro-level reforms are
navigated and enacted within diverse school contexts.

5.2. Challenges, Support Systems, and Impacts
on Student Learning

This study identifies several systemic barriers that
hinder the effective implementation of the Merdeka
Curriculum, particularly in rural and underserved
schools. A key obstacle is the lack of reliable digital
infrastructure, which significantly limits the feasibility
of multimedia-based and project-oriented activities. As

104



noted in field observations, educators frequently had to
revise lesson plans to omit technology-based
components due to electricity shortages or poor
internet connectivity. These constraints dilute the
curriculum’s transformative intent and underscore the
need for more equitable distribution of educational
resources.

Another critical challenge involves student
readiness. Many teachers observed that students often
lacked foundational English skills necessary for
participating in independent or collaborative learning
activities, which led to passive classroom behavior. To
compensate,  educators  adjusted instructional
expectations and provided extensive scaffolding.
While this support is necessary, it also tends to reduce
the level of autonomy and rigor envisioned by the
curriculum. This discrepancy between curricular goals
and learner capabilities points to a misalignment in
vertical curriculum design and signals the need for
interventions that build foundational language
proficiency.

The findings also reveal the complex role of
technology in classrooms. Digital tools can enhance
engagement but simultaneously introduce distractions,
particularly from social media. Aivaz and Teodorescu
(2022) observed that students often resist restrictions
on device use, suggesting a need for strategies that
integrate  mobile technology constructively while
fostering self-regulated learning (Aivaz & Teodorescu,
2023). This highlights the importance of digital
literacy as a core component of both teacher and
student training. Teachers increasingly report devoting
substantial effort to managing device-related
distractions, demonstrating the nuanced demands of
digital integration in instructional settings (Neiterman
& Zaza, 2019). Research shows that such distractions
impair academic performance and cognitive focus; for
example, Limniou (2021) found that while BYOD
policies offer flexibility, they may also lead to
cognitive overload if not effectively managed.

Similarly, Henderson et al. (2015) noted that
although digital tools may enhance focus, they often
result in superficial engagement rather than deep
learning. Zhu (2024) emphasizes the need for
comprehensive  frameworks to manage these
distractions while optimizing the pedagogical value of
educational ~ technology.  Effective  classroom
management strategies, as advocated by Korpershoek
et al. (2016), include proactive rule-setting and
gamification approaches (Mora, 2020; Djami, 2022),
which can help create more structured and engaging
learning environments. Tools like GoGuardian have
also proven effective in reducing off-task behavior by
reinforcing accountability and digital focus (Pungong
et al., 2023).

In the face of these challenges,
consistently expressed a need for
contextually relevant professional

educators
practical,
development.

Research shows that face-to-face workshops yield
greater improvements in teacher motivation and
learning outcomes than generic webinars. Hands-on,
real-world scenarios are particularly effective in
fostering engagement and satisfaction among
participants (Karampourian et al., 2023; Milne et al.
2022). Moreover, schools that foster strong leadership
and collaborative planning cultures tend to support
higher levels of teacher innovation and professional
growth. In contrast, institutions lacking such support
often see teachers revert to conventional practices,
driven by diminished confidence and insufficient
institutional backing (Meniado, 2020).

Importantly, the holistic vision of the Merdeka
Curriculum is beginning to reshape classroom
practices. In English Language Teaching (ELT),
educators are increasingly incorporating emotional
intelligence, ethics, and intercultural awareness,
thereby positioning ELT as a platform for socio-
emotional development and global citizenship (Khan
& Mohammed, 2024; Dewaele et al., 2018). Evidence
suggests that emotional intelligence training within
teacher education enhances both instructional quality
and student well-being, cultivating inclusive and
empathetic learning environments (Hamdzah et al.,
2020; Hen, 2020). This pedagogical evolution reflects
a broader shift toward nurturing 21st-century
competencies such as empathy, cultural sensitivity,
and critical thinking (Susanto et al., 2024).

Simultaneously, the integration of technology—
particularly artificial intelligence—is reshaping
English instruction by providing personalized learning
experiences and innovative teaching tools (Zhang,
2023; Akbarani, 2024). However, meaningful
integration of these technologies depends on
comprehensive teacher preparation and ongoing
professional development. As Kiyozumi et al. (2022)
emphasize, technology alone cannot drive educational
transformation. A balanced approach that harmonizes
technological innovation with core pedagogical
principles is essential for preparing educators to
navigate the evolving demands of contemporary
classrooms (Wang, 2019).

This study reinforces the need for a systemic shift
in policy that recognizes teachers not as passive
implementers but as co-constructors of curriculum.
Professional development should be ongoing,
dialogical, and tailored to specific classroom contexts,
with greater emphasis on school-based mentoring and
peer-led innovation. Infrastructure investments must
prioritize  bridging digital and resource gaps,
particularly in disadvantaged regions. Administrative
reforms should aim to reduce bureaucratic burdens and
cultivate environments that empower teacher creativity
and experimentation.

Future research should adopt longitudinal designs
to examine how teacher practices evolve with
continued exposure to the Merdeka Curriculum.
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Comparative studies across regions or school types
could further identify best practices and persistent

barriers.  Additionally,  incorporating  student
perspectives would offer a more holistic understanding
of how curriculum reform influences learning

experiences and educational outcomes in diverse
Indonesian ELT settings.

5. Conclusions

This study offers a comprehensive and
contextually grounded examination of how English
Language Teaching (ELT) educators in Indonesia
perceive and implement the Merdeka Curriculum. It
identifies four key findings: the curriculum’s student-
centered vision is widely appreciated by teachers;
structural and digital inequalities pose significant
barriers to consistent implementation; administrative
burdens limit instructional creativity; and strong
leadership and collaborative professional
environments enhance teacher adaptability. The
study’s novelty lies in its qualitative, teacher-centered
approach, which highlights the nuanced realities of
curriculum enactment across urban, suburban, and
rural contexts. By amplifying educators’ voices, this
research contributes meaningfully to both national and
international discussions on curricular reform, teacher
agency, and classroom-level innovation.

Nonetheless, a key limitation of the study is its
relatively small sample size, which, although sufficient
for in-depth exploration, may not capture the full
diversity of experiences across Indonesia’s expansive
educational landscape. This constraint underscores the
need for broader, more representative studies in the
future. The implications are far-reaching, suggesting
that successful curriculum reform depends not only on
policy design but also on the systemic conditions that
support teachers in translating that policy into
meaningful practice. Future research should involve
larger and more varied participant groups, adopt
longitudinal and comparative approaches, and
integrate student perspectives to deepen understanding
of how reform impacts learning experiences and
outcomes across diverse educational settings.

References

Aivaz, K. and Teodorescu, D. (2022). College students’
distractions from learning caused by multitasking
in online vs. face-to-face classes: A case study at
a public university in Romania. International
Journal of Environmental Research and Public
Health, 19(18), 11188.
https://doi.org/10.3390/ijerph191811188

Aivaz, K. and Teodorescu, D. (2023). Advantages and
disadvantages of using devices during in-person
courses. case study at a public university in
romania. Studies in Business and Economics,
18(2), 24-36. https://doi.org/10.2478/sbe-2023-
0022

Akbarani, R. (2024). Use of artificial intelligence in
english language teaching. International Journal
of English Learning and Applied Linguistics
(IJELAL), 4(1), 14-23.
https://doi.org/10.21111/ijelal.v4i1.10756

Akuom, D. and Greenstein, S. (2022). The nature of
prospective mathematics teachers’ designed
manipulatives and their potential as anchors for
conceptual and pedagogical knowledge. Journal
of Research in Science Mathematics and

Technology  Education,  5(SI),  109-125.
https://doi.org/10.31756/jrsmte.115si
Al Mahdi, O. (2020). Professional learning

communities approach: Implications for policy
and practice. In Innovations in educational
leadership and continuous teachers' professional
development (pp. 181-200). CSMFL Publications
https://dx.doi.org/10.46679/isbn97881948483250
9

Allen, A., Conner, B., Gantman, B., Warner, K., Nash,
R., Janes, B., ... & Singer, C. (2022). Developing
a well-received pre-matriculation program: the
evolution of medfit. Discover Education, 1(1).
https://doi.org/10.1007/s44217-022-00012-z

Almulla, M. (2020). The effectiveness of the project-
based learning (pbl) approach as a way to engage
students in learning. Sage Open, 10(3).
https://doi.org/10.1177/2158244020938702

Barr, E., Craig, S., Smith, H., Jakubiak, M., & Sopp, T.
(2023). A guided near-peer mentorship program
for transitioning into clinical clerkships at a
regional medical campus. Journal of Regional
Medical Campuses, 6(2).
https://doi.org/10.24926/jrmc.v6i2.4926

Cahyani, N. (2021). Effectiveness of project-based
learning models in improving students' creativity
(a literature review). The Art of Teaching English
as a Foreign Language, 2(1), 73-77.
https://doi.org/10.36663/tatefl.v2il.107

Clarke, V., & Braun, V. (2017). Thematic analysis. The
Journal of Positive Psychology, 12(3), 297-298.
https://doi.org/10.1080/17439760.2016.1262613

Darling-Hammond, L. (2017). Teacher education
around the world: What can we learn from
international practice? European Journal of
Teacher Education, 40(3), 291-309.
https://doi.org/10.1080/02619768.2017.1315399

Darling-Hammond, L. and McLaughlin, M. (2011).
Policies that support professional development in
an era of reform. Phi Delta Kappan, 92(6), 81-92.
https://doi.org/10.1177/003172171109200622

Darling-Hammond, L., Hyler, M. E., & Gardner, M.
(2017). Effective teacher  professional
development. Learning policy institute.
https://learningpolicyinstitute.org/sites/default/fi

106


https://doi.org/10.3390/ijerph191811188
https://doi.org/10.2478/sbe-2023-0022
https://doi.org/10.2478/sbe-2023-0022
https://doi.org/10.21111/ijelal.v4i1.10756
https://doi.org/10.31756/jrsmte.115si
https://dx.doi.org/10.46679/isbn978819484832509
https://dx.doi.org/10.46679/isbn978819484832509
https://doi.org/10.1007/s44217-022-00012-z
https://doi.org/10.1177/2158244020938702
https://doi.org/10.24926/jrmc.v6i2.4926
https://doi.org/10.36663/tatefl.v2i1.107
https://doi.org/10.1080/17439760.2016.1262613
https://doi.org/10.1080/02619768.2017.1315399
https://doi.org/10.1177/003172171109200622
https://learningpolicyinstitute.org/sites/default/files/product-files/Effective_Teacher_Professional_Development_REPORT.pdf

les/product-
files/Effective_Teacher Professional Developm
ent REPORT.pdf.

Dewaele, J., Gkonou, C., & Mercer, S. (2018). Do
esl/efl teachers’ emotional intelligence, teaching
experience, proficiency and gender affect their
classroom practice?., Emotions in second
language teaching: Theory, research and teacher
education 125-141. https://doi.org/10.1007/978-
3-319-75438-3_8

Djami, C. (2022). Integrated technology for classroom
management strategies in a computer-assisted
language learning. Jurnal Pendidikan Indonesia
Gemilang, 2(2), 70-94.
https://doi.org/10.53889/jpig.v2i2.121

Eck, C. and Ramsey, J. (2019). An analysis of
cooperating teacher feedback: a qualitative
inquiry. Journal of Research in Technical
Careers, 3(2), 97. https://doi.org/10.9741/2578-
2118.1058

Emawati, E., Taufiqulloh, T., & Fadhly, F. Z. (2024).
Challenges and opportunities in implementing
The merdeka curriculum in language education:
A meta-synthetic analysis. english review:
journal of english education, 12(2), 869—882.
https://doi.org/10.25134/ERJEE.V1212.10356

Fajriah, Y., Anne, S., & Nurjamin, L. (2019). How is
english language policy translated to classroom
practice? (a case study in an indonesia primary
school), In Proceedings of the Ist International
Conference on Business, Law And Pedagogy,
ICBLP 2019. European Alliance for Innovation
(EAI). https://doi.org/10.4108/cai.13-2-
2019.2286089

Fullan, M. (2016). The new meaning of educational
change. Teachers college press.

Giawa, P. H. (2024). Penerapan model pembelajaran
flipped classroom untuk meningkatkan hasil
belajar siswa pada pembelajaran biologi kelas XI-
IPA di SMA Negeri 1 Ulususua. TUNAS: Jurnal
Pendidikan Biologi, 5(1), 70-84.

Grieser, D. and Hendricks, K. (2018). Review of
literature: pedagogical content knowledge and
string teacher preparation. Update Applications
of Research in Music Education, 37(1), 13-19.
https://doi.org/10.1177/8755123318760970

Haapaniemi, J., Venéldinen, S., Malin, A., & Palojoki,
P. (2020). Teacher autonomy and collaboration as
part of integrative teaching — reflections on the
curriculum approach in finland. Journal of
Curriculum Studies, 53(4), 546-562.
https://doi.org/10.1080/00220272.2020.1759145

Hamdzah, N., Subramaniam, I., Abidin, N., & Hassan,
R. (2020). The relationship between emotional
intelligence (ei) and the malaysian university

english test (muet) performance among technical
students. [International Journal of Learning
Teaching and Educational Research, 19(7), 280-
297. https://doi.org/10.26803/ijlter.19.7.16

Hen, M. (2020). Teaching emotional intelligence: an
academic course for hospital teachers. Continuity
in Education, 1(1), 22-36.
https://doi.org/10.5334/cie.13

Henderson, M., Selwyn, N., & Aston, R. (2015). What
works and why? student perceptions of ‘useful’
digital technology in university teaching and
learning. Studies in Higher Education, 42(8),
1567-1579.
https://doi.org/10.1080/03075079.2015.1007946

Hinson, J., Arthur, C., & Bipembi, H. (2023). The
effect of peer to peer mentoring on initial teacher
professional development at holy child college of

education. Journal of Education and Practice
JEP. https://doi.org/10.7176/jep/14-20-01

Hockly, N. (2018). Technology in English language
teaching. ELT Journal, 7(2), 130-138.

https://doi.org/10.15276/aait.06.2023.16

Hughes, S. and Lewis, H. (2020). Tensions in current
curriculum reform and the development of
teachers’  professional autonomy. The
Curriculum Journal, 31(2), 290-302.
https://doi.org/10.1002/cur;j.25

Hughes, S., & Lewis, H. (2020). Tensions in current
curriculum reform and the development of
teachers’ professional autonomy. The Curriculum
Journal, 31(2), 290-302.
https://doi.org/10.1002/curj.25

Hunaepi, H., & Suharta, 1. G. P. (2024). Transforming
Education in Indonesia: The Impact and
Challenges of the Merdeka Belajar Curriculum.
Path  of  Science, 10(6), 5026-5039.
https://doi.org/10.22178/POS.105-31

Izadi, S. (2024). Navigating undergraduate medical
education: the impact of enhanced mentorship
pairing at a new medical school. Cureus.
https://doi.org/10.7759/cureus.62789

Jalinus, N., Nabawi, R. A., & Mardin, A. (2017,
September). The seven steps of project based
learning model to enhance productive
competences of vocational students.
In International Conference on Technology and
Vocational Teachers (ICTVT 2017) (pp. 251-256).
Atlantis  Press.  https://doi.org/10.2991/ictvt-
17.2017.43

Jiang, A. and Zhang, L. (2021). Teacher learning as
identity change: the case of efl teachers in the
context of curriculum reform. Tesol Quarterly,
55(1), 271-284.
https://doi.org/10.1002/tesq.3017

107


https://learningpolicyinstitute.org/sites/default/files/product-files/Effective_Teacher_Professional_Development_REPORT.pdf
https://learningpolicyinstitute.org/sites/default/files/product-files/Effective_Teacher_Professional_Development_REPORT.pdf
https://learningpolicyinstitute.org/sites/default/files/product-files/Effective_Teacher_Professional_Development_REPORT.pdf
https://doi.org/10.1007/978-3-319-75438-3_8
https://doi.org/10.1007/978-3-319-75438-3_8
https://doi.org/10.53889/jpig.v2i2.121
https://doi.org/10.9741/2578-2118.1058
https://doi.org/10.9741/2578-2118.1058
https://doi.org/10.25134/ERJEE.V12I2.10356
https://doi.org/10.4108/eai.13-2-2019.2286089
https://doi.org/10.4108/eai.13-2-2019.2286089
https://doi.org/10.1177/8755123318760970
https://doi.org/10.1080/00220272.2020.1759145
https://doi.org/10.26803/ijlter.19.7.16
https://doi.org/10.5334/cie.13
https://doi.org/10.1080/03075079.2015.1007946
https://doi.org/10.7176/jep/14-20-01
https://doi.org/10.15276/aait.06.2023.16
https://doi.org/10.1002/curj.25
https://doi.org/10.1002/curj.25
https://doi.org/10.22178/POS.105-31
https://doi.org/10.7759/cureus.62789
https://doi.org/10.2991/ictvt-17.2017.43
https://doi.org/10.2991/ictvt-17.2017.43
https://doi.org/10.1002/tesq.3017

Karampourian, A., Imani, B., & Khatiban, M. (2023).
Comparing the training of the mass casualty
incident triage by the virtual workshop and non-
virtual workshop (face-to-face) on the nursing
students’ learning and satisfaction. Health in
Emergencies & Disasters Quarterly, 8(4), 261-
268. https://doi.org/10.32598/hdq.8.4.494.2

Keengwe, J. and Onchwari, G. (2011). Fostering
meaningful student learning through
constructivist  pedagogy and  technology
integration. International Journal of Information
and Communication Technology Education, 7(4),
1-10. https://doi.org/10.4018/jicte.2011100101

Keiler, L. (2018). Teachers’ roles and identities in
student-centered ~ classrooms.  International
Journal of Stem Education, 5(1).
https://doi.org/10.1186/s40594-018-0131-6

Keiler, L. (2018). Teachers’ roles and identities in
student-centered  classrooms.  International
Journal of  Stem Education, 5(1).
https://doi.org/10.1186/s40594-018-0131-6

Khan, S. and Mohammed, L. (2024). Teacher
evaluation, emotional intelligence, and english
speaking anxiety among bs english students in
peshawar, pakistan. [International Journal of
Academic Research in Progressive Education
and Development, 13(1).
https://doi.org/10.6007/ijarped/v13-i1/20934

Kiyozumi, T., Ishigami, N., Tatsushima, D., Araki, Y.,
Yoshimura, Y., & Saitoh, D. (2022). Instructor
development workshops for advanced life
support training courses held in a fully virtual
space: observational study. Jmir Serious Games,
10(2), €38952. https://doi.org/10.2196/38952

Koehler, M., Mishra, P., & Cain, W. (2013). What is
technological pedagogical content knowledge
(tpack)?. Journal of Education, 193(3), 13-19.
https://doi.org/10.1177/002205741319300303

Korpershoek, H., Harms, T., Boer, H., Kuijk, M., &
Doolaard, S. (2016). A meta-analysis of the
effects of classroom management strategies and
classroom management programs on students’

academic, behavioral, emotional, and
motivational outcomes. Review of Educational
Research, 86(3), 643-680.

https://doi.org/10.3102/0034654315626799

Lackéus, M. (2020). Comparing the impact of three
different experiential approaches to
entrepreneurship in education. International
Journal of Entrepreneurial Behaviour &
Research, 26(5), 937-971.
https://doi.org/10.1108/ijebr-04-2018-0236

Latifa, H., Ratih, K., & Maryadi, M. (2023).
Implementing the Merdeka Curriculum in
English Language Teaching: A Study of Teacher

Learning Steps. Voices of English Language
Education Society, 7(3), 640-651.
https://doi.org/10.29408/VELES.V713.24049

Lestari, P. (2023). Implementasi kegiatan keagamaan
untuk mengembangkan pendidikan karakter
dalam projek penguatan profil pelajar Pancasila
siswa kelas X di SMK N 3 Purworejo. Al Ghazali,
6(1), 48-61.

Li, Y. (2020). Application of artificial intelligence in
higher vocational english teaching in the
information environment., 1169-1173.
https://doi.org/10.1007/978-981-15-5959-4 143

Limniou, M. (2021). The effect of digital device usage
on student academic performance: a case study.
Education Sciences, 11(3), 121.
https://doi.org/10.3390/educscil 1030121

M., M. and O., H. (2023). Problems and ways of
improving project-oriented learning in ukraine.
Applied Aspects of Information Technology, 6(3),
231-243.
https://doi.org/10.15276/aait.06.2023.16

Meniado, J. (2020). Organizational citizenship
behavior and emotional intelligence of efl
teachers in saudi arabia: implications to teaching
performance and institutional effectiveness. Arab
World  English  Journal, 11(4), 3-14.
https://doi.org/10.24093/awej/voll1no4.1

Milne, L., Savage, J., Panther, B., & Aughterson, J.
(2022). Mentor-coaching in an Australian HEA
fellowship program: Developing transformative
learning and teaching leadership capability.
Journal of Higher Education Policy and
Management, 44(3), 293-3009.
https://doi.org/10.1080/1360080X.2022.2046701

Mora, A. (2020). Gamification for classroom
management: an implementation using classdojo.
Sustainability, 12(22), 9371.
https://doi.org/10.3390/sul12229371

Muganga, L. and Ssenkusu, P. (2019). Teacher-
centered vs. student-centered. Cultural and
Pedagogical Inquiry, 11(2), 16-40.
https://doi.org/10.18733/cpi29481

Mustofa, M., Lin, C., & Chen, H. (2023). Elementary
teachers' beliefs and practices pertaining to
freedom of learning curriculum reform policy: a
qualitative study. [International Journal of
Education and Practice, 11(2), 166-179.
https://doi.org/10.18488/61.v11i2.3289

Neiterman, E. and Zaza, C. (2019). A mixed blessing?
students’ and instructors’ perspectives about off-
task technology use in the academic classroom.
The Canadian Journal for the Scholarship of
Teaching and Learning, 10(1).
https://doi.org/10.5206/cjsotlrcacea.2019.1.8002

108


https://doi.org/10.32598/hdq.8.4.494.2
https://doi.org/10.1186/s40594-018-0131-6
https://doi.org/10.6007/ijarped/v13-i1/20934
https://doi.org/10.2196/38952
https://doi.org/10.1177/002205741319300303
https://doi.org/10.3102/0034654315626799
https://doi.org/10.29408/VELES.V7I3.24049
https://doi.org/10.1007/978-981-15-5959-4_143
https://doi.org/10.3390/educsci11030121
https://doi.org/10.24093/awej/vol11no4.1
https://doi.org/10.1080/1360080X.2022.2046701
https://doi.org/10.3390/su12229371
https://doi.org/10.18733/cpi29481
https://doi.org/10.18488/61.v11i2.3289
https://doi.org/10.5206/cjsotlrcacea.2019.1.8002

Ni’mah, F., Wafa, Z., & Sulistiyaningsih, E. F. (2024).
The Implementation of Merdeka Curriculum in
English Language Teaching in High School.
English Education and Literature Journal (E-
Jou), 4(02), 99-106.
https://doi.org/10.53863/EJOU.V4102.996

Niess, M. (2011). Investigating tpack: knowledge
growth in teaching with technology. Journal of
Educational Computing Research, 44(3), 299-
317. https://doi.org/10.2190/ec.44.3.c

Nooralam, J., & Sakhiyya, Z. (2022). Formative
Assessment in the Merdeka Curriculum English
Textbook entitled English for Nusantara. English
Education Journal, 12(4), 600-610.
https://doi.org/10.15294/EEJ.V1214.65398

Oroh, R. R., Runtuwene, J. P., Palilingan, V. R., &
Kenap, A. A. (2019, February). Pedagogical
Competence of Vocational Teacher through the
Model-impact School Patterns in the Application
of Change Management. InS5th  UPI
International Conference on Technical and
Vocational Education and Training (ICTVET
2018) (pp- 546-549).  Atlantis Press...
https://doi.org/10.2991/ictvet-18.2019.123

Piaget, J. (1976). The child and reality: Problems of
genetic psychology. Viking Press.

Pungong, C., Marakovits, S., & Lee, A. (2023). Using
goguardian teacher technology to combat
students' digital distractions on school-issued
devices. European Journal of Education and
Pedagogy, 4(5), 56-59.
https://doi.org/10.24018/ejedu.2023.4.5.758

Rabbidge, M. (2017). Assumptions, attitudes and
beliefs: tracing the development of teacher
beliefs about classroom 11/tl. The Journal of

Asiatefl, 14(2), 346-354.
https://doi.org/10.18823/asiatefl.2017.14.2.11.3
46

Rahmah, L., Purwanta, E., Wijayanti, W. &

Suhardiman, S. (2024). Navigating the curriculum
landscape: The impact of curriculum 2013 and
Merdeka curriculum on teachers' and students'
learning outcomes in Indonesia. Journal of
Ecohumanism, 3(6), 917-931.

Rahman, M., Singh, M., & Pandian, A. (2018).
Exploring esl teacher beliefs and classroom
practices of clt: a case study. International
Journal of Instruction, 11(1), 295-310.
https://doi.org/10.12973/1ji.2018.11121a

Rahmawati, A. P., & Kusumaningtyas, E. D. (2024).
Implementation of Project Based Learning

Though Merdeka Curriculum in Teaching
Speaking Skills. English  Education and
Literature Journal (E-Jou), 4(01), 25-34.

https://doi.org/10.53863/EJOU.V4101.986

Rodphotong, S. (2018). The effectiveness of
collaborative learning to enhance english
communicative competence: a case study of the
first-year students at thepsatri rajabhat university.
Ijpte International Journal of Pedagogy and
Teacher Education, 2, 15.
https://doi.org/10.20961/ijpte.v2i0.25174

Roza, V., Melani, M., Riko, M., & Zulfahmi, Y. (2024).
Grammatical Gaps in Student Translations:
Analyzing English-Indonesian Translation in
Academic Projects. REiLA : Journal of Research
and Innovation in Language, 6(1), 38-58.
https://doi.org/10.31849/REILA.V6I1.15851

Sultan, S. and Javaid, S. (2018). Pakistani
undergraduate students’ perceptions of project-
based learning in the english composition course.
Journal of Applied Research in Higher Education,
10(3), 217-229. https://doi.org/10.1108/jarhe-11-
2017-0135

Susanto, D., Priyolistiyanto, A., Pinandhita, F., K.A,
A., & Bimo, D. (2024). Utilizing chatgpt on
designing english language teaching (elt)
materials in indonesia: opportunities and
challenges. Celt a Journal of Culture English
Language Teaching & Literature, 24(1), 157-171.
https://doi.org/10.24167/celt.v24i1.11633

Syarifah, E. and Emiliasari, R. (2019). Project-based
learning to develop students' ability and
creativity in writing narrative story. Indonesian

Efl Journal, 5(1), 85.
https://doi.org/10.25134/ieflj.v5i1.1627
Tang, K. (2023). Student-centered approach in

teaching and learning: what does it really mean?.
Acta  Pedagogia  Asiana, 2(2), 72-83.
https://doi.org/10.53623/apga.v2i2.218

Thomas, J. W. (2000). A review of research on project-
based learning. The Autodesk Foundation.

Trabulsi, T., Hartman, D., Davuluri, V., & Kapral, A.
(2023). Peers: evaluation of an undergraduate-led
near-peer community health mentorship program.
Journal — of  Student  Research,  12(3).
https://doi.org/10.47611/jsr.v12i3.2096

Umirbekova, A., Toksonbaev, R., ABITAYEVA, R., &
Akhmetkarimova, K. (2019). Preparation of
future teachers to the implementation of new
pedagogical approaches in the conditions of the
renewed contents of school education. Periddico
Tché Quimica, 16(32), 455-470.
https://doi.org/10.52571/ptq.v16.n32.2019.473
periodico32 pgs 455 470.pdf

Voogt, J., Pieters, J., & Handelzalts, A. (2016). Teacher
collaboration in curriculum design teams: effects,
mechanisms, and conditions. Educational
Research and Evaluation, 22(3-4), 121-140.
https://doi.org/10.1080/13803611.2016.1247725

109


https://doi.org/10.53863/EJOU.V4I02.996
https://doi.org/10.2190/ec.44.3.c
https://doi.org/10.15294/EEJ.V12I4.65398
https://doi.org/10.2991/ictvet-18.2019.123
https://doi.org/10.24018/ejedu.2023.4.5.758
https://doi.org/10.18823/asiatefl.2017.14.2.11.346
https://doi.org/10.18823/asiatefl.2017.14.2.11.346
https://doi.org/10.12973/iji.2018.11121a
https://doi.org/10.53863/EJOU.V4I01.986
https://doi.org/10.20961/ijpte.v2i0.25174
https://doi.org/10.31849/REILA.V6I1.15851
https://doi.org/10.1108/jarhe-11-2017-0135
https://doi.org/10.1108/jarhe-11-2017-0135
https://doi.org/10.24167/celt.v24i1.11633
https://doi.org/10.25134/ieflj.v5i1.1627
https://doi.org/10.53623/apga.v2i2.218
https://doi.org/10.47611/jsr.v12i3.2096
https://doi.org/10.52571/ptq.v16.n32.2019.473_periodico32_pgs_455_470.pdf
https://doi.org/10.52571/ptq.v16.n32.2019.473_periodico32_pgs_455_470.pdf
https://doi.org/10.1080/13803611.2016.1247725

Vygotsky, L. S. (1978). Mind in society: The
development of higher psychological processes.
Harvard University Press.

Wang, J. (2019). College english teaching mode based
on intelligent robot. International Journal of
Continuing Engineering Education and Life-
Long Learning, 29(1/2), L.
https://doi.org/10.1504/ijceell.2019.10018930

Weda, S., Sakkir, G., Elsa, A., & Sakti, F. (2023).
Students’ English Learning Strategies in Dealing
with Merdeka Belajar Kampus Merdeka
(MBKM) Curriculum in Indonesia: Perceptions
and Factors. ELS Journal on Interdisciplinary
Studies in  Humanities, 6(2), 343-356.
https://doi.org/10.34050/ELSJISH.V612.27254

Weimer, M. (2013). Learner-centered teaching: Five
key changes to practice. John Wiley & Sons.

Yanke, A., Weigand, K., & Hofmeister, E. (2023).
Addressing the needs and challenges of
mentorship in veterinary medicine. New
Directions for Teaching and Learning, 2023(176),
83-93. https://doi.org/10.1002/t1.2057 1

Zhang, Y. (2023). Artificial intelligence technology
boosts the construction of english intelligent
teaching mode in colleges and universities.
Applied Mathematics and Nonlinear Sciences,
9(1). https://doi.org/10.2478/amns.2023.2.01319

110


https://doi.org/10.1504/ijceell.2019.10018930
https://doi.org/10.34050/ELSJISH.V6I2.27254
https://doi.org/10.1002/tl.2057
https://doi.org/10.2478/amns.2023.2.01319

