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Abstract. Integrating global issues into teacher education curricula is essential for preparing 
future educators with global competence—the ability to understand global challenges, respect 
diverse perspectives, and act toward sustainable development. This study investigates the 
strategic integration of global issues into the development of the Kurikulum Merdeka at 
Universitas Pendidikan Indonesia (UPI) Bandung. Using a qualitative case study approach, data 
were collected through semi-structured interviews with faculty members, program heads, and 
curriculum developers, supported by document analysis and participatory observation. The 
findings show that UPI has taken progressive steps in integrating global themes—such as 
sustainability, social justice, global literacy, and digital citizenship—into courses, student 
projects, and academic collaborations. Initiatives like Collaborative Online International 
Learning (COIL) and SDG-based community service programs highlight UPI’s commitment to 
global education. However, implementation remains uneven across departments, with 
challenges such as limited faculty training, insufficient digital infrastructure, and a lack of shared 
understanding regarding the importance of global competencies. The study concludes that a 
systemic and institutionalized approach is required to embed global literacy as a core element 
of teacher education. Strengthening faculty capacity, curriculum flexibility, and international 
collaboration will be key to ensuring that future teachers are not only locally grounded but also 
globally responsive. 

Keywords: Global Competence, Curriculum Integration, Kurikulum Merdeka, Teacher 
Education, Internationalization. 

1. Introduction     
The integration of global issues in education has become increasingly urgent in the 

context of rapid globalization, digital transformation, and transnational challenges such 
as climate change, inequality, and cultural polarization [1]. In teacher education 
institutions (LPTKs), particularly in Indonesia, preparing prospective teachers who are 
globally competent is essential for cultivating future citizens who are empathetic, critical, 
and action-oriented [2]. According to the OECD, global competence is defined as "the 
capacity to examine local, global and intercultural issues, to understand and appreciate 
the perspectives and world views of others, to engage in open, appropriate and effective 
interactions with people from different cultures, and to act for collective well-being and 
sustainable development." 

Global competence is not an auxiliary skill but a foundational disposition in the 21st-
century teacher's profile [3]. As Rizvi and Lingard emphasize, globalization reshapes not 
only economic and political spheres but also educational landscapes, necessitating a 
curriculum that transcends national boundaries and encourages cosmopolitan thinking 
[4]. Therefore, teacher education must promote the understanding of global 
interdependence and the skills to address complex global issues through an 
interdisciplinary, participatory, and contextualized curriculum [5]. The Merdeka 
Curriculum (Kurikulum Merdeka) launched by the Indonesian Ministry of Education 
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provides an opportunity for such integration. Its flexibility, emphasis on student 
autonomy, and contextualized learning align well with the aims of global education [6]. 
Through this curriculum, future educators can be trained not only to deliver content 
knowledge but also to become facilitators of transformative learning who guide students 
to critically engage with global realities [7]. 

Transformative learning theory, proposed by Mezirow, underpins this pedagogical 
shift by asserting that education should lead to critical reflection and transformation of 
perspectives [8].  Teachers trained under this paradigm are expected to go beyond 
knowledge transmission to empowering learners as agents of social and global change 
[9]. As Bourn notes, global learning is about "understanding the interconnectedness of 
global systems and one’s role within them," which requires an educational experience 
that is critical, ethical, and action-oriented [10]. 

In this context, LPTKs such as Universitas Pendidikan Indonesia (UPI) Bandung are 
tasked not only with curricular reform but also institutional transformation. They must 
become ecosystems of global literacy that promote interdisciplinary collaboration, digital 
fluency, intercultural dialogue, and ethical responsibility [11]. This includes integrating 
Sustainable Development Goals (SDGs) into course content, utilizing digital platforms 
such as MOOCs for global exposure, and engaging in international partnerships [12]. 

However, implementing these goals is not without challenges. Institutional 
resistance, uneven faculty capacity, and limited digital infrastructure remain significant 
hurdles in LPTKs across Indonesia [13]. Moreover, there is a need for consistent policy 
support, assessment reforms, and inclusive practices that align with global standards 
while respecting local contexts [14]. In addition, global competence is deeply intertwined 
with the development of soft skills and cross-cultural communication [15]. Teachers who 
possess global awareness are more likely to cultivate inclusive classrooms, support 
diverse learners, and encourage collaborative problem-solving based on empathy and 
justice. These skills are particularly critical in multicultural societies like Indonesia, where 
social cohesion and intercultural understanding must be nurtured through education 
[16]. 

Scholars have also emphasized that global education should not be viewed merely 
as international content insertion, but rather as a transformation of the entire 
pedagogical approach [17]. This includes creating classroom environments that 
encourage inquiry, open dialogue, and critical engagement with real-world issues. 
Pedagogical models such as problem-based learning, service learning, and collaborative 
projects with international peers have proven effective in promoting global awareness 
and civic responsibility [18]. Furthermore, educational institutions must align their vision 
and mission with global citizenship values, embedding them into leadership, faculty 
development, and community engagement strategies [19]. Teacher preparation 
programs should include mandatory modules on global education, intercultural ethics, 
and sustainability literacy [20]. These elements are essential for producing teachers who 
are not only professionally competent but also socially and globally conscious. 

The role of technology cannot be underestimated in facilitating global competence. 
With the increasing availability of online collaborative tools, virtual exchanges, and open 
educational resources, LPTKs have access to platforms that can bridge geographical and 
cultural gaps [21]. Institutions like UPI Bandung can leverage digital technology to offer 
students real-time interactions with peers around the world, thus expanding their global 
horizons while fostering intercultural sensitivity [22]. Therefore, integrating global issues 
in teacher education through the Merdeka Curriculum requires a systemic, multilayered 
strategy. It involves not only redesigning curriculum and teaching methodologies but also 
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investing in professional development, fostering institutional culture change, and 
building sustainable global partnerships. Only through such comprehensive reforms can 
LPTKs fulfill their role in preparing teachers who are locally grounded yet globally 
responsive. 

To guide this inquiry, the following research questions are addressed: (1) What 
strategies are used to integrate global issues into the development of the Merdeka 
Curriculum in LPTKs? (2) How are these strategies implemented within study programs 
at UPI Bandung? (3) What are the main challenges faced in integrating global issues 
across teacher education institutions? In conclusion, the development of globally 
competent teachers through the integration of global issues in the Merdeka Curriculum 
is a strategic imperative for Indonesia's future education system. UPI Bandung, as a 
leading LPTK, stands at the forefront of this transformation and must continue to 
innovate, collaborate, and lead the way toward education that is inclusive, critical, and 
globally relevant. 

2. Method 
This study employed a qualitative case study approach to explore the strategies for 

integrating global issues into the development of the Kurikulum Merdeka within teacher 
education institutions (LPTKs). The case of Universitas Pendidikan Indonesia (UPI) 
Bandung was purposively selected due to its national prominence, implementation of 
global education programs, and active adoption of international frameworks such as the 
Sustainable Development Goals (SDGs) [23]. Data were collected through semi-
structured interviews, document analysis, and participatory observation. Key informants 
included curriculum lecturers, program heads, faculty academic leaders, and curriculum 
development teams. Supporting documents such as course syllabi, curriculum 
handbooks, and institutional meeting notes were analyzed to identify how global issues 
were embedded in teaching materials and graduate outcomes. Observations were 
conducted during project-based learning activities and curriculum internationalization 
workshops. Data collection was carried out over two months using methodological 
triangulation to enhance credibility [24]. Thematic data analysis followed Miles and 
Huberman’s interactive model, involving data reduction, display, and conclusion drawing 
with verification through member checking and peer debriefing [25]. 

3. Result and Discussion 
3.1 Strategic Integration of Global Issues in the Merdeka Curriculum at UPI Bandung 

Universitas Pendidikan Indonesia (UPI) Bandung, as a leading teacher education 
institution (LPTK), has adopted a multifaceted strategy to integrate global issues into the 
Merdeka Curriculum. This integration is not only conceptual but is also evidenced in 
curriculum documents and classroom practices. The approaches can be categorized into 
four major strategies: embedded curriculum content, project-based learning, 
international collaboration, and literacy-focused global competence courses. 

3.1.1 Embedding Global Themes in Pedagogical and Subject-Specific Courses 

UPI embeds global issues into existing pedagogical and subject-specific courses 
such as "Curriculum Development," "Multicultural Education," and "Comparative 
Education." Course syllabi (RPS) contain topics such as climate change, digital 
transformation, educational inequality, and global migration. In these courses, students 
are expected to develop lesson plans responsive to real-world global challenges. 
Classroom observations confirm that instructors use multimedia resources (e.g., global 
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conflict videos) and facilitate critical discussions to enhance student awareness and 
reflection. 

3.1.2 Project-Based Learning Focused on Global Themes 

Project-Based Learning (PjBL) is used to encourage students to create authentic 
educational solutions to global challenges. Students conduct field research, design digital 
learning media, and assess global competencies within educational contexts. In the 
"Media and Educational Technology" course, for example, students developed interactive 
climate education tools for elementary students. This strategy develops students' 
collaboration, digital, and critical thinking skills, making learning relevant to global 
realities. 

3.1.3 International Collaboration through COIL and Virtual Exchange 

UPI implements Collaborative Online International Learning (COIL) with institutions 
in Japan, Australia, and the Netherlands. Courses co-taught with international partners—
such as "Digital Pedagogy and Global Citizenship"—allow students to engage in joint tasks 
and cross-cultural dialogue. These initiatives are formalized in syllabi and course modules, 
strengthening UPI’s commitment to curriculum internationalization and global learning 
outcomes. 

3.1.4 Development of Global Literacy through Specialized Courses 

Global competence is also fostered through dedicated courses like "Global 
Citizenship Education," "Global Digital Literacy," and "Ecopedagogy." These subjects help 
students examine the relationship between sustainability, ethics, and education. Tasks 
include local environmental observations, global policy analysis, and digital climate 
awareness campaigns shared via social media. This demonstrates how global issues can 
be transformed into student-led activism and meaningful public discourse. 

3.2 Implementation Across Study Programs 
3.2.1 Elementary Teacher Education (PGSD) 

In PGSD, global issues are integrated into courses on Environmental Education and 
Curriculum Design. Students create learning modules on recycling, water conservation, 
and climate change, followed by local school campaigns. This contextualizes global 
challenges within national educational goals. 

3.2.2 English Language Education 
Global perspectives are embedded in courses such as "Global Issues in ELT" and 

"Intercultural Communication." Students analyze global human rights topics and design 
narrative-based materials. In COIL sessions, they explore how language frames global 
discourse, promoting intercultural awareness. 

3.2.3 Sociology Education 
Courses like "Global Sociology" and "Gender and Society" engage students in 

analyzing poverty, digital inequality, and political conflict. Students produce policy briefs 
grounded in global ethics, linking sociology with real-world advocacy. 

3.2.4 Educational Technology 
Students create multimedia educational content related to the SDGs, such as 

gender equality and clean energy. Observations show that themes like "Digital Education 
for Street Children" reflect students’ creativity and concern for marginalized 
communities. 
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3.2.5 Curriculum and Instruction 
Students analyze international curriculum models (e.g., Finland, South Korea) and 

design global issue-based syllabi. In "International Curriculum Evaluation," they compare 
justice- and ecology-based frameworks, fostering adaptive curriculum design. 

3.2.6 Geography Education 
Using GIS, students map climate risk and simulate international environmental 

diplomacy. They explore how global treaties like the Paris Agreement intersect with 
Indonesian disaster mitigation policies. 

3.2.7 Social Science Education 
Students link global conflicts with local food security in tasks like interactive 

infographics. Discussions on geopolitical crises (e.g., Ukraine-Russia) deepen their 
understanding of global-local interdependence. 

3.2.8 Civic Education (PPKn) 
PPKn students engage in UN-style simulations and global human rights debates. 

Assignments require reflective writing on refugee rights and digital freedom, reinforcing 
critical citizenship. 

3.2.9 Indonesian Language and Literature Education 
Students analyze global literary texts and produce SDG-themed creative writing. 

Activities include poetry and short stories on migration, environmental justice, and 
cultural identity. 

3.2.10 Mathematics Education 
Global datasets (e.g., UNDP, WHO) are used to develop contextual mathematical 

problems. Students conduct regression and modeling on poverty and educational 
inequality. 

3.2.11 Cross-Program and Community-Based Initiatives 
Programs such as KKN (community service) focus on SDGs through environmental 

education and digital literacy. Fieldwork projects address learning loss, digital divide, and 
vulnerable groups, positioning students as agents of global-local change. 

3.3 Challenges in Implementation 
Despite progress, several challenges persist. First, there is a lack of faculty training 

in global education themes, resulting in limited curriculum innovation. Second, uneven 
understanding among departments—especially between social science and STEM 
programs—leads to inconsistent implementation. Third, inadequate digital infrastructure 
hinders virtual international programs and off-campus SDG projects. Fourth, many 
students lack foreign language proficiency and global literacy, reducing participation in 
global dialogues. Fifth, institutional incentives for globally oriented teaching remain 
limited. Faculty often prioritize administrative duties or research over global content 
development. Sixth, partnerships with foreign universities are often short-term and 
disconnected from curriculum design. Lastly, rigid national curriculum regulations restrict 
interdisciplinary innovation. To overcome these barriers, UPI must strengthen academic 
autonomy and advocate for more flexible national policies. 

4. Conclusion 
The integration of global issues into the Merdeka Curriculum at Universitas 

Pendidikan Indonesia (UPI) Bandung reflects a progressive and multidimensional effort 
through curricular, pedagogical, and collaborative strategies. These include incorporating 
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themes like environmental sustainability, social justice, digital literacy, and global 
awareness into various study programs. Programs such as English Education, Social 
Science Education, and Educational Technology have taken the lead in creating project-
based and cross-cultural learning. Concrete practices such as COIL and SDGs-based 
community service projects demonstrate meaningful contextualization. However, 
disparities in implementation persist, mainly due to faculty readiness, technological 
limitations, and inconsistent global literacy competencies among students. A systemic, 
capacity-building approach and institutional support are necessary to ensure UPI 
graduates are not only locally competent but globally adaptive. 

Based on these findings, LPTKs, especially UPI Bandung, are encouraged to initiate 
intensive and continuous faculty training on global issues such as climate change, digital 
citizenship, social justice, and sustainable development. These training programs should 
involve international collaboration to strengthen both pedagogical and substantive global 
competence. Furthermore, expanding international partnerships through faculty and 
student exchanges, collaborative global classrooms, and joint research will help foster 
intercultural understanding. Establishing a dedicated global integration unit under the 
LPTK framework can support the design, execution, and monitoring of global issue-based 
curriculum reforms. Such a unit can serve as an innovation hub linking faculties, 
international institutions, and national policymakers, ensuring that teacher education 
remains transformative and globally relevant. 

5. Acknowledgments 
The authors would like to express their sincere thanks to their colleagues for their 

valuable feedback and support throughout the course of this research. Their constructive 
suggestions greatly contributed to the quality of this work. Appreciation is also extended 
for the collaborative spirit that enriched the research process. 

6. Declaration 
Author contributions and responsibilities - The authors made major contributions to the 
conception and design of the study. The authors took responsibility for data analysis, 
interpretation and discussion of results. The authors read and approved the final 
manuscript. 
Funding - This research did not receive external funding. 
Availability of data and materials - All data is available from the author. 
Competing interests - The authors declare no competing interests.  
Did you use generative AI to write this manuscript? - I do not use AI assistance in my 
manuscript. 
Declaration of generative AI and Al-assisted technologies in the writing process - During 
the preparation of this work the author did not use AI to write, edit, or other things 
related to the manuscript. 

7. References 
[1] B. Boman, “Parallelization: the Fourth Leg of Cultural Globalization Theory,” Integr. psych. behav., 

vol. 55, no. 2, pp. 354–370, Jun. 2021, doi: 10.1007/s12124-021-09600-4. 

[2] S. Osman and R. Bashir, “Utilizing Ai Tools to Achieve Global Citizenship and Sustainable 
Development Goals Awareness: Cross-Cultural Collaboration in Higher Education,” Jun. 20, 2025, 
Social Science Research Network, Rochester, NY: 5313173. doi: 10.2139/ssrn.5313173. 

[3] B. T. Kerimbayeva, G. Z. Niyazova, A. K. Meirbekov, A. T. Kibishov, and I. B. Usembayeva, “A network 
communicative culture for future teachers: development of digital literacy and communicative 
competence,” Cogent Education, vol. 11, no. 1, p. 2363678, Dec. 2024, doi: 
10.1080/2331186X.2024.2363678. 



Licensee: Tinta Emas Institute 

572 © BY. Purnama et al.  

[4] E. Vinokur, A. Yomtovian, and G. Itzchakov, “Education toward cosmopolitanism as a pathway to 
reducing polarisation,” Globalisation, Societies and Education, vol. 0, no. 0, pp. 1–14, doi: 
10.1080/14767724.2025.2520949. 

[5] M. S. Kleine, K. Zacharias, and D. Ozkan, “Contextualization in engineering education: A scoping 
literature review,” Journal of Engineering Education, vol. 113, no. 4, pp. 894–918, 2024, doi: 
10.1002/jee.20570. 

[6] H. Abu-Rasheed, C. Weber, and M. Fathi, “Context based learning: a survey of contextual indicators 
for personalized and adaptive learning recommendations – a pedagogical and technical 
perspective,” Front. Educ., vol. 8, Jul. 2023, doi: 10.3389/feduc.2023.1210968. 

[7] J. Southworth, “Bridging critical thinking and transformative learning: The role of perspective-
taking,” Theory and Research in Education, vol. 20, no. 1, pp. 44–63, Mar. 2022, doi: 
10.1177/14778785221090853. 

[8] S. F. Sweet, “Using Guided Critical Reflection to Discover Deepened and Transformative Learning in 
Leadership Education,” Journal of Research on Leadership Education, vol. 18, no. 4, pp. 600–621, 
Dec. 2023, doi: 10.1177/19427751221118951. 

[9] P. S. Aithal and S. Aithal, “How to Empower Educators through Digital Pedagogies and Faculty 
Development Strategies,” Dec. 16, 2023, Social Science Research Network, Rochester, NY: 4674876. 
doi: 10.2139/ssrn.4674876. 

[10] A. Saleem and P. S. Dare, “Unmasking the Action-Oriented ESD Approach to Acting Environmentally 
Friendly,” Sustainability, vol. 15, no. 2, Art. no. 2, Jan. 2023, doi: 10.3390/su15021675. 

[11] N. A. Mothafar, J. Zhang, A. Alsoffary, B. Masoomi, A. AL-Barakani, and O. S. Alhady, “Digital social 
responsibility towards digital education of international higher education students’ institutions: 
Digital culture as mediator,” Heliyon, vol. 10, no. 17, Sep. 2024, doi: 10.1016/j.heliyon.2024.e36442. 

[12] Y. Xiong, Q. Ling, and X. Li, “Ubiquitous e-Teaching and e-Learning: China’s Massive Adoption of 
Online Education and Launching MOOCs Internationally during the COVID-19 Outbreak,” Wireless 
Communications and Mobile Computing, vol. 2021, no. 1, p. 6358976, 2021, doi: 
10.1155/2021/6358976. 

[13] S. Rochmat, M. N. Rokhman, D. Widiyanto, and A. Murdiyastomo, “The Role of Universities on 
Improving Literacy, Numeracy, and Character Education at Schools,” presented at the 9th 
International Conference on Education Research, and Innovation (ICERI 2021), Atlantis Press, Dec. 
2022, pp. 488–497. doi: 10.2991/978-2-494069-67-1_55. 

[14] G. M. Finn, J. Tai, and V. D. Nadarajah, “Inclusive assessment in health professions education: 
Balancing global goals and local contexts,” Medical Education, vol. 59, no. 1, pp. 88–96, 2025, doi: 
10.1111/medu.15535. 

[15] S. Aririguzoh, “Communication competencies, culture and SDGs: effective processes to cross-
cultural communication,” Humanit Soc Sci Commun, vol. 9, no. 1, p. 96, Mar. 2022, doi: 
10.1057/s41599-022-01109-4. 

[16] K. Jayadi, A. Abduh, and M. Basri, “A meta-analysis of multicultural education paradigm in 
Indonesia,” Heliyon, vol. 8, no. 1, Jan. 2022, doi: 10.1016/j.heliyon.2022.e08828. 

[17] M. Alenezi and M. Akour, “Digital Transformation Blueprint in Higher Education: A Case Study of 
PSU,” Sustainability, vol. 15, no. 10, Art. no. 10, Jan. 2023, doi: 10.3390/su15108204. 

[18] T. Zhou and J. Colomer, “Cooperative Learning Promoting Cultural Diversity and Individual 
Accountability: A Systematic Review,” Education Sciences, vol. 14, no. 6, Art. no. 6, Jun. 2024, doi: 
10.3390/educsci14060567. 

[19] A. E. Lansing et al., “Building trust: Leadership reflections on community empowerment and 
engagement in a large urban initiative,” BMC Public Health, vol. 23, no. 1, p. 1252, Jun. 2023, doi: 
10.1186/s12889-023-15860-z. 

[20] C. C. Chinedu, A. Saleem, and W. H. N. Wan Muda, “Teaching and Learning Approaches: Curriculum 
Framework for Sustainability Literacy for Technical and Vocational Teacher Training Programmes in 
Malaysia,” Sustainability, vol. 15, no. 3, Art. no. 3, Jan. 2023, doi: 10.3390/su15032543. 

[21] F. Braesemann, V. Lehdonvirta, and O. Kässi, “ICTs and the urban-rural divide: can online labour 
platforms bridge the gap?,” Information, Communication & Society, vol. 25, no. 1, pp. 34–54, Jan. 
2022, doi: 10.1080/1369118X.2020.1761857. 

[22] G. Chen, “Integrating Digital Cultural Detective Games with Social Emotional Learning to Foster 
Cultural Sensitivity and Intercultural Empathy among Bilingual Kindergarten Teachers: A Mixed-
Methods Study,” Apr. 28, 2023, Research Square. doi: 10.21203/rs.3.rs-2781249/v1. 



Licensee: Tinta Emas Institute 

573 © BY. Purnama et al.  

[23] Á. Amorós Molina et al., “Integrating the United Nations sustainable development goals into higher 
education globally: a scoping review,” Global Health Action, vol. 16, no. 1, p. 2190649, Dec. 2023, 
doi: 10.1080/16549716.2023.2190649. 

[24] A. McGill, R. McCloskey, D. Smith, and B. Veitch, “Establishing Trustworthiness in Health Care 
Process Modelling: A Practical Guide to Quality Enhancement in Studies Using the Functional 
Resonance Analysis Method,” International Journal of Qualitative Methods, vol. 22, p. 
16094069231183616, Oct. 2023, doi: 10.1177/16094069231183616. 

[25] P. Kumar and S. Somerville, “Exploring in-person self-led debriefings for groups of learners in 
simulation-based education: an integrative review,” Adv Simul, vol. 9, no. 1, p. 5, Jan. 2024, doi: 
10.1186/s41077-023-00274-z. 

Publisher’s Note – Tinta Emas Institute stays neutral with regard to jurisdictional claims in published maps 
and institutional affiliations. 


