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Abstract. This study aimed to know the teachers’ understanding of an Independ-
ent Curriculum’s concept, the implementation of an Independent Curriculum in
the classroom, efforts to implement an Independent Curriculum, and the obsta-
cles teachers face in implementing an Independent Curriculum. This study used
a quantitative descriptive research design. Data was taken from November to De-
cember 2022. Respondents in this study were elementary school teachers in Pac-
itan Regency. Data was collected using the Google Form platform and distributed
to 850 teachers in village schools through the Pacitan District. Data measurement
was used in the form of an ordinal scale. The questionnaire contained 30 closed-
ended questions. After data collection, the data were analyzed in stages: classify-
ing and presenting data, making interpretations, and drawing conclusions. The
study results showed that most teachers already understand the concept of an In-
dependent Curriculum. The first, most teachers carried out the learning process
following the characteristics of the Independent Curriculum, and the second in
the planning process, core activities, and evaluation stage. Teachers have made
various efforts to upgrade themselves to welcome the Independent Curriculum,
such as school support and a solid teaching team. The obstacles faced by teachers
during the implementation of the independent learning curriculum were confu-
sion between Independent Curriculum implementation and 2013 year curriculum
because both were still running. The research findings know that the administra-
tive burden was still a lot, the lack of training on the Independent Curriculum.
We recommend that the independence of students to learn has not been realized
and is limited in learning resources.

Keywords: Independent Curriculum, Independent Curriculum’s Obstacle, Inde-
pendent Learning, Rural Schools

1 Introduction

In 2019-2022, the COVID-19 outbreak has changed the learning system worldwide,
especially in Indonesia. The education system has changed to online learning. School
closures are implemented worldwide due to stop the virus transmission. Knowledge is
brought into the home, where parents are the key to online learning.
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Undeniably, several problems were found. It deals with the student’s mental health.
Less interaction with friends and teachers, and completed self-quarantine supported
the students in experiencing stress and depression. Students’ negative thoughts and
worries can predict mental health symptoms following stressful events [1]. Worries
deal with many aspects, both the side of school terms and the worries for their health
condition. School term worries deal with their inability to complete the tasks, failure
to follow the online learning instructions, and limited learning materials. Besides,
they also experience worries about their health condition. Alpha and Delta periods of
COVID had harmful impacts on students feeling insecure and the possibility of get-
ting the viruses.

Those insecurities and worries correlated with students’ performance at school.
Connectedness (loneliness and a sense of connection to university) mediated links
between mental health (well-being and anxiety) and academic performance [2]. The
students who experience worries, and anxiety will have fewer scores than those in
stable condition. Research also declares that more depressive symptoms, academic
stress, and loneliness were reported in 2021 [3]. The pandemic has affected college
students’ mental health and caused post-traumatic stress symptoms (PTSS) [4].

School workload also became a severe problem in online learning during the pan-
demic [5]-[7]. The workload or task load exists due to the ‘practical’ way of teachers
in teaching. They just give a series of tasks every morning, and the students must
submit them in the evening. This happens in Indonesia. Since not all places are cov-
ered with stable internet coverage and not all students have facilities to support online
learning, like gadgets, PC or laptops, etc., the teachers just gave the tasks to students
every day through parents’ WhatsApp group. It was cheap and easy to gain because it
just needs small bytes of internet bandwidth. Those workloads also put students
bored. Online learning also limited the students’ interaction with friends and teachers
[8]-[10]. This Technology also became a problem in the online learning [11]-[14].

Online learning had no obstacles for the school with complete facilities and sup-
ported internet facilities. It seems online learning needed both of those things. Schools
in the city could implement online learning well. But, the schools with limited facili-
ties and internet coverage, as in rural areas, will have the disability to do online learn-
ing maximally. There were few WIFI routers in rural areas, where the parents needed
to buy the internet bandwidth. And the price was also high. The mountainous area in
rural places also limited internet coverage, where online learning was impossible.

Those problems lead to under-quality teaching and learning, such as learning loss.
Several research journals show that students’ motivation during online learning de-
creased drastically. Limited interaction with teachers to clarify understanding and
network difficulties trigger learning loss as the impact of online learning was not op-
timal. Learning loss refers to a condition where a small part or most of knowledge and
skills were lost in academic development, usually caused by the cessation or disrup-
tion of the learning process in education.

Notably, research on educational systems that faced events similar to the COVID-
19 pandemic seldom referred to learning loss [15]. There seem to be clear indications
that the first school closure due to COVID-19 resulted in substantial learning losses,
especially for students from more disadvantaged homes, further exacerbating existing
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achievement gaps, and thus increasing educational inequality [16]. Losses were up to
60% larger among students from less-educated homes, confirming worries about the
uneven toll of the pandemic on children, and families [17]. Online home learning
activities put most students in their comfort zone, and they tend to rely on Google
search sites and cooperation in doing assignments and exams compared to studying
on their own. As a result, when asked, "Are you ready to study at school normally?"
most students answered that they were not ready or just wanted to go to school to
meet friends.

Given the sizeable observed effect sizes, the effect of school closures appears to be
a combination of lost learning progress and learning loss [18]. Children experienced
significant learning losses during this period of school closures, as it was not possible
for schools to provide the same level of education to students at home [19]. This pro-
longed period of home-schooling was unprecedented, and it is difficult to predict the
learning loss that children will suffer [20]

Instead of learning loss, online also deal with the gap. The research findings reveal
a cumulative disadvantage resulting from unequal opportunities in formal, informal,
and non-formal education and underline the need to address school and family factors
to mitigate the impact of the pandemic on learning opportunities. [21]. A few educa-
tors anticipate that learning gaps will be more prevalent for students who were in
kindergarten during remote learning [22]. Some of the pre-existing disparities have
been amplified by remote knowledge during the pandemic and potentially widened
the existing learning gap [23]. Any impacts of inequalities in time spent learning be-
tween poorer and wealthier children were likely to be compounded by disparities not
only in learning resources available at home but also in those provided by schools
[24]

To minimize the learning loss and learning gaps, the Indonesian government im-
plemented Independent Curriculum in 2020. The Independent Curriculum is meant to
help all students recognize their unique potential. Independent Curriculum is freedom
and has been designed to help students return to their roots. This means that the teach-
ing-learning process does not depend merely on materials from books that the gov-
ernment decided, but the classes will be flexible based on the student’s condition and
school support.

Several learning theories that provide independent learning were experimental,
contextual, and transformative learning [25]. Experimental learning was called focus-
es on experiential education, action learning, adventure learning, free choice learn-
ing, cooperative learning, service learning, and many others (Chen, 2009). This led to
a new teaching and learning process design that gave children the freedom to put
learning outside of the classroom. Experiential learning can be achieved through con-
crete experience, abstract conceptualization, reflective observation, and active ex-
perimentation. Knowledge is constructed by touching all of these bases, and learning
is achieved [27].

Teaching will be admitted effective as if there was a connection between the class-
room and beyond. Contextual learning might bring the students into actual practice
education. Contextual learning greatly benefits students by placing their learning in
relevant real-life situations, which is the way many of us learn the best [28]. Since the
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world was constantly moving and changing, learning also changed. The development
of learning material, as well as the method, is also developed. The teachers do not
force the students to learn inside the classroom, but they must make a connection
between the class and the actual situation. For example, rather than give the students a
picture of the fibrous root and taproot of a plan. The teachers should ask the students
to go into the field and make direct observations.

Transformative learning provided opportunities for students to develop critical
self-reflection to gain confidence and learning experiences to find the basis of the
views/thoughts of others [29]. The transformative learning theory explained this
learning process of constructing and appropriating new and revised interpretations of
the meaning of an experience in the world [30]. Transformative learning leads to
Higher Order Thinking Skills. In transformative learning, individuals were trans-
formed into learners who can direct themselves to achieve a change in understanding,
awareness, and experience.

Regarding teaching types, the teacher’s autonomy became the central issue in In-
dependent Curriculum. There were three main perspectives on teacher autonomy:
pedagogical freedom and absence of control, the will and capacity to justify practices,
and a local responsibility [31]. Autonomy was maintained in teaching activities and
provided possibilities for professional development [32]. Granting freedom in the
world of education required a lot of creative teachers because of their free will in their
work. That was the teacher will work autonomously in developing teaching materials
and teaching methods. The teacher had the autonomy to design the classroom learning
process, not just run the administration. He will teach well if he can apply all his ideas
in class. The teacher should be someone who was specially trained so that he under-
stood the need of his students and could act to meet those needs. Teacher autonomy
deals with two dimensions: general autonomy concerning classroom standards of
conduct and on-the-job discretion, and curriculum autonomy concerning selecting
activities, and materials, instructional planning, and sequencing [33].

Offering teachers, the opportunity for broader didactic autonomy mean transform-
ing the curriculum content into meaningful lessons by relying on their professionalism
[34]. In fact, according to him, teachers are free to interpret the curriculum. Flexible
teachers create, and contribute to the curriculum. The teacher is the co-creator of the
curriculum. Educational trends develop from time to time. Education is dynamic, and
teachers are in a critical position to reflect critically on their practical knowledge
through research and evaluation. In addition, interactive teaching processes like Pro-
ject Based Learning (PJBL) are needed. It is a medium to the significant positive ef-
fect on students’ academic achievement compared to traditional education (Chen,
2018). It is characterized by students’ autonomy, cooperation, communication, and
reflection in real-life practices [36]. More specifically, it allows students to learn by
searching for solutions, asking questions, debating ideas, designing plans, and com-
municating with others (Choi et al., 2019). Project-based learning promotes coopera-
tion between students, and the teacher acts only as a guide during the project (Greeni-
er, 2018). It also helps develop students’ abilities, skills, attitudes, and values, ena-
bling them to understand the global challenges in a changing global economy (Zatko-
va, 2015).
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Turek (2008) stated that students will learn to work independently and creatively,
plan and complete their work, take responsibility for their work and overcome obsta-
cles, work with information, present their work, express themselves correctly and
argue, cooperate, communicate, tolerate, accept other opinions, evaluate their work
and the work of others (Maros et al., 2021). The project presents design features that
combine the Framework’s assets with PBL and then tests these features to derive
design principles that serve as commitments for designing for teacher change and
student learning (Miller et al., 2021). In PBL, pupils can engage in authentic, mean-
ingful problems and act in projects similar to how scientists and engineers work on
their projects (Lavonen et al., 2022).

However, this ‘perfect’ curriculum is still being debated among rural teachers. We
must admit that the disparities between regions and the socio-economic conditions of
society that have been going on for a very long time have had a far more devastating
impact on increasing and equalizing the quality of education. So far, children in vari-
ous regions and villages have not had adequate educational opportunities. At least the
story above describes the reality of the condition of our society and education in the
village area. Curriculum changes will be sterile if the teacher’s mindset does not
change. Teachers still teach in the old way, feeling they know more than their stu-
dents. The lecture teaching method does not provide opportunities for students to
exchange ideas. Mastery of information technology is very weak, so it is feeble to
seek knowledge or new information. Among these problems, this study aimed to
know the teachers’ understanding of an Independent Curriculum’s concept, the im-
plementation of an Independent Curriculum in the classroom, efforts to implement an
Independent Curriculum, and the obstacles teachers face in implementing an Inde-
pendent Curriculum

2 Method

This study used a quantitative descriptive research design. Data was taken from No-
vember to December 2022. Respondents in this study were elementary school teach-
ers in Pacitan Regency. Data was collected using the Google Form platform and dis-
tributed to 850 teachers in village schools through the Pacitan District education of-
fice. The researchers took the sample by using simple random sampling. The re-
spondents’ classification were displayed in this table:
Teachers’ Classification
Public school teachers  97%
Private school teachers 3%
Ages Range
20-30 years old 12%
31-40 years old 45.6%
41-50 years old 22.6%
51-60 years old 19.8%
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Data was taken in the form of an ordinal scale. The questionnaire contained 30
closed-ended questions. After data collection, the data was analyzed in stages: classi-
fying data, presenting data, making interpretations, and drawing conclusions.

3 Results

3.1 The Teachers’ Understanding related to Independent Curriculum

Never 0.82
3.29
Sometimes 22,24
44.94
Always 28.71

0.00 10,00 20,00 30.00 40,00 50,00

Fig. 1. Teachers’ Understanding of Independent Curriculum Concepts

Figure 1 states that the teacher understood the Independent Curriculum well. This
could be proven by most respondents answering ‘often’ understanding the Independ-
ent Curriculum, approximately 44.94%. In the second place, respondents answered
‘always’ about 28.7%. The remaining 22.24% of teachers answered ‘sometimes,’
3.29% answered ‘seldom,” and 0.82% answered ‘never.” From the results of the ques-
tionnaire, the implementation of the Independent Curriculum received agreement
from the teacher so that its performance at the class level would be more accessible.

Teachers admitted that the implementation of the Independent Curriculum was eas-
ier to understand than curriculum 13. The case study related to the implementation of
the 2013 Curriculum in Garut Regency Elementary School has not been implemented
optimally, as reflected in the condition of teachers who do not understand the process
of preparing lesson plans, scientific learning, and learning evaluation. Teachers did
not receive full assistance, coaching, or training [37]. This good perceptual attitude
would facilitate implementation in the classroom. Respondents who answered ‘some-
times’ stated that they briefly knew about the Independent Curriculum but had not
implemented it in class. This group of respondents admitted that studying the Inde-
pendent Curriculum and its application took time because many things had changed,
especially regarding the learning methods. Respondents who answered ‘seldom’ and
‘never’ stated they did not have adequate input regarding implementing the Independ-
ent Curriculum. Age and access to information technology were obstacles.

3.2 Independent Curriculum in Teaching and Learning Process

In its implementation, the teaching and learning process was divided into three parts:
the preparation stage, the learning process/core learning stage, and the learning evalu-
ation. The implementation of the Independent Curriculum was not only found in one
of these parts but it was integrated into one inseparable unit. In the preparation stage,
four aspects were assessed: the selection of teaching materials, preparation of authen-
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tic learning in class, learning objectives and instructionals, and the design of learning
concepts.

3.3 Independent Curriculum in Preparation Step

Ability to choose essential
material 4941
39,76
Ability to connect leason and
real practice 5404
P 24
Ability to find out the goal 82
and lesson content 52,04
23,88
Ability to design teaching 28.do
learning process ! 44724
gp 21|’29 | 2
Never MSeldom M Sometimes & Often M Always

Fig. 2. Preparation Step in the Teaching and Learning Process

The teacher’s ability to select critical material concepts for students was divided into
five classifications: ‘always,” ‘often,” ‘sometimes,” ‘seldom,” and ‘never.” Most re-
spondents, approximately 49.9%, answered that they often choose material concepts
important for children. The Independent Curriculum emphasized essential material
that was suitable for students, so teachers should be able to know the needs of stu-
dents and realize them in the teaching and learning process in class. Approximately
39.76% of respondents answered that they always prepare and choose essential con-
cepts for children. The remaining 10% answered ‘sometimes,” 0.59% answered ‘sel-
dom,” and 0.24% answered ‘never.” Respondents who answered sometimes stated that
they were often constrained by their ability to choose the appropriate material for
children and had difficulty analyzing student needs. So, sometimes they still used
monotonous material that had been done from year to year. Those who answered
‘seldom’ and ‘never’ stated that mapping suitable learning concepts for children was
an obstacle. From the results of the questionnaire, it could be seen that the majority of
teachers are ready and understand selecting the best concepts for students.

Regarding the teacher’s ability to prepare for Independent Curriculum-based class-
room learning, approximately 54.24% admitted that they often brought real things to
class, with various activities such as role-playing and other methods. The result also
found that about 30.24% of respondents brought real learning into the classroom by
using media relevant to students’ daily lives associated with learning materials. Bring-
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ing actual experiences into the classroom is an approach that allows learners to en-
gage in their organization’s real-world situations [38]. The remaining 14.35% of re-
spondents admitted that they ‘sometimes’ correlate learning and natural things in
class. Approximately 0.82% of respondents ‘seldom’ connected the lesson with pri-
mary education, and 0.35% answered ‘never.” The teaching-learning process would
be effective when children bring various experiences to the classroom. The construc-
tivist approach requires teachers to involve students in the learning experience and
build on prior knowledge [39]

In designing learning instructional objectives and content, most respondents an-
swered ‘often,” approximately 52.24%, 23.88% of respondents answered ‘always,’
20.82% answered ‘sometimes,’ 2.71% of respondents answered ‘seldom’ and 0.35%
answered ‘never.” Based on the in-depth evaluation and analysis of the respondents,
those who answered ‘sometimes’ stated that they knew how to form instructional
objectives and concepts but had limitations in putting them into the teaching and
learning process. The reason for complexity of evaluation was also an obstacle in
determining instructional purposes and content. For example, when learning led to
project-based learning, the evaluation was not limited to students’ cognitive and intel-
lectual domains of students by basing the assessment on the tests given. However,
other assessment rubrics, such as teamwork, critical thinking, communication skills,
and report analysis, were also a reference. And this was not understood by all teach-
ers.

In the preparation process, the teacher’s ability to design learning in line with the
characteristics and concepts of the Independent Curriculum was also an important
note. The majority of respondents, 44.24% of teachers, answered that they ‘often’
design learning that aligns with the idea of an Independent Curriculum, such as im-
plementing project-based learning, autonomous learning, HOTS activation, etc. Ap-
proximately 21.29% of teachers answered ‘always,” 28% of respondents answered
‘sometimes,’ 3.26% said ‘seldom,’ and 2.71% said ‘never.” Respondents who had not
implemented learning in line with the concept of an Independent Curriculum admitted
to having difficulties in designing learning activities that were in line with the values
of an Independent Curriculum, such as a limited understanding of the Independent
Curriculum, lack of knowledge of exciting learning methods and media, lack of sup-
porting facilities, etc.

3.4 Independent Curriculum in Main Activities

In the main activities of the teaching and learning process, three aspects were as-
sessed, including the teacher’s ability to build a pleasant learning atmosphere, under-
stand the material’s content, and use appropriate methods in teaching.
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Fig. 3. Main Activities

Figure 3 showed that most teachers could ‘always' build a pleasant learning atmos-
phere (49.29%). This group stated that the main stage in creating a fun classroom
atmosphere was exciting ice-breaking to make concentration. The teacher must spend
early learning activities with enjoyable activities. If the child was motivated to learn,
the teacher would carry out varied learning according to the ongoing subject. Approx-
imately 43.18% of respondents said they often did fun class activities. This group
stated that occasionally they still used book/LKS-based learning. This group also
admitted that they sorted out which teaching materials or materials could be made fun
of. The remaining 6.94% admitted that they seldom made class fun, 0.35% said it
seldom, and 0.24% answered never. It turned out that the teacher’s effort to build a
fun class was also related to the condition of the students. The teacher’s efforts would
be successful and maximal if students are well-motivated. Students perceive the class-
room atmosphere a teacher creates as an essential factor influencing their emotions
[40].

Figure 3 also stated that most teachers (52.24%) ‘often’ understood the content of
the material to be taught. Approximately 34.59% said they ‘always’ understood the
material’s content to be prepared. This involved their efforts before going to class.
The teacher would design material concepts before teaching time and design material
using media in an exciting way that arouses student learning enthusiasm. Various
digital platforms also assisted in preparing the material. Unfortunately, approximately
12% of teachers answered that they ‘sometimes’ understood the content of the materi-
al to be taught. They admitted that they have limitations in concocting various materi-
als from various sources into comprehensive teaching materials for students. The
remaining 0.82% of teachers answered ‘seldom,’ and 0.35% answered ‘never.’

In using teaching methods, most teachers (53.29%) answered that teachers ‘often’
use appropriate strategies in teaching. However, it was undeniable that they also com-
bined with conventional methods. This they did because of time constraints in design-
ing an attractive approach. In addition, the administrative demands of teachers also
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make up for their remaining time. They answered that they sometimes repeated many
times the method of teaching. Approximately 14.94% responded that they sometimes
use the proper way of teaching. The remaining 0.71% answered seldom, and 0.24%
answered ‘never.” The relationship between what teachers do in the classroom (pro-
cess) and how well students learn in the school (product) is interconnected [41].

3.5 Independent Curriculum in Evaluation Process

Continuing at the evaluation stage, the researcher divided the research into five as-
pects, namely the creation of an assessment rubric, assessment feedback, assessment
of the teaching and learning process, the use of various evaluation methods, and the
design of a comprehensive and simultaneous evaluation.

Create students' evaluation 235
Fubric h 24,00 946
I 2424
0,35
Give feedback from students’ H}’?slm

evaluation score .04
S 50 8

1
Evaluate students’ | 0.5
performances 4435

o vtuaton |38
Use various evaluation 16,12
method 55,88
I 26,71
0,59
Create comprehensive and %
. . 27,06
simultane ous evaluation 53,76
I 15,88

Sometimes mOften ™ Always mSering = Selalu

Fig. 4. Teaching Learning Evaluation

Figure 4 explained that most teachers (49.06%) often used the learning evaluation
rubric. So far, assessments tend to be carried out only to measure student learning
outcomes. Thus, the assessment was positioned as an activity separate from the learn-
ing process. Assessment should be carried out through three approaches, namely
evaluation of learning, assessment for learning, and assessment as learning so that the
teacher’s ability to design assessments becomes part of the learning activities. Ap-
proximately 24.24% of teachers answered that they always make a different and com-
prehensive rubric to evaluate the teaching and learning process. The rest, about
24.00%, answered ‘sometimes,” 2.35% of teachers answered ‘seldom,” and 0.35%
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answered ‘never.” This was related to the limitations in designing the learning evalua-
tion process. As a result, assessments were only based on learning outcomes. Typical-
ly children were tested on monthly tests and periodic exams, which were content-
based. The scores on these tests and exams are critical in promoting the child to the
next class [42].

Approximately 50.82% of teachers provided feedback from the evaluation results.
This is very important because feedback can provide information about learning pro-
gress and students’ level of understanding. This can be obtained from the effects of
tests, assignments, and projects that students work on. Students will learn from mis-
takes in previous learning based on feedback from the teacher. Approximately
44.35% of teachers often provide feedback to students on tests and evaluations of
learning that have been carried out. In this case, they only provided feedback on as-
sessments in the test/cognitive domain by discussing test results with students. For
other aspects of evaluation, they occasionally did not provide feedback. The remain-
ing 5.18% admitted that they sometimes gave feedback. The remaining 0.71% an-
swered ‘seldom,” and 0.35% said they ‘never’ gave feedback. This was also related to
the infrequency of teachers giving evaluations. The evaluation only followed the as-
sessment of the books and worksheets used.

Figure 5 also showed that 48.47% of teachers did evaluations based on their learn-
ing outcomes, while 44.35% of respondents answered often. The remaining 16.15%
of respondents answered sometimes, 0.59 answered seldom, and 0.12 responded that
they never gave an evaluation related to their learning outcomes. The assessment
referred to at this point was an evaluation made independently by the teacher, not an
evaluation of the final test determined by the government/school.

Using various evaluation methods was also essential in seeing the success of the
teaching and learning process as a whole and complete. Approximately 26.71% of
respondents answered that they made various forms of evaluation of the learning pro-
cess. In addition to the type of evaluation, the state also varied. Approximately
55.88% of respondents answered that they often use various evaluation methods.
16.12% of respondents answered that they seldom use different evaluation methods.
This group said that not all parts of the learning process material must be evaluated.
The remaining 0.94% answered seldom, and 0.35% answered never. This group stated
that the assessment was carried out at the end of the semester.

Learning evaluation should also be carried out simultaneously. Approximately
15.88% of respondents answered that they always carry out simultaneous and com-
prehensive assessments. Concurrent means that the evaluation is well-planned and
systemized. Assignments in the learning process are not done suddenly but are in-
cluded in the planning. Comprehensive evaluation means that the evaluation stage
covers various aspects that support the teaching and learning process. 53.76% of re-
spondents answered that they often complete simultaneous and comprehensive as-
sessments. Unfortunately, there are still teachers who have not carried out an integrat-
ed assessment. Approximately 27.06% of respondents said that sometimes, 2.71%
answered seldom, and 0.59% said never. Once again, they emphasized that the evalu-
ation was carried out at the end of the semester.
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3.6 Implementing Creative Learning as the Characteristics of Independent
Curriculum

In the learning process, one of the characteristics of the independent learning curricu-
lum implementation was exciting activities and creative learning. Project-based learn-
ing was an option for realizing an Independent Curriculum in the classroom. In rela-
tion to engaging learning, researchers looked at four main aspects, namely the teach-
er’s ability to integrate learning in the classroom and outside the classroom, giving
freedom to students to learn independently, the teacher’s ability to sort basic compe-
tence to be used as project-based learning, and the teacher’s ability in integrating
various learning activities in the classroom.

0,12

Connect inside and outside _1 65 b6.12
teaching learning process 7 e
BN 18,00
0,12
Allow students to learn hl 41 1718
autonomous : 50,59

I 30,71

0,59
Design Project Based % 1871
Learning - 50,94

I 23,00

i

1,29
Integrate various activities 19,18

52,69
I 26,00

Never MSeldom ®Sometimes ©Often M Always

Fig. 5. Independent Curriculum Implementation in Classroom

Approximately 18.00% of respondents claimed that they could integrate learning in
the classroom with learning outside the classroom. Now teachers were increasingly
required to provide innovative and meaningful learning methods for students so that
they did not experience boredom in learning. Learning outside the school was not
always physically in the field but it was a learning method by connecting knowledge
learned in class with knowledge/applications outside the classroom. Approximately
54.12% answered that they often do mix learning like this. The remaining 26.12%
answered sometimes, 1.65% said seldom, and 0.12% answered never. The group that
responded seldom and never emphasized that learning could still be carried out opti-
mally in the classroom by fulfilling material from available sources.

In addition to these abilities, teachers were also required to encourage students to
autonomous learning. Approximately 30.71% of respondents answered that they al-
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ways support students studying independently. Of course, class level played a signifi-
cant role in this. In addition, many other factors, such as student motivation, the avail-
ability of adequate learning resources, student backgrounds, and school conditions,
are also greatly influenced. Approximately 50.59% of respondents often supported
children learning independently. This group emphasized and sorted out which parts
the child could learn independently and which ones could not. This group knew that
children must be freed to ask questions, think, and find learning solutions. That way,
critical thinking skills would also be trained. The remaining 17.18% of teachers an-
swered sometimes, 1.41% answered seldom, and 0.12% answered never.

In its implementation, not all learning materials were used for project-based learn-
ing. Teachers had been able to sort out which basic competence would lead to project-
based learning and which would not. Approximately 28.00% of teachers could always
sort out basic competence for project-based learning. The majority of teachers
(50.94%) answered often. The remaining 18.71% answered sometimes, 1.29% said
seldom, and 0.59% said never.

The teacher must also be able to integrate various learning activities in the class-
room. This was important to prevent student boredom in learning. Approximately
26.00% answered that they always combined various activities in class. Approximate-
ly 52.59% of respondents often incorporated multiple activities in class. For example,
they implemented ice-breaking with an exciting method, learned to use the pair dis-
cussion model, and continued with portfolio assessment. The remaining 19.18% of
respondents sometimes answered, 1.29% of respondents said seldom, and 0.94% of
respondents said never.

3.7 Developing Students’ Critical Thinking

One of the characteristics of the independent learning curriculum implementation was
the development of critical thinking for students. In this case, the researcher focused
on the teacher’s ability to encourage students to solve problems and the teacher’s
ability to stimulate students to ask questions.
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Fig. 6. Teachers’ Effort in Building Students’ Critical Thinking

Figure 6 showed that approximately 40% of respondents always encourage students to
discuss with friends. Discussion activities with friends would familiarize students
with mutual respect and appreciation. In addition, discussions could also develop
thinking power, knowledge, and experience and train critical thinking. The discussion
also developed communication and speaking skills. Approximately 53.41% of teach-
ers often encouraged children to discuss. This group divided the class into several
small groups. Unfortunately, about 6.24% of respondents answered ‘sometimes,’
0.24% answered ‘seldom,’ and 0.12% answered ‘never.’

Teachers should encourage students to be able to be actively involved in the learn-
ing process. Approximately 58.35% of respondents encouraged students, and 38.24%
answered often. Students were allowed to ask questions and be active in the learning
process, such as answering quizzes, leading discussions, expressing opinions, etc.
Unfortunately, approximately 2.82% of teachers responded sometimes, the remaining
0.47% answered seldom, and 0.12% answered never.

Approximately 42.24% of teachers always encouraged students to solve problems
independently. At the same time, the majority of respondents (46.82%) answered
often. This group emphasized that students might be independent in solving problems,
both problems related to the learning and teaching process in the classroom and issues
in schooling. To develop this ability, teachers often instructed students to solve prob-
lems. The remaining 10.24% of teachers answered sometimes, 0.47% said seldom,
and 0.24% answered never.

The teacher could also be able to stimulate students to ask questions. Approximate-
ly 55.76% answered that it constantly enabled students to ask questions. 41.29% of
respondents answered often. This group believed that encouraging students to ask
questions will form students’ curiosity in learning. It also built students’ confidence
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and communication skills. The remaining 2.59% of respondents answered sometimes,
0.24% said seldom, and 0.12% said never.

3.8 Efforts to Maximize Independent Curriculum Implementation

Teachers had to be able to collaborate with various parties in implementing the inde-
pendent learning curriculum. In this case, researchers saw four essential points: school
support, a positive attitude to work with teachers, actively participating in activities
about an Independent Curriculum, and a solid team implementing the curriculum.

School's support in 8%%
Independent Curriculum N 333

implementation e — ;29

Possitive views to work

together with other teachers
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Fig. 7. Teacher’s Collaboration

Figure 7 showed that the majority of respondents (73.29%) answered that the school
where they teach supported the implementation of the independent learning curricu-
lum. This commitment to improving the quality of learning supported to increasing
student quality. The remaining 22.59% schools ‘often’ supported the implementation
of the Independent Curriculum. Unfortunately, approximately 3.88% of schools
‘sometimes’ supported the implementation of an Independent Curriculum. This was
because there was still confusion with the K13 curriculum. In addition, the Independ-
ent Curriculum had not been implemented at all grade levels. Approximately 0.12%
of schools ‘seldom’ implemented it, and 0.12% had never implemented it.

Collaboration was also a necessity in the implementation of the Independent Cur-
riculum. One teacher must be able to work with other teachers to form good learning,.
Approximately 73.41% of teachers worked together with other teachers. This group
answered that the form of cooperation revolved around classroom learning and pro-
ject-based learning. One project could include various integrated competencies. Ap-
proximately 23.88% of teachers answered ‘often’. The remaining 3.88% of respond-
ents responded sometimes, 0.12% said seldom, and 0.12% said never.
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Teacher awareness in self-upgrading in increasing knowledge about the Independ-
ent Curriculum was also essential. The curriculum changed, and so did the policies
and content. Therefore, teachers must be adaptive to change and able to develop
themselves. Teachers must be up to date on the dynamics of education. Approximate-
ly 9.06% of respondents stated that they always participate in self-development ef-
forts, such as workshops, training, seminars, etc., regarding the Independent Curricu-
lum. Approximately 45.65% of respondents answered often. 38.47% of respondents
answered sometimes. This was based on several factors, such as lack of information
about the activity in question, internet signal network (if the action was carried out
online), and limited time. Unfortunately, approximately 5.53% of respondents an-
swered seldom, and 1.29% answered never. Of course, if the teacher was not active in
self-development, the implementation of the Independent Curriculum would be con-
strained.

A solid team was also essential in implementing the Independent Curriculum. Ap-
proximately 31.88% of respondents had a solid team as team teaching and partners in
discussing the Independent Curriculum. Approximately 45.41% of respondents an-
swered that they often have a team. The team in question could be from the same
school or different schools with the same knowledge group. The remaining 17.88% of
respondents answered sometimes, 3.06% of respondents said seldom, and 1.76% of
respondents said never.

3.9 Facilities

The provision of facilities was also an important thing to be fulfilled by schools. In
addition, ease of access to obtaining teaching materials was also essential. Figure 8
stated that 25.41% of respondents ‘always’ found teaching materials easy. Most of
these were obtained through the internet. Approximately 50.94% answered ‘often’.
The remaining 20.71% of respondents answered ‘sometimes,” 2.00% of respondents
said ‘seldom’, and 0.94% responded that it was difficult to get teaching materials even
though the era was very abundant for surfing in cyberspace.

In addition to the adequacy of teaching materials/materials, approximately 26.35%
of respondents always had access to good technology. The pandemic had made many
homes connected to WIFI. This allowed teachers to work and learn from anywhere.
Approximately 44.35% answered that they often got good technology. In contrast to
those who responded always, this group stressed that constraints such as power outag-
es and weather greatly affected the implementation of the Independent Curriculum.
Unfortunately, there were still many teachers who still have problems in the field of
technology.
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Fig. 8. Classroom Facilities

Before designing the implementation of the Independent Curriculum in the classroom
and determining what methods and media to use, the teacher must know the charac-
teristics of the students. It was essential to map out the learning styles and resources
children need. In this case, the researcher divided it into two significant aspects: the
teacher’s ability to understand student character and see student difficulties.

o Dowsdents gy g
Characterisucs 1n learnmg 4176

[

Know students’ difficulties in h 9.06
learning - 4741
I 1224

Never ®Seldom ®Sometimes #=Often ™ Always

Fig. 9. Teachers” Way to Motivate Learners

Figure 9 showed that 52.24% always understood student characters, and 41.76% often
answer. This was done by observing students in class activities. In addition, the meth-
od used could be a discussion with students in the class. Unfortunately, approximately
5.53% of respondents sometimes understood the character of students. This learning
model referred to teacher-centered, where everything was centered on the teacher.
About 5.53% of respondents admitted that they sometimes explored an understanding
of student character. The remaining 0.71% of respondents answered seldom, and
0.12% answered never.

Teachers were also expected to be able to map the difficulties experienced by stu-
dents. Approximately 42.24% of teachers answered that they always see and solve
students’ difficulties. Approximately 47.41% of respondents answered often. In see-
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ing students’ problems, the teacher made observations and direct interviews with
students. The remaining 0.71% answered seldom, and 0.56% answered never.

3.10 Obstacles to Implementing Independent Curriculum

There were six obstacles found in implementing Independent Curriculum, they are: 1)
There was confusion between Independent Curriculum Implementation and K13 since
some schools still used the K13 curriculum; 2) The curriculum changed too often, and
too much administration, such as unclear concrete actions, e-reports, and many more,
made the teacher less optimal in teaching and learning classroom activities; 3) There
has not yet been a conducive climate for the implementation of an Independent Cur-
riculum Implementation because there were still two curricula being implemented,
namely K13 and the Independent Curriculum; 4) The need for activeness to find out
more about the Independent Curriculum, one of which is with workshops and semi-
nars; 5) Students were not yet fully independent in learning because they still need
guidance and teacher assistance to be more optimal; 6) Teachers had limited sources.

4 Discussion

The discussion of this research findings revolves around several key aspects of im-
plementing the Independent Curriculum.

Firstly, the study highlights the importance of teachers' ability to understand the
content of the material to be taught and their proficiency in using effective teaching
methods. While most teachers demonstrated a good understanding of the material
content and used appropriate teaching strategies, there were still some limitations and
challenges. Some teachers faced difficulties in designing comprehensive teaching
materials, which affected their ability to provide engaging and diverse learning expe-
riences for students. Time constraints and administrative demands were also identified
as factors that hindered teachers from fully utilizing innovative teaching methods.

Another important aspect discussed in the research is the evaluation process. The
study emphasizes the need for teachers to create assessment rubrics, provide feed-
back, and evaluate the teaching and learning process comprehensively. However, it
was found that there were limitations in implementing these evaluation practices.
Some teachers struggled with determining instructional goals and content due to the
complexity of evaluation, especially when implementing project-based learning. Ad-
ditionally, not all teachers fully understood the various assessment rubrics beyond
cognitive domains, such as teamwork, critical thinking, and communication skills.

The research also highlights the significance of having a solid team in schools, par-
ticipating in workshops, and receiving support from the school in successfully imple-
menting the Independent Curriculum. Collaboration among teachers from the same or
different schools with the same knowledge group was found to be beneficial. Fur-
thermore, the provision of facilities and access to teaching materials and technology
were identified as crucial factors for effective implementation. While some teachers
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reported easy access to teaching materials and good technology, there were still chal-
lenges faced by a significant number of teachers in these areas.

Overall, the discussion of the research findings emphasizes the need for continuous
professional development, support from the school, and adequate resources to over-
come the limitations and challenges in implementing the Independent Curriculum. It
also highlights the importance of designing comprehensive teaching materials, utiliz-
ing effective teaching methods, and implementing a robust evaluation process to en-
hance student learning outcomes.

5 Conclusion

The conclusion of this paper is that while most teachers demonstrate a good under-
standing of the material content and use effective teaching methods, there are still
some limitations and challenges in implementing the Independent Curriculum. These
limitations include difficulties in designing comprehensive teaching materials, time
constraints, and the infrequency of providing feedback and evaluations. Additionally,
the study highlights the importance of having a solid team in schools, participating in
workshops, and receiving support from the school in order to successfully implement
the Independent Curriculum. Furthermore, the provision of facilities and access to
teaching materials and technology are crucial factors for effective implementation.
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