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 ABSTRACT  

 

       This study examines the social and cultural  contexts, and factors of global and local 

sources, which influence teacher preparation and which may serve to impede or facilitate 

the training of public and private school English teachers at the ―University of Banten,‖ 

in Serang, Indonesia. A central question of the ethnographic case study is how, and to 

what extent professors are modeling and encouraging active-learning methods in the 

students‘ English and Education courses in response to decentralization reforms. The 

specific focus is on student-teacher preparation pedagogically and instructionally, 

knowledge of curriculum utilization and development in relation to Indonesian 

decentralization policy, and the Competency-Based Curriculum (CBC-KTSP) standards 

for English instruction, the PAKEM Active Learning methods, and the Local Content 

Curriculum (LCC). Uniquely, it examines English and teacher-training responses 

representative of the realities of localization and globalization, and is concerned with 

increased levels of teacher autonomy and decision-making in contemporary Indonesia. 

The study also explores the implementation of decentralization and English instruction, 

and how past center-periphery cultural and political traditions affect response to 

educational reforms. 

     A discussion of theories of educational decentralization builds a framework for 

situating the present contexts of Indonesian education reform in order to identify specific 

challenges which impact English teacher preparation and the knowledge and 

implementation of contemporary decentralization of education policies. The knowledge 

and implementation of the Competency-Based Curriculum (CBC-KTSP) curriculum and 

instructional standards for English instruction, the concept and implementation of 

PAKEM Active Learning methods, and the Local Content Curriculum (LCC), which 

represent major elements of decentralization policy, autonomy, and self-motivation for 

learning, were explored thematically through ethnographic analysis. The analysis and 

discussion follow in-depth accounts of professors, teachers and students at the campus  

over 10 months and provides extensive and diverse evidence of dynamic responses to 
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policy changes. Lecturers and teachers were well informed about and engaged in the 

implementation of current decentralization of education reforms, including the integration 

of the CBC curriculum standards with active learning methods in instruction, and the 

development and implementation of Local Content Curriculum courses. Global 

influences generally were not viewed as threatening to local, traditional cultural teaching 

practices, but as potentially advantageous means for improving schooling. 

 

Keywords: Decentralization, Globalization, English education, Indonesian education, 

Teacher training. 
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CHAPTER ONE 

 

INTRODUCTION 

  

       Since the 1990‘s, and significantly since 1998 with the end of the Suharto 

presidency, Indonesia has moved from a highly centralized education system to an 

increasingly decentralized one, with policy reforms and initiatives intending to improve 

educational quality and relevance by strengthening regional, district and school autonomy 

and capacities. Law No. 22 of 1999 on ―Local Government‖ devolved authority and 

responsibilities to local governments in numerous sectors beginning January 1st, 2001, 

with the exception of security and defense, foreign policy, monetary and fiscal matters, 

justice and religious affairs (Usman, 2005). The reforms encourage greater regional and 

local control politically and financially, including such areas as teacher recruitment and 

training (Sadiman, 2006; Purwadi & Muljoatmadjo, 2000; Behrman, Deolalikar & Soon, 

2002), adoption of competency-based curriculum standards (Utomo, 2005) and local-

level curriculum development (Bjork, 2005).  

       During the last two decades of the 20th century the national education system in 

Indonesia expanded by 45%, from 29.1 million students in 1981 to 43.2 million in 1992, 

during a period when nine-year (elementary and lower secondary) compulsory education 

was introduced, and this continuing expansion of provision was paralleled by notable 

decreases in overall teacher quality (Anen, 1992). Currently, there are approximately 45 

million students (UNESCO, 2005), and Indonesia has a national goal of upgrading all 

teachers to the Sarjana Satu (S1) degrees (the equivalent of a four-year degree) according 

to the Teacher and Lecture Law No. 14/2005 (Sadiman, 2006) thus impacting millions of 

teachers in public and private schools. There is an assumption that upgrading teacher 

training and credentials will improve teacher quality. To contribute to this expansion of 

schooling access and decentralization reforms, it is critical that new teachers entering the 

field are optimally prepared at institutions of higher education in specified subject areas 

and pedagogical approaches, as well as completing in-service training. 

       While in a recent State of the Nation Address (2007) the President of Indonesia, Dr. 

H. Susilo Bambang Yudhoyono maintains and affirms commitment to the national 
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maxim of ―Unity in Diversity,‖ or Bhinneka Tunggal Ika, and decentralization reforms to 

strengthen national cohesion, the forces of globalization present inexorable challenges for 

all areas of society, particularly education. A prominent official of the Ministry of 

National Education (MONE) introduced her statement on ―National Education Reform in 

Indonesia‖ with this assessment: 

 

―In this 21st century, Indonesians live in a world which is intensely worrying, yet 

full of promise for the future. It is a world of rapid changes, marked by economic 

crisis, information flood through multimedia, destabilization of harmony between 

local and global cultures, unhelpful onslaught of modern technology on the 

natural environment, and an unsupportive strike of knowledge-based economy on 

traditional, low-educated  or unskilled workers, and of course implementation of 

regional autonomy‖ (Yulaelawati, 2005).  

 

       Indonesia‘s education system is responding to these dramatic societal changes and 

demands, and to the concurrent influences of globalization and localization, with 

decentralization reforms including increased curricular and instructional autonomy, 

higher teacher qualification standards and improved teacher training. Addressing the 

―harmony between local and global cultures‖ and ―implementation of regional 

autonomy‖ in practice, English and Local Content Curriculum (LCC) are required 

subjects in junior and senior secondary schools, and in some elementary schools, 

indicative of pragmatic efforts to meet the nation‘s educational needs at and from the 

local level. The requirement of English at the secondary level can be viewed as 

representative of global aspirations for Indonesian education, while the Local Content 

Curriculum reflects the nation‘s commitment to an appreciation of local and regional 

variations.  

       For this study, the subject of English will serve as a symbol, or proxy, of global 

influence and the subject of Local Content Curriculum a symbol of interests to preserve 

and promote local knowledge and cultural understandings. It is not assumed these are 

dichotomous or mutually exclusive. These two, and all subjects, are impacted by the 

national Competency-Based Curriculum (CBC) policy first instituted in the late 1980‘s 



3 
 

and early 1990‘s. The CBC standards are similar to state-mandated standards in the U.S.. 

The subject for each grade has specific objectives defining the skills a student should 

master. In the case of this study for Indonesia, the CBC standards for the subjects of 

English and Local Content Curriculum at the elementary and secondary levels are 

relevant to the instruction of these courses and to the training of teachers of these 

subjects. 

       This introduction presents the specific problems of teachers‘ implementation of 

initiatives of decentralization reform in the context of historical and cultural norms, as 

well as concurrent pressures of globalization and localization, and proposes extending the 

investigation of these challenges to the preparation of new teachers—one of multiple sites 

involved in the complex process of policy implementation. The purpose, specific research 

questions, significance, assumptions and limitations of the study follow. 

 

Statement of the Problem 

 

       Extensive research and reports of national and international government agencies 

address the background, purpose, goals and challenges of Indonesian decentralization of 

education from theoretical, descriptive, and broadly based disciplinary perspectives, 

including, for example, the STEPPES Project of the Indonesian Ministry of Education 

(Bernard, et al, 1990), the Asian Development Bank (e.g., 2002), UNESCO (e.g., 

McGinn & Welsh, 1999; 2002), AED (Yeom, Acedo & Utomo, 2002), and USAID (e.g., 

2005; Sadiman, 2006) These will be discussed in-depth in chapter two. In summary, 

implications and recommendations indicate a need for better teacher training and 

qualifications and greater support, direction and cooperation between all levels. 

Independent scholars studying the Content Based Curriculum (CBC) and Local Content 

Curriculum (LCC) initiatives, which impact all public and private elementary, junior and 

senior secondary schools, have come to similar conclusions on the nature of the problem 

and recommendations.  

       Erry Utomo, in a recent multilevel study on the ―response of teachers to a 

Competency-Based Curriculum (CBC) and its implementation‖ focused on the subject of 

Bahasa Indonesia in sixty-five elementary schools in Java (2005). The Competency-
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Based Curriculum reform, initiated by the Ministry of National Education (MONE) in 

2000 and gradually implemented in schools from 2001/02 to 2005 is a national, 

standards-based curriculum for each subject at each grade level (Utomo, 2005, p.2). 

Utomo found that ―Teachers claimed to know what CBC is, but in actual classroom 

implementation of CBC, these teachers were lost, returning instead to the former 

curriculum, which they were more comfortable teaching‖ (2005). For decades 

educational reforms have disseminated from a highly centralized system for the main 

purpose of national development, and teachers‘ implementation of policy seems to be 

professionally entrenched. Utomo adds that with the addition of the Local Content 

Curriculum (LCC) students in some cases will also be required to learn a regional 

language in addition to Bahasa Indonesia, depending upon their region or locality. The 

relevance of this follows shortly, as it complicates the roles of language teachers and thus 

teacher training. 

       Christopher Bjork, in a study of junior secondary schools (see glossary: SLP/ SLTP; 

grades 7-9) in East Java, found that deeply rooted school cultures and sociopolitical 

contexts exert a powerful influence on teachers‘ perceptions and behaviors. He concludes 

there are three major aspects impeding the implementation of the LCC initiative and 

changes in curriculum and pedagogy: ―civil service culture, incentives and rewards, and 

center-local relations‖ (2003, p. 202) and of these factors, Bjork‘s phenomena of ―civil 

service culture‖ and center-local relations affecting teacher autonomy and adaptation, and 

how these impact teacher training, will likely relate to the perceptions of the professors 

and student-teachers in this study. Civil service level teachers must meet several 

qualifications, including passing a national exam. Many teachers have attained this status; 

however, teachers are also hired on temporary contracts. 

       The problem with the implementation of the LCC, a significant and symbolic 

component of decentralization reform initiated in 1994 (Bjork, 2005; Sadiman, 2006) is 

that even if provided with support such as training and resources, there are deeper issues 

concerning past social norms and expectations. It is not unusual for people to base their 

understandings, attitudes and actions upon their past experiences and exigent social 

realities; in actuality we could consider this the norm. Bjork observes that teachers may 

need convincing through tangible benefits such as financial incentives and assured job 
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security (in cases of non-permanent, non-civil service teachers) before adjusting their 

teaching when these changes radically differ from the status quo of past decades (See 

Figures 1 & 2 in Chapter Two). Utomo questioned Bahasa Indonesia teachers‘ responses 

to the CBC and Bjork Local Content Curriculum subject teachers in junior secondary 

schools. One question left unclear in this regard is ―How do secondary teachers of other 

subjects (for this case, English) respond to these same challenges, and are they 

adequately prepared in teacher training programs?‖  

       Recent studies have explored the implications of educational decentralization for 

teachers in particular subjects, as well as the training of future English teachers in 

colleges and universities. Martani (1996) explored the reasons for higher education 

students wanting to study English and their perceptions of the English curriculum.  

Language Competency, Employment Opportunity, Personal Knowledge, and Cultural 

Communication were the four major areas that surfaced. This study is explained further 

in Chapter Two, providing significant insights explored in the data collection and 

analysis of this study. 

       Like many countries in Southeast Asia, the Republic of Indonesia has pursued 

decentralization reforms like the CBC and LCC concurrently with efforts to increase and 

improve English as a common language in business, government, at higher education 

levels, and as a medium of instruction in some senior secondary schools. The U.S. has 

increased bilateral aid for education in recent years, encouraging English as a second 

language in schools beginning at the junior secondary level. As a majority Muslim 

nation, however, Indonesia has a two-track system of public and Islamic schools, 

including Muhammadiyah and Taman Siswa schools (Purwadi & Muljoatmodjo, 2000) 

with Islamic curricula and Arabic language instruction (See Figure 4). Additionally, all 

students study Bahasa Indonesia, as well as communicating in over 200 local dialects, 

primarily the regional languages of Javanese, Sundanese and Balinese. Bahasa Indonesia 

is the national language, and Arabic and diverse local languages are spoken throughout 

Indonesia. For the province of Banten, the location of this study, the main local languages 

are Sundanese and Javanese. The complex context of language usage compels a focus on 

the training of English subject teachers at the elementary and secondary school levels, 

with English representing the locus of globalization and the Local Content Curriculum 
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subject representing the site of localization; thus, language instruction is posed as a site 

for the dialectical occurrence and resolution of local-state-global tensions.  A question 

arises from this hypothetical construct: Is local-language instruction—or even English— 

incorporated into the Local Content Curriculum subject matter? Which preferences tend 

to take precedence, and if so to what degree? The answers certainly would impact the 

preparation of teachers of these subjects. 

       Anen (1992), Utomo (2005) and Bjork (2005) recommended the factors of teacher 

training and incentives to improve teacher quality and instruction. However, more 

complex dynamics are at work in this dialectic. For example, if the dimension of 

perception of and adaptation or resistance to the teaching of the CBC‘s for the subjects of 

English and Local Content Curriculum involves factors beyond teachers in schools and 

teachers in preparation, such as influences occurring from the interactivity at the regional, 

local, school, and class levels, the scope of this study would need to investigate teacher 

training adaptations beyond the case of one university. Ultimately, these factors in similar 

higher education programs, as well as including influences from levels impacting ―from 

above,‖ and also, ideally, examining new teachers‘ experiences as they move out into the 

field, are needed. However, these dimensions are well beyond the scope of this study; and 

are discussed as limitations in the section below. 

       The primary problem addressed for this study involves the implications of and 

responses to educational decentralization, not for veteran teachers (Bjork, 2005; Utomo, 

2005), but for professors and teachers in preparation; involving the teacher training 

programs in colleges and universities, and the programmatic adjustments made by 

professors in response to the new decentralizing policies, particularly the CBC for 

English and LCC courses. Do the forces of habitual ways of teaching or the pressures of 

globalization pose barriers to the implementation of decentralization policy? What has 

greater impact—centralized habits, desires for greater localization, or interests for 

globalization? While considering that some degree of variation to these questions might 

be expected from person to person and group to group, this study hypothesizes that young 

education majors in a newly developing education program, at the recently-turned public 

University of Banten, in a newly chartered province, will be an optimal site for 

anticipating progressive attention and response to current educational reforms. Thus, the 
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question becomes, specifically, how do professors and student-teachers at University of 

Banten (UB) negotiate the competing tensions of state influence, including the 

contradictory history of past practices characterized by Bjork as ―civil service culture‖ 

and ―institutional culture‖ together with contemporary decentralization policies 

encouraging autonomy, self-determination, innovation and democratic participation, in 

the context of localization and globalization? In summary, how have decentralization 

policy reforms impacted teacher education at University of Banten? 

       An extension of this problem involves interpreting the sociocultural, political, and 

individual contexts, manifested in professors‘ and student-teachers‘ values towards 

education, which serve to impede or facilitate the training of LCC and English teachers in 

light of the decentralization reforms. The graphic representations of Bjork, however, 

illustrate the forces of the state, namely the education policy of the MONE, the parental 

sector, and student influences, mediated by the teachers‘ values about education. Note 

that Bjork does not consider extra-national or global forces. He contends that in the 

Indonesian system, the role of the state is much greater than in other countries, due to 

historical bureaucratic customs. Thus, even with sound, coordinated structural 

decentralization policies in place, as opposed to unsupported and inconsistent 

conjunctural efforts across the 33 provinces, change is slow to occur. Better 

understanding the scope of this problem requires analysis that moves from critique of 

decentralization theory and national policy to their affects in a unique institutional 

context, an educational program, and the lives of professors and students. 

 

Research Purpose and Rationale 

 

       A primary, intrinsic purpose of this case study is to examine and analyze the 

preparation of public and private elementary and secondary school English and LCC 

teachers at the University of Banten in Serang, Banten. The specific focus is on student-

teacher1 preparation pedagogically and instructionally, knowledge of curricular 

utilization and development in relation to Indonesian decentralization policy and the 

Competency-Based Curriculum standards for English and LCC. The instrumental 

                                                 
1 ―Student-teachers‖ will be used to denote university students studying to be teachers. 
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purpose of this study is to achieve better understanding of how universities prepare pre-

service teachers to implement Indonesian decentralization of education policy. The 

primary purposes of this study are, first, to ethnographically study the case of UB teacher 

preparation, second, to gain practical understanding of preparation to implement CBC 

and LCC policy, and third, to critically examine strands of decentralization theory in light 

of these concrete practices. If advocates of decentralization policy, which has been 

promoted in countries worldwide over the past three decades, assume greater local 

autonomy promotes increased responsiveness to local needs, how can we learn more 

about what those local needs and preferences are? How do globalizing influences 

concurrently impact teachers‘ understanding and responses to dynamically changing 

educational goals? By examining the subject areas of English and Local Content 

Curriculum we can compare and contrast locally-determined preferences and globally-

determined preferences, and explore the influences of local and global pressures upon 

teachers as they respond to the central government‘s decentralization reforms.  

       This study can help us to better understand teacher preparation in response to 

educational decentralization at broader theoretical levels, and how global and local 

factors interact with lecturers‘ and pre-service teachers‘ motivations, perceptions and 

efforts in adapting to current policy plans and goals. The study will also help to inform 

Indonesian educators at all levels, from the MONE to the university student-teacher, or 

―education major,‖ toward better understanding and implementing the policy goals and 

standards of CBC for LCC and English instruction in junior secondary schools. If MONE 

has substantially increased funding allocations for lower-secondary schooling since it was 

made compulsory in 2004, studies such as this can be valuable resources for educators at 

all levels to better understand and implement policy, and to teach more effectively.  

       In the pursuit and development of new knowledge about teacher preparation to enact 

national educational policy, this study critically reviews the most closely related and 

current research, and poses similar questions as in these studies, particularly regarding 

increased levels of teacher autonomy and decision-making. This study changes the focus, 

or ―unit of analysis,‖ from experienced teachers in the field (Bjork, 2005) to student-

teachers preparing for their first years teaching in two subject areas. Uniquely, it 

examines both LCC and English subject responses to the CBC policy, representative of 
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the realities of localization and globalization. When the background and development of 

these education policies is explained, we can use theories of policy implementation to 

better understand how global and local influences, and diverse contextual factors, impact 

concrete responses to the implementation of these specific policies for lecturers, pre-

service teachers, and teachers in the case of the province of Banten. The study also seeks 

to delve more deeply into the political and sociocultural influences posed in similar 

research, and how these influence the training of elementary and secondary school 

English and LCC teachers in Banten. In this regard this study expands and extends 

scholarship in the field of decentralization theory. Examination of factors such as cultural 

and religious backgrounds, and the intricate historical realities of this location, may help 

to explain the culture of teaching and responses to teacher preparation in this region. 

Therefore, this research endeavor extends the work from previous studies by 

investigating professors and student-teachers affected by the decentralization, in the form 

of the CBC and LCC initiatives, as well as for the preparation of English teachers, in this 

culturally and historically distinct university community of Serang, Banten, Indonesia.  

 

Research Questions 

 

The three primary questions for this ethnographic case study are: 

 

 How do professors/lecturers and student-teachers in one province negotiate the 

competing tensions of state, global and local influences in the context of 

decentralization of education reforms? 

  How are new teachers being trained to adapt to teach the new standards of the 

CBC/KTSP policies, through Active Learning (PAKEM) methods as a strand 

of decentralization policy, for English and LCC in the context of global and 

local pressures?  

 What are the deeper social, cultural and religious contexts and factors, of 

global and local sources, which contribute to and influence teacher 

preparation, and which may serve to impede or facilitate the training of 
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English teachers and the implementation of English as a foreign language and 

LCC instruction in schools? 

 

       The following sub-questions stem from the three primary questions and will be 

considered a central component in the data collection process, which will consist of 

personal interviews and fieldwork. 

Q1: Since the CBC/KTSP standards, Active Learning (PAKEM) methods and LCC 

policies are intended to help effectively implement decentralization, what do 

professors/lecturers teach and student-teachers learn about these educational policies? 

Q2: As the state attempts to lessen its direct influence, what forms of influence fill the 

gap? Local, as decentralization advocates suggest, or state or global influences? 

Q3: Are the desired teaching behaviors and methods promoted by decentralization 

policy; i.e., autonomy, agency and relevance, being modeled and explicitly discussed in 

UB English Education classes? 

Q4: Why do students want to learn English, and learn to teach English? Do the 

motivations of English Education lecturers and student-teachers reflect global influences 

on responses to decentralization? What are the deeper social, cultural and religious 

contexts, and factors of global and local sources, which contribute to and influence 

teacher preparation? 

Q5: Are Social Studies, Indonesian or English Language, Pancasila2 and Civics, 

Religious Education, or other subject area teachers provided training in university 

programs to develop and teach Local Content Curriculum (LCC,) or is this a separate 

major for student-teachers? Question Five necessitated expanding the unit of analysis 

beyond the University of Banten FKIP program to five senior high schools in the 

province of Banten to fully understand the LCC. 

 

Relevancy and Significance of the Study 

 
       This research is an ethnographic case study of professors and students at UB, but 

with a broader goal of expanding knowledge about the implementation of education 

                                                 
2 See glossary and Chapter Two for an explanation of Pancasila. 
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policy.  The participants, or stakeholders, such as professors, lecturers and students will 

likely benefit from the reflection and introspection about responses to decentralization 

with a better understanding of the teacher preparation program, although the purpose is 

not to evaluate this program, but to inductively seek out factors and patterns occurring in 

the process. Accordingly, this research may benefit similar university programs in the 

contexts of Banten, and throughout Indonesia, for understanding, and possibly comparing 

and contrasting, how these policies are playing out in different regions and provinces.   

Ultimately, the study extends existing scholarship informing theoretical and practical 

contexts of implementation of education decentralization policy, examining diverse 

global, national and local factors in the process. Understanding responses to educational 

policy changes for teachers and teacher training is important in two ways. First, specific 

views about teacher training and English and LCC instruction were evoked and shared by 

professors and students at the university, including community backgrounds and inputs, 

which promote a constructive discourse regarding the challenges of teacher training in 

response to decentralization reforms. Secondly, including a thorough analysis of existing 

programs of study, syllabi and class activities in collaboration with the UB professors as 

a component of the year-long project generated greater reflection and insight for all about 

the nature of existing curriculum and methods and understanding of the problematized 

phenomenon itself: teacher responses to decentralization policies. In this, it may serve 

education officials, district superintendents, supervisors & LCC committees, school 

administrators, and teachers. 

       The scholarly significance follows directly from the purpose: To extend and expand 

upon the contemporary research of Bjork (2005), Utomo (2005), and Martani (2005) by 

shifting the focus to the preparation of teachers and newly-employed teachers of English 

and LCC. The location of this study is Banten, the western-most province in Java, as 

opposed to Central (Utomo, Martani,) or East (Bjork,) Java, and at least five years has 

passed since the most recent study; both significant adaptations for positioning this in 

relation to extant studies. The development and implementation of these policies have 

changed dramatically in many parts of the country. The study of LCC development in 

response to decentralization is a recommended extension of the work of Utomo and 
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Bjork; while the study of English teacher training in response to reform and the CBC is 

completely unique. 

       This thesis will include a critical analysis and synthesis of the most current research 

on this subject, substantiated by relevant theory, and addresses a particular case setting. 

Anen (1992) recommended ―improving cooperation and coordination between teacher 

training institutions and provincial offices of education‖ (p.xv) and the findings of this 

study will provide specific data on, and knowledge of, this educational need. This study 

is an extension of research in this field for Indonesia, yet unique in specific nature and 

design. 

       Finally, addressing these, and related questions, will uniquely contribute to existing 

understandings of the problems of implementing decentralization policy not only in 

Indonesia, but in broader theoretical contexts of implementation of decentralization 

policy, in the areas of sociocultural and international development education, bilingual 

education and teacher preparation, by complementing existing scholarship in these fields. 

 

Limitations of the Study 

 

       As mentioned above, the scope of this study is limited necessarily by many factors, 

primarily beginning with the nature of the fundamental research questions, which 

determine the methodology. As a single case study, generalizability to other cases and 

formulation of a consistent, reliable and comprehensive theory applicable to other cases 

is limited. Responses and adaptations of similar higher education programs and 

universities, at multiple levels, and for new teachers‘ as they begin their careers through 

their first years of teaching could serve to expand and enrich this study; however these 

are methodologically and practically inconsistent with this study‘s specific purpose and 

purview. 

       As a qualitative case study, there are not the elements of a treatment, intervention, or 

randomized control trial in this project‘s design.3 There is, however, the likely potential 

for a well-matched comparison-group study between highly-similar teacher-training 

                                                 
3 As recommended by U.S. Department of Education (Oak Ridge Institute for Science and Education, 
2008.) 
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programs at universities in Banten, and in other provinces, to generate future hypotheses. 

The dimension of examining professors‘ and student-teachers‘ experiences in relation to 

teacher preparation at UB over a sustained period of time, and inquiring extensively into 

the participants‘ past-to-present experiences with learning and learning to teach,  yields 

an element of longitudinal credibility to this study as well. Responses and observations 

from early in the study were cross-examined with responses and observations months 

later, which helps somewhat to substantiate what was reported with what is ―really‖ 

happening. There are, however, acknowledged limits to ethnographic research. The 

specific limitations of generalizability, reliability and validity will be further explained 

and addressed in the methodology section. 

       While the teaching-learning process involves individual teacher and student identities 

and personalities engaged together in complex sociocultural and political contexts, within 

classrooms, schools, communities and the nation, this study focuses on a very specific 

phenomenon within the multidimensional spectrum of schooling in Indonesia. Issues of 

overall education quality, equity, and of teacher quality and distribution, are not within 

the scope of this study. Analysis of the important issues of teacher incentives, including 

financial and other motivators for teaching cannot be adequately addressed for this study. 

Similar training of elementary teachers cannot be included because English is not 

commonly a subject in public schools at that level. Correlations between lower-secondary 

students‘ learning and achievement in relation to teacher‘s ability to ―successfully‖ 

implement the CBC in English and LCC is likewise not viable for the scope of this study, 

although the perceptions, thoughts and feelings of administrators, professors, and 

teachers-in-training on this will be actively sought and analyzed. 

       A further potential limitation for the study inherent in the design is the utilization of 

the researcher as primary instrument of data collection, which entails inevitable bias due 

to differing cultural and linguistic perspectives. The researcher‘s initial relative 

inexperience with the political, sociocultural and religious life in Banten, Indonesia was 

compensated for to some extent by the length and intensity of involvement with the 

university and community over a ten-month period, and with the utilization of thick, 

detailed description in the data collection triangulated with member-checks with the 

participants. These limitations influence the perspective and design of the study; yet 
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contribute to open-mindedness, impartiality, and its essentially collaborative nature. The 

year-long scope of the study, daily engagement at the site with participants, and study of 

Bahasa Indonesia helped to overcome these limitations. Many primary artifacts and 

sources of government legislation, for example of the Competency-Based Curriculum 

standards for both English and Local Content Curriculum, textbooks, programs of study 

and information on the UB website are written in Bahasa Indonesia. However, within the 

UB FKIP English department, virtually all materials were provided in English and 

Indonesian, and lecturers and students at UB were extremely helpful and articulate at 

assisting with translations.   

 

Summary 

 

       Education at all levels in many parts of Western and Eastern Indonesia has been 

directly and indirectly affected by development and steadily increasing population growth 

since Independence in 1945, and the economic and political upheavals beginning in 1997 

have posed even greater challenges for the nation, especially the challenge of providing 

an adequate number of qualified teachers over such a vast-reaching archipelago. The U.S. 

and western nations have long been promoting decentralizing policies, especially in 

education, for decades, in efforts to promote democratic government. As Ella Yulaelawati 

expressed, education is critical for Indonesia to maintain unity in diversity, and to benefit 

from both globalization and localization—for all as a nation and for all communities and 

individuals. With commitment, cooperation, and hard work, educators can contribute to 

the ―harmony between local and global cultures‖ and ―implementation of regional 

autonomy,‖ through better understanding the training of teachers for the subjects of 

English and Local Content Curriculum in elementary and secondary schools. The 

province of Banten, and the University of Banten is an ideal case to study because of the 

relative stability there in comparison with other regions of Indonesia, and because of the 

progressive spirit of autonomy engendered there due to its recently attained status as an 

autonomous province in 2001. 

       This study offers a modified version of Bjork‘s diagrams (Figures 1, 2 and 3) that 

augments the concept of the Indonesian state with its national history of centralization 
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and current decentralization reforms, and incorporates the competing tensions of the 

forces of localization, as represented by the Local Content Curriculum subject, and the 

forces of globalization as represented by the subject of English. The rationale for these 

representations can be found in studies of globalization and world culture theory for the 

former, and of non-politicized sociolinguistic studies of English as a global language, the 

presence of English in school curriculums internationally, and the predominant usage of 

English in business, commerce and international communications, i.e., the internet 

(Crystal, 1996) for the latter. In Pedagogies of Globalization: The Rise of the Educational 

Security State Joel Spring concludes there has been a ―Triumph of the Industrial-

Consumer Paradigm and English as the Global Language‖ (2006), an assertion which 

may help to explain the interest in English Education around the world. This is further 

explored in the review of literature. 

       Because the study initially examined professors and students at a university, and not 

teachers in schools (i.e, Bjork, 2005; Utomo, 2005,) investigation of the parental sector 

and student influences in the schools was limited. Thus, in order to fully examine the 

development and implementation of the Local Content Curriculum, and to observe the 

implementation of CBC curriculum policy and PAKEM active learning methods in 

English instruction, the unit of analysis expanded to five senior high schools in Banten. 

The modified framework retains and utilizes Bjork‘s focus on the professors‘ and 

student-teachers‘ mediating values about education in the context of past historical and 

cultural factors impacting responses to decentralization reform and current tensions of 

globalization and localization (See Figure 3.) I worked mainly with five female and four 

male English Education faculty at University of Banten, including the Secretary of Arts 

and Letters, Head of the English Department, Head of English Department Language 

Laboratory, as well as college students there to better understand teacher preparation in 

response to decentralization policy.  

       The following conceptual framework and literature review discusses theoretical 

paradigms related to decentralization, the decentralization of education in Indonesia, and 

background of the teaching of English and LCC. Chapter Three presents a unified 

methodological framework and proposed research design. The study moves from broad 
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theoretical foundations to the specific ethnographic case study design and methods for 

this study of University of Banten.
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CHAPTER TWO 

 

 CONCEPTUAL FRAMEWORK & REVIEW OF LITERATURE 

 

Introduction 

 

       The purpose of this chapter is to explain and discuss theories of educational decentralization, 

building a framework for situating and understanding the present contexts of Indonesian 

education reform. The chapter progresses from an analysis of literature on the situation for 

educational policy reform in the nation of Indonesia, the Competency-Based Curriculum, (CBC)  

literature on English in Indonesian schools and English teacher training in Indonesia, to the 

specific case of teacher training at UB in Banten. Next, general definitions, concepts, rationales 

about decentralization of education systems, theoretical viewpoints, assumptions and problems 

of implementation of educational decentralization are compared and contrasted, and Local 

Content Curriculum (LCC) and PAKEM active learning policies are discussed. The purpose of 

explicating the specific contexts of decentralization policy in Indonesia is to identify specific 

challenges, or themes, which impact teacher preparation, and to develop specific premises or 

precepts which helped to inform and guide the methodology of this study. A brief history of 

education policy in Indonesia, the CBC and LCC curriculums, and English in Indonesian schools 

is followed by an examination of decentralization theory and educational decentralization in 

Indonesia. 

 

Context of Education Reform in Indonesia 

 

       During the 1970‘s and 1980‘s Indonesia emphasized the improvement of access to education 

at the elementary, junior and senior levels. Full access for primary education was achieved in the 

1970‘s, and attendance at the junior high level has only been compulsory since 1994. Enrollment 

at the senior high school level is not compulsory, and attendance rates at this level are low. 

Between 1945 and 1990 student enrollment in all schools increased from about 2.6 million to 

over 30 million students (World Bank, 1992). Since the 1990‘s, the education system has shifted 

to upgrade teachers across the country from a D2 degree to an S1 (bachelors) degree, and 
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encouragement to attain a S2 (master‘s) degree. The legislation also requires a certification 

process. Indonesia has made remarkable strides in providing schooling to millions of students; 

however current efforts to improve the quality of teachers face daunting challenges in the form 

of costs, teacher morale, and equitable distribution of highly-qualified teachers. Teachers in 

remote villages are far more likely to have just a D2 level degree, and are more prone to 

absenteeism due to weak management and lack of accountability (USAID, 2008). Other 

challenges facing teacher quality in Indonesia are deployment, or distribution of teachers, 

mismatch, which is teachers without sufficient training for the subject they are teaching, and 

weak pre-service and in-service training programs. During the shift emphasizing improvement of 

teacher quality now that relatively high levels of access to schooling have been achieved, 

decentralization policies have been enacted. An assumption is that the decentralization policies 

examined in this study are consistent and supportive of improving teacher quality, and that the 

pursuit of decentralization and quality are compatible goals. 

   

Competency-Based Curriculum 

 

       A major reason for the development of the CBC is to raise the educational standards 

uniformly across the nation and to allow schools, parents and students to understand in 

comparison with benchmarks and by comparison with others to what extent they are achieving 

the standards (Yulaelawati, 2005). The national standards provide a framework that gives overall 

unity to the curriculum while accommodating the diverse cultures, facilities, and student abilities 

found across the archipelago (Yulaelawati, 2005). The CBC standards for English courses, as 

well as other major courses, are available on the Depdiknas website as well as in published form 

at the school level, in Indonesian, while CBC standards for LCC are developed at the local level. 

Yulaelawati also lists global economic changes and the need for a highly educated workforce, 

and thus a need for high standards of learning and accountability, as a justification for the CBC, 

calling for increased public satisfaction with education (2005). She states that while a reformed 

curriculum must leave more scope for locally developed curriculum, local curriculum must fit 

harmoniously with national standards and priorities. A dynamic balance then must continuously 

be searched between similarities and differences for the realization of Bhinneka Tunggal Ika 

(Unity in Diversity) (Yulaelawati, 2005). 
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       Erry Utomo (2005) in ―Challenges of Curriculum Reform in the Context of 

Decentralization: The Response of Teachers to a Competence-Based Curriculum (CBC) and its 

Implementation in Schools‖  examines the ways primary school teachers respond to the CBC, 

particularly curriculum diversification, learning materials, syllabus design, and student 

assessment, with a particular focus on Bahasa Indonesia instruction. The study covered 65 

schools and 286 teachers in Jakarta, Kodya Bandung and West Java. He found that most 

teachers, although claiming to be familiar with the CBC initiative, continued to teach 

predominantly in the traditional manner. As cited in the introduction he found that though 

teachers claimed to know what CBC is, in actual classroom implementation of CBC they fell 

back on the former curriculum of 1994, which they were more comfortable teaching (2005).  

       Transitioning from a highly centralized system requires fundamental changes in teachers‘ 

dispositions and knowledge in order to change practice. If teachers‘ implementation of policy is 

professionally entrenched, there must be clear expectations, proactive support and leadership, 

and a unified effort at national, regional, district and school levels to achieve the desired 

planning and teaching techniques for implementing more relevant and stimulating instruction 

that coordinates with the national CBC for each subject. For this study, the Competency-Based 

Curriculum standards for the subjects of English were identified and shared with participating 

professors and student-teachers in order to gather feedback about understandings and opinions on 

their relevance. It was learned during the study that since 2006 guidelines supplemental to the 

CBC curriculum standards have been introduced. These are known as the ―KTSP‖ guidelines, or 

―Kurikulum Tingkat Satuan Pendidikan.‖ KTSP for Indonesian can be translated as ―CLUE‖ in 

English, meaning ―Curriculum of Levels and Units for Education.‖  The KTSP guidelines 

provide further structure and clarification of the existing CBC standards, including methodical 

suggestions for active learning instruction toward mastery of these standards. As the name 

suggests, the KTSP breaks instruction into specific units which align with the CBC objectives 

and skills. 

 

English in Indonesian Schools 

 

       Arguments are made from numerous perspectives for and against teaching and learning 

English in many countries, ranging from the ostensible political and economic benefits of 
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English literacy, to national identity and unity, to local rights to preserve distinct linguistic and 

cultural heritages— the manifestation of globalization and localization concurrently—and this is 

a tremendous challenge for education in Indonesia. This section will begin with a historical 

examination of English policy and teacher training in Indonesia, through the current 

decentralization movement and analysis of studies on teacher responses and English Teacher 

training, to the case study at the University of Banten in Serang. Details of the UB case follow in 

the next chapters.                                  

       The national motto of ―Unity in Diversity,‖ or Bhinneka Tunggal Ika, applies to language as 

well as ethnic and cultural diversity. Of over 400 languages and vernaculars spoken in Indonesia, 

the official ―state language‖ since the 1945 Constitution (Chapter XV, Article 36) is Bahasa 

Indonesia, a derivation of the broadly-used lingua franca of the archipelago, Malay (Nababan, 

1991, Sneddon, 2003). The Youth Pledge of the Second Indonesian Youth Congress, October 28, 

1928, is recognized as the earliest proclamation of Bahasa Indonesia (Indonesian Language) as 

symbolic of a unified Indonesian nation-state (Sneddon, 2003). As of 1986 60% of the 

population had some proficiency in Bahasa Indonesia (Nababan, 1991), and according to 

Sneddon (2003) currently over 90% of the 231 million population speak or are familiar with the 

national language. The UNESCO Institute for Statistics (UIS) shows an impressive 98.8% 

literacy rate for Youths aged 15-24 (2006); however, the specific language of literacy is not 

given.  

       Across the colonized Dutch East Indies from the 17th through the 19th centuries Dutch 

endured as the prevailing foreign language of the elite, including Dutch colonists and privileged 

Indonesians. Arabic, Chinese and other Southeast Asian languages have long been and are 

currently spoken by minority communities across Indonesia in addition to indigenous regional 

dialects. Since independence in 1945; however, the government mandated English as the only 

foreign language to be compulsory at the junior and secondary school levels. While four other 

foreign languages were offered at the senior secondary level, and students could choose from one 

of these, English became known as ―the first foreign language,‖ and was made a permanent 

course in the curriculum (Nababan, 1991). 

       The growing importance of English education in contemporary Indonesia is clearly 

evidenced through statements and actions of the Indonesian government, Indonesian newspaper 

accounts of the debate, and foreign investment and intervention in education programs. The 
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government cites the need for English to support global competitiveness and economic growth, 

and one aspect of the ongoing debate focuses on a nationally standardized English curriculum in 

schools versus a less structured market approach (Hallett, 2005). English is also widely utilized 

in the Indonesian media and entertainment (See Sneddon, 2003) as it is around the world (See 

Crystal, 1996; Spring, 2006). English is the major language of books, and for scientific, legal and 

reference materials; Nababan (1991) estimates that approximately 80% of the texts in any given 

Indonesian university library are written in English. Additionally, Australia has very close 

relations with Indonesia, which encourages the study of English for Indonesians, and likewise 

Australian schools teach and study the Indonesian language more than any other country in the 

world (Sneddon, 2003). 

       The national emphasis on adding English proficiency to educational goals is further 

complicated by wide disparities between the quality of schools and teachers across this vast and 

diverse archipelagic nation. International schools, ―national plus schools,‖ and some private 

schools are recognized as having higher levels of English proficiency, probably due in part to 

curriculum and resources, but also to (high quality) teacher sorting and peer effects in these 

schools. In other urban and rural schools, there is little or no actual English instruction 

whatsoever. Hallett‘s argument is that standardizing the English curriculum (2005) would be 

desirable for improving equality in the provision of English instruction, and this is exactly what 

the CBC standards for English are supposed to be accomplishing.  

       As equity in the provision and quality of English instruction is one major issue for English 

education in Indonesia, a related issue is the readiness of children to learn a second language, and 

the pressures and even trauma inflicted upon students to the detriment of their first language 

acquisition and progress in other courses such as math and science. Different models for 

bilingual instruction are used in some Indonesian schools, such as a ―50/50‖ model, where half 

of the courses are taught in Bahasa Indonesia and half English. Another model is ―80/20‖ 

instruction, which may be implemented as 80 percent English/ 20 percent Indonesian from first 

to fourth grades, or the reverse; 80 Indonesian/20 English (Dormer, 2005).  

      Many students and parents complain that being forced to learn subjects—math, for 

example— in a foreign language is not only inconvenient, it‘s an imposition and obstacle to 

learning (Davies, 2005). This logically valid complaint is made world-wide regarding 

bilingual/multilingual education, and complicates the classroom language learning scene, and the 
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interrelations of teachers and students. Relevant questions that arise from this background of 

English and education in Indonesia are: What is the nature of perceived and concrete incentives 

to learn English? Or more simply, why do student-teachers want to learn and teach English? 

What, if any, are the perceived and actual benefits of English fluency?  

       These three questions raise the issue of choice of learning a language and choice of using a 

language in a particular situation for Indonesians. Extending issues are language appropriateness 

for the setting and audience, formality, and status. Alip (1993) studied social norms and variation 

in language choice for English-speaking students in Java and demonstrated that language choice 

can be influenced by factors such as norm conformity, as a product of personal decision or 

interpersonal interaction, or as the realization of the specialization of one‘s code functions. The 

four codes of English, Bahasa Indonesia, Basa Javanese and Ngoko Javanese were analyzed and 

Alip found that the interlocutor (person being spoken with) was strongly influential: 

 

―Intimates, inferiors and intimate equals are mostly addressed in Ngoko Javanese, in-group 

superiors and in-group non-intimates in Basa Javanese, out-group members in Bahasa 

Indonesia and English native speakers in English. (This) confirms the influence of location, 

setting, intent, topic, mode and formality of the speech event. Statistical analyses prove 

choice variation between students of different sexes, study-majors, ethnicity, home 

residential areas, language competence and age. This study also discovers the extent of 

bilingualism among educated young Javanese, the growing use of Bahasa Indonesia and the 

trend of Javanese monestylism among urban and younger Javanese, and the limited use of 

English among English-department students‖ (Alip, 1993). 

 

       Alip recommended that measures to maintain the Javanese vernaculars and promote English 

use on campus be taken, and proposed that the denotation of the term ―diglossia‖ be modified to 

include ―the coexistence of any functionally-specialized codes which are in complementary 

distribution‖ (1992). The implications for this study are evident and multifarious: The many 

contexts and factors involved in language choice and usage will surface for student-teachers‘ 

motivation for teaching English and their perceptions of the CBC, and this informs the researcher 

of the specific contexts of language usage in Java, and the diversity of vernaculars which will be 

encountered—in the case of West Java and Banten, Sundanese is a major dialect. 
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       For the vast majority of Indonesian public schools, English is not present in primary schools 

and is introduced as a required subject at the junior secondary level for grades 7-9. As of 1994, 

English has been introduced as early as grade 4 in some urban public schools but this is still not 

the norm (Kam, 2002). As junior secondary schooling has only recently become available, in 

policy, to all students as of 2003, the inclusion of English at this level is very significant. It 

means that millions more Indonesian students between the ages of 10 to 14 are receiving 

instruction in English. More information on the nature and extent of English in junior secondary 

schools is necessary for understanding the contexts of English teacher preparation at the 

university level.  

       Policy-makers, school administrations and faculty, parents and students must be 

conscientious of the influential role language education plays in every society. The dominant 

language and other languages taught in schools can be the site for political, sociocultural and 

religious identity preference, power, and status, as evidenced with minority groups in the 

Philippines (Milligan, 2005) and in rural parts of Indonesia (Kuipers, 1998). During the past 

decades Indonesia in general and West Java specifically have experienced significant, dynamic 

variation and change in language preferences and usage (Errington, 1998). 

 

English Teacher Training in Indonesia 

 

       As of the 2001-2002 school years there were approximately 476, 827 junior secondary 

school teachers, compared with 1,164,808 primary and 363,508 senior secondary school teachers 

in Indonesia (Indonesia, 2001/2002). An excellent resource for understanding the broad contexts 

of teacher training, including English teacher preparation in Indonesia, is ―A Review of Teacher 

Education Issues in Indonesia‖ a joint Educational Policy and Planning Project undertaken by the 

government of the Republic of Indonesia and the USAID (Kemmerer, Nielson & Lynch, 1990). 

This extensive work covers the organization and financing of schools, teacher characteristics, 

teacher incentives, training and upgrading for current teachers of basic education (including 

primary and junior secondary education) and teacher training and performance. Even at that time 

(1990) the upgrading of teacher qualifications (to the Diploma 2 level) was a major concern. The 

two primary means of accomplishing this were 1) Distance education through the Open 

University in Jakarta, and 2) In-service training at the school and district levels. During the 
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1987/1988 school year only 40% of public and private Junior Secondary (SMP) teachers were 

qualified at the D2 level or higher (See glossary). 39% (155,000) held D1 and 21% (82,000) held 

senior high school credentials only. For public Junior Secondary schools 54% held D1 

certificates. However, 36% of private SMP teachers held Sarjana Muda (college bachelor 

degrees) compared with only 4% for public schools. At the time of this study, initiatives were in 

place to upgrade the qualifications of primary school teachers, but not junior secondary teachers. 

This was a major issue due to the adverse effects it would likely have on the morale of SMP 

teachers who were not receiving the free D2 upgrading, and has since been addressed in part by 

the current Indonesian-USAID DBE2 project referenced by Sadiman & Pudjiastuti (2006), 

above. 

       Anen Anen‘s (1992) ―Toward more Competent and qualified teachers: Improving teaching 

quality while expanding educational opportunity in Indonesia.‖ is an in-depth study which 

explores and analyzes teacher training during the origins of the decentralization reforms, which 

can be traced to the years 1992 to 1994. While the contexts of decentralization reform are only 

partially introduced for Anen‘s study, the reasons and motivations for wanting to become 

teachers, and alternative strategies for improving quality of teacher training are examined. Anen 

looks at teacher competence ―in terms of the total teaching performance based on teachers‘ 

mastery of subject matter, methods of teaching, and classroom management,‖ as well as the 

personal evaluation of policy -makers, diploma program officers, teachers, school principals, 

school supervisors, and educational officials. Additionally, Anen‘s definition of ―teacher quality‖ 

includes qualifications, maldistribution and incentives, all in relation to the expansion of 

compulsory schooling from six to nine years. The findings were that, from 1981 to 1991, overall 

―teacher competence has declined, teachers are maldistributed, underqualified, and had low 

incentives to work hard or remain in the profession. Teachers‘ mastery of subjects and methods 

are not as good as in the past. Charisma, motivation, dedication, and discipline are decreasing‖ 

(1991, p. 186). The short- and long-term policy recommendations of Anen included the 

upgrading of teacher qualifications, improved pre-service and in-service training, improved 

incentives and recruitment of better teachers, and the re-training of existing teachers for 

competence and qualifications (Anen, 1991, pgs. 193- 204). Anen also recommended improving 

teacher incentives for improving the efficient distribution of teachers, particularly from urban to 

rural and remote areas (p.200- 204).  
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       Christine Inglis and Rita Nash compiled a comprehensive bibliography of English language 

materials in Indonesia, Malaysia, Philippines, Singapore and Thailand from 1945 to 1983 

covering all major dimensions of formal and non-formal education (1985, Indonesia pp. 107-

167). Although the sources for Indonesia are valuable for understanding the historical 

development of English research in Indonesian education, many are inaccessible. One of the 

earliest is ―English Language Teacher Training in Indonesia,‖ by Jan Cornelis Tan (1962) a 

dissertation that is broadly descriptive yet deeply informative on the progress of English teacher 

training up to 1962. Djojosoekarto (1973) examined developmental factors in the revision and 

updating of the national English program in Indonesia, and provides an in-depth account of 

English in schools at that time, and the study specifically explores in-service teacher training and 

the preparation of teaching materials for English during that period. Azmi‘s (1986) study on the 

in-service needs of Junior Secondary Social Science Teachers in West Sumatra province shows 

that the expressed needs of these teachers, in the areas of subject matter, preparing lesson plans, 

motivating students, managing group discussions, teaching students of different abilities, 

designing classroom activities, classroom management, evaluating students‘ progress, and 

evaluating their own teaching and the teaching of others were only partially being met. Asmi 

concludes that professors, teachers and in-service teachers must work more closely together to 

address the in-service teachers‘ perceptions and needs in order to build more effective in-service 

programs (1986). In-service training and the development of materials are both factors which 

likely are addressed in the training of teachers at UB, and while much may have changed over 35 

years, the current situation is certainly linked with these historical foundations of teacher 

preparation. 

       A similar study bridging the past with current contexts is Kasihani‘s (1988) ―A syllabus for 

the course in teaching/learning strategies for students of English education in Indonesia‖ which 

provides insight into English teacher training and English instruction just prior to the dramatic 

changes of the 1990‘s. Kasihani interviewed students and professors in three universities‘ 

English Education programs and worked with them to develop syllabi and materials that 

superceded existing curriculum as more structured, relevant, and up-to-date.  Important 

recommendations were that EFL teacher candidates needed more time to develop their own 

English skills and teaching aids, and that specific techniques and teaching/learning strategies 

should be emphasized more in the English Education programs and courses.  
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       Saukah‘s (1990) assessment of English reading comprehension of students and Latief‘s 

(1990) assessment of English writing skills for students of English as a Foreign Language at the 

Institute of Teacher Training and Education Indonesia are a pair of related dissertation studies 

closely examining the acquisition of English skills by teachers-in-training at the same institution 

during the same time period. Saukah concluded that the speed of reading and time constraints 

were major factors in the reading comprehension performance of S1 (4 year) and D3 (3 year) 

program students, and that instructors tended to overestimate the performance levels of their 

students (1990). These two observations would likely generalize to other cases of reading 

comprehension for English Teacher-training in Indonesia. Latief focused on evaluation of 

student‘s writing grammar and mechanics, including the use of compound and complex 

sentences, for two modes of discourse: descriptive and argumentative essays. The researcher 

found greater improvement of seniors over juniors for argumentative writing, with less 

differentiation for descriptive writing, and recommended a pre-writing course focusing on 

grammar and mechanics and a placement test to discover which students needed remedial 

writing help before taking the first writing course.  Latief also recommended that these students 

be encouraged to write longer papers under the collaborative guidance of the writing and 

grammar instructors (1990). 

       Zainil‘s (1987) ―A Study of the Spoken English Proficiency of Students in the S1 Program 

of the English Department at the Padang Institute of Teacher Training and Education, Sumatra 

Barat, Indonesia‖ examines the levels of speaking and listening proficiency of students preparing 

to teach in public senior high schools and other institutions prior to the reforms of the nineties. 

Zainil concluded, similarly to Saukah and Adnan, that  the English subjects of Listening, 

Speaking, Reading/Vocaubulary and Writing/Structure should be included in the S1 program for 

a minimum of four semesters, and the time allowed for other English subjects in the S1 program 

should be extended.         

       Fuad‘s (1982) ―Competency-Based Teacher Education and Teaching English as a Foreign 

Language: Perceptions of Faculty and Administrators of the English Departments at Teachers 

Colleges in Indonesia‖ provides an early linkage between English teacher preparation and the 

CBC‘s, which transitions into the decentralization period. Fifteen English Education departments 

at state teachers‘ colleges participated and overall the Competency-Based Teacher Education 

initiative was perceived favorably by respondents, with slight variations between Institutes of 
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Teacher Training and Education respondents and Faculties of Teacher Training respondents; the 

latter being more favorable (Fuad, 1982). The purpose of this study was to ascertain the 

perceptions of faculty regarding the CBTE in relation to teaching English as a foreign language 

(TEFL), which was represented by both the cognitive approach and the audio-lingual approach.  

While the cognitive approach was perceived to have a greater degree of agreement and 

consistency with the CBTE than the audio-lingual approach, ―significant correlations did exist 

among the perceptions of CBTE, the audio-lingual approach and the cognitive approach‖ and 

both approaches ―would fit nicely in the English programs based on CBTE, and that the 

approaches should be accommodated in relative parity‖ (Fuad, 1982).  

       Martani (1996) investigated the reasons for higher education students wanting to study 

English and their perceptions of the English curriculum. The data from students and recent 

graduates of three private universities in Jakarta participating in the study indicated motivations 

for learning English could be categorized as: 1.) Language Competency, 2.) Employment 

Opportunity, 3.) Personal Knowledge, and 4.) Cultural Communication. Martani showed the 

distribution of these reasons provided by the 58 students as 38% Language Competency, 32% 

Employment Opportunity, 19% Personal Knowledge, and 11% Cultural Communication.The 

students demonstrated clear and decisive motivations for pursuing English language education, 

indicated strengths and shortcomings of the programs, and suggested improvements for the 

curriculum, methods of instruction, and student learning. One major strength cited which relates 

to this study was ―Increased knowledge about culture and literature, along with helpful faculty 

members and methods that encouraged student participation in learning‖ (1996). Major 

weaknesses described were too much lecturing as a teaching method, a teacher-oriented 

approach, and inadequate book collections in school libraries. For these Martani recommended 

more academically competent faculty, methods of teaching that encourage participation, and 

enlargement of library collections, and stated: ―It is the task of the institutions, administrators 

and faculty alike, to design better curricula to benefit both learners and institutions, instead of 

waiting for governmental directives‖ (1996). It is peculiar and coincidental that this suggestion is 

consistent with the underlying premises of educational decentralization and proactive autonomy. 

Martani concludes that ―This study indicates that Indonesian students, despite their seemingly 

submissive demeanor, have very clear ideas of their motivations for pursuing their education in 
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English language‖ (1996). English is introduced as a required subject at the junior secondary 

level for grades 7-9 (VII, VIII and IX in Table 1) as well as at the senior secondary level. 

 

Higher Education in Indonesia and the University of Banten 

   

       By the 1920‘s the earliest institutions of higher education in Indonesia offered studies in law, 

medicine and technology, and in 1945 professional schools from Bandung, Bogor and Surabaya 

were consolidated as the Balai Perguruan Tingii, or Center for Higher Learning Institutions in 

Jakarta, which would become the University of Indonesia in 1950. A national university, Gadjah 

Mada University, was established in Yogyakarta in 1949. During the 1950‘s nine more 

universities were established and in the 1960‘s the 23 more were established (Purwadi & 

Muljoatmodjo, 2000).  

       Among the trends and challenges facing higher education institutions in Indonesia today are 

globalization and the increased competition of international trade, as well as intranational links 

between universities and natural-resources industries, transportation and communications, to 

name a few (Buchori & Malik, 2004). Quality and relevance of higher education programs and 

research, in the hard sciences such as engineering and the social sciences must be increased and 

improved. In order to accomplish this, higher education institutions in Indonesia: 

  

―Need structural adjustment to allow greater autonomy to move toward a more effective 

management and a more accountable system. The bureaucracy needs to cease its 

involvement in the more technical aspects of public university management and start to 

relegate more financial and human resources management to the individual schools. To 

implement this, however, the higher education system must devise instruments to 

measure performance to ensure that the public funds entrusted to the universities are 

spent properly in line with agreed-upon outcomes‖ (Buchori & Malik, 2004). 

 

       These same goals and rationales are paralleled by the reforms for public and private primary 

and secondary schools discussed as decentralization policies in this study. Just as teachers and 

administrators are being encouraged to adapt curricula and invigorate methods of instruction, 

higher education institutions must encourage and develop academic freedom and academic 
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culture, and must instill in students a love of knowledge and learning, including the pursuit of 

graduate-level education in all disciplines. The university-educated youth of Indonesia, through 

informed political activism, have a rich history of leading the way toward constructive change 

which dates back to prior to independence. The students currently preparing to be the teachers of 

tomorrow are the greatest promise for effectively implementing contemporary educational 

decentralization reforms. 

       The five major types of institutions in the Indonesian higher education system are 

academies, polytechnics, advanced schools, institutes, and universities. The national Education 

System law of 1989 stated that Academies are higher education institutions that provide only one 

particular applied science, engineering, or art. Polytechnics are institutions that afford applied 

education within a special knowledge area. Advanced schools are similar to academies and 

provide professional education in one specific knowledge area. Institutes are institutions that 

consist of faculty within one knowledge area or discipline. Universities offer training and higher 

education in various disciplines (Fahmi, 2007; Buhchori & Malik, 2004). 4  

       In addition to and concurrent with the five major forms there are private higher education 

institutions, including Christian and Islamic schools. Most private and all state-operated Islamic 

schools, including the state-supported National Islamic Universities (UIN) and the State Islamic 

Institutes (IAIN) incorporate general and professional education into their curriculums, including 

programs ―designed to demonstrate the compatibility of Islam with democracy and civic 

pluralism‖ (Hefner & Zaman, 2007; Hefner, 2000). The national spirit of unity and diversity is 

consistent with the ideals of most Indonesian institutions of higher education and all of these 

institutions has a responsibility to provide leadership and qualified teachers for the primary and 

secondary schools of the nation. 

 

Decentralization of Education in Indonesia and Development of the Local Content 

Curriculum and PAKEM Active Learning Policies 

 

       This section presents a brief explanation of decentralization theory and an analysis of 

literature on the progress of educational decentralization in Indonesia from sources including 

                                                 
4 Based on the latest law of Nasional Education System 2003 (Undang-undang No. 20 Tahun 
2003 Sistem Pendidikan Nasional) 
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books and reports published by the Indonesian government, international assistance agencies like 

the USAID and the Asian Development Bank (ADB), and independent scholars, including Ph.D. 

dissertations. This is followed by examination of the Local Content Curriculum and PAKEM 

active learning policies representative of efforts to give greater local and community input into 

schools, make schooling more relevant and engaging for students, reduce the number of students 

leaving schools, and particularly with PAKEM, to improve the instructional process. PAKEM 

active learning methods are also intended to integrate with the implementation of the CBC-KTSP 

curriculum, improving the quality of instruction at the local level of these standards which are 

designed centrally for the entire nation. In this sense, and with teacher certification, the state is 

maintaining a powerful control over the education system. Simultaneously, due to the nature and 

purpose of decentralization policies, teachers, schools and communities are being empowered at 

the local level. 

 

Decentralization of Education Theory 

 

       The list of countries pursuing decentralization reforms during the past 20 years is long, and 

includes a majority of developing nations (See Malik, 2007). Decentralization of education 

systems has been a global trend for decades, and is ―one of the most important phenomena to 

have affected educational planning in the last 15 years‖ (McGinn & Welsh, 1999). The reasons 

for this are complex; while rationales and assumptions vary from nation to nation, there are 

commonly recurring themes. They include diverse factors such as international economic 

pressures, governments ostensibly and genuinely encouraging the promotion of political 

democratization, global and local groups (often in solidarity) demanding greater voice (Duncan, 

2007) and research demonstrating that decentralization can improve government, organizational 

and institutional efficiency. Degrees of centralization or decentralization of education systems 

differ according to these diverse factors unique to each country‘s government, economy, history, 

religions, and culture, however, and the central debate for education systems frequently revolves 

around distribution of power, loci of control, and decision making (Weiler, 1990; Bray, 1999; 

McGinn & Welsh, 1999). It is important to remember decentralization is not an end unto itself—

it is a means for providing better education more effectively and equitably. 



31 
 

       Specific reasons beyond the merely political for decentralizing education systems include 

improving the relevance and appropriateness of curriculum, increasing retention and graduation 

rates of students, addressing disparities in the quality of education for marginalized communities, 

and improving student achievement. Assumptions and claims are made that decentralization can 

improve efficiency of systems by encouraging the identification of problems and needs and the 

most appropriate responses at the local level, related to, for example, teacher distribution and 

payment, accountability, provision of curriculum, and maintenance of school materials and 

facilities. Many of these are given as reasons and rationales for decentralization in Indonesia, as 

described in the next section, but are these claims valid?  

       In some cases decentralization may also be implemented to legitimize unpopular 

government administrations, or to weaken national teachers unions, as with the cases of Mexico 

(Tatto, 1999; Gershberg, 1999; Ornelas, 2000) and the Philippines (Brillantes, 2003; Reyes, 

1977). This study investigates how decentralization policy reform—how the concepts of power 

and loci of control—affect the practice of teacher training in Indonesia. This conceptual 

framework for understanding decentralization of education theoretically includes examples from 

research to illustrate the theories in practice, and contrasts differing perspectives on the 

assumptions, challenges, benefits and drawbacks of decentralization reforms. 

       Definitions and typologies of centralization and decentralization of education systems are 

generally similar, with diverging interpretations and modifications. Rondinelli (1981) was one of 

the first to describe three forms of decentralization: deconcentration, delegation, and devolution. 

He later added privatization as a fourth form (Rondinelli et al., 1984). According to Rondinelli 

(1981) decentralization is the ―transfer or delegation of legal and political authority to plan, make 

decisions, and manage public functions, from the central government and its agencies to field 

organizations of those agencies, subordinate units of government, semi-autonomous public 

corporations, area-wide or regional development authorities; functional authorities, autonomous 

local governments, or non-governmental organizations.‖ 

       Exceptions and modifications to this definition have been advanced. According to McGinn 

and Welsh (1999) ―decentralization is about shifts in the location of those who govern, about 

transfers of authority from those in one location or level vis-à-vis education organizations, to 

those in another level,‖ including four possible locations of authority: 1) the central government; 

2) provincial, state or regional governing bodies; 3) municipal, county or district governments; 
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and 4) schools. These levels and locations can be combined and overlaid with each of 

Rondinelli‘s three forms for the analysis of any given system. 

       Mark Bray, in his essay ―Control of Education: Issues and Tensions in Centralization and 

Decentralization,‖ (1999, p. 209) defines Rondinelli‘s three degrees of decentralization thus: 

 

 Deconcentration is the process through which a central authority establishes field units or 

branch offices, staffing them with its own officers. Thus, personnel of the ministry of 

education may all work in the same central building, but more likely some of them would 

be posted out to provinces and districts.  

 Delegation implies a stronger degree of decision making power at the local level. 

Nevertheless, powers in a delegated system still basically rest with the central authority, 

which has chosen to ―lend‖ them to the local one.  The powers can be withdrawn without 

resort to legislation.  

 Devolution is the most extreme of these three forms of territorial decentralization. Powers 

are formally held at sub-national levels, the officers of which do not need to seek higher-

level approval for their actions. The subnational officers may choose to inform the center 

of their decisions, but the role of the center is chiefly confined to collection and exchange 

of information.  

 

       Bray observes that privatization is not necessarily decentralization; for example, transferring 

control of education to churches or private corporations concentrates power at those levels, but 

not centrally in a federal government. Privatization also involves alternative forms of school 

finance. Obviously, on a continuum from the weakest to the strongest forms of decentralization, 

fiscal allotments and control of spending play significant roles—as with the concept of 

―unfunded mandates,‖ in politics— legislation that requires action commonly includes financial 

support. At the level of individual professors and teachers, these economic factors are realized 

mainly in terms of pay and benefits in relation to professional duties, commonly known as 

―incentives,‖ and degrees of perceived status as professional educators. 

       To interpret and summarize Bray‘s definitions above; deconcentration is the distribution of 

centralized government offices across geographical, or territorial, areas. Delegation implies the 

transfer of authority and decision-making to separate governmental units that remain responsible 
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to the central government. Devolution is the strongest form of decentralization, transferring 

decision-making and authority over fiscal resources to regional and local governing bodies 

(1999). 

 

Deconcentration or Decentralization? 

 

       A central question raised in studies of decentralization is how politics can work in surprising 

ways to the detriment of local, or peripheral, communities. The underlying motives and benefits 

of decentralization are contextually complex and require direct scrutiny beyond official national 

statistics, documents and literature analysis. Additionally, every nation interacts to some extent 

globally. For the study of movements toward decentralization, of foremost significance in the 

recent decades of increasing global neoliberalism, the ongoing relationships between more 

developed and less developed countries; and for this study of Indonesia, its relationships with the 

U.S., China, Malaysia, Australia, the Philippines and the world must be considered. International 

forces such as multinational corporations, the internet, and the media and entertainment 

industries influence societies‘ educational agendas and social and individual preferences and 

must be considered, and thus investigated in this study from local and individual perspectives. 

       Bray (1999) distinguishes between functional and territorial dimensions of 

centralization/decentralization, which can be impacted by political or administrative motives, or 

both. Functional centralization/decentralization refers to ―a shift in the distribution of powers 

between various authorities that operate in parallel,‖ (but still at the same level) while in contrast 

territorial decentralization refers to ―a redistribution of control among different geographic tiers 

of government, such as nation, states/provinces, districts, and schools from higher to lower 

levels‖ (Bray, 1999, p. 208). 

       Bray then defines deconcentration as a form of territorial decentralization whereby a central 

authority establishes field units or branch offices, staffed with its own officers. He also notes, 

later in the essay, that in some cases, the stated intentions of the reform and the actual effects 

produced can be exactly the opposite of each other. He explains: ―When staff in the periphery is 

responsible for tightening implementation of policies determined by the central government, 

deconcentration is more reasonably described as a form of centralization‖ (Bray, 1999, p. 214). 

This is typical of the common strategies of governments and special interest groups (including 
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major corporations) in modern times of stating a clear, apparently productive power-sharing goal 

that actually has opposite, power-consolidating effects (See also Weiler, 1990). Weiler has 

examined how implementation of decentralization can be ―An Exercise in Contradiction‖ (1990) 

and  Prud‘homme (1995) warns of ―The ―Dangers of Decentralization,‖ one main one being that 

in some cases, the empowerment of certain levels or ―locations of authority‖ can result in a 

consolidation of power in the hands of a local elite, whether property and business owners, 

executives, politicians, or interest groups, and the consequent implementation of policies that 

represent these elite interests and preferences (1995). These aberrations of intended territorial 

decentralization would contradict and undermine the stated rationales and assumptions of 

Indonesia‘s reforms. However, Indonesia‘s policies seem to reflect Bray‘s territorial devolution, 

consistent with the McGinn‘s and Welsh‘s (1999) definition above, and according to MONE and 

Bjork would be consistent with devolution as opposed to deconcentration. 

       In summary, deconcentration, or administrative decentralization without democratization 

and fiscal control can serve to promote the interests of the central government without effectively 

empowering local interests; simultaneously, or alternately, decentralization can promote 

intentional and unintentional favoritism and corruption at the local level. Regional and local 

governments or private entities may also lack competency and abilities to lead effectively; 

additionally, decentralized decision-making can cause duplication of efforts which can be very 

inefficient. In the case of schooling, every district or school designing its own curriculum and 

tests based upon standards prescribed by the center, such as with the CBC, becomes a waste of 

resources. For example, in the case of Indonesia, are centralized resources like textbooks and 

standardized tests also utilized and adapted at the local level? How would this be realized for the 

case of Local Content Curriculum assessments? These issues must be examined while 

considering the decentralization movement in Indonesia, as political and economic interests are 

constant undercurrents of the policy development process, and the wishes and intentions of 

people at all levels can sometimes be counter-intutitive and counter productive.  

       The concept of capacity building is critical for successful decentralization, because increased 

autonomy involves increased responsibility. For levels of the system assuming greater authority; 

for example, at the regional, provincial, district or local levels, these units must be able to 

perform and provide education more effectively than under prior arrangements, or 

decentralization reform fails all stakeholders. (An example of a program specifically designed 
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for this in Indonesia is described in the following section). Another consideration is exactly 

which specific decisions are being relocated and which still are at the center or state level; as, for 

example, with national exams.   

       As opposed to models of school-based management as widely advocated in the late 1980‘s 

and 1990‘s in the United States,  McGinn and Welsh (1999) advocate decentralization to 

community representatives, which they term the political legitimacy approach. This interactive 

community approach seems most consistent with democratic principles and rationales for 

decentralization reform, and Indonesia‘s reforms seem most closely aligned with this in the 

emphasis of community participation (Yulaelawati, 2005). 

       Hannaway and Carnoy analyzed school reform in the United States in which central control 

increased at the state level in the 1980‘s, and expanded into greater local control in the forms of 

site-based management, schools of choice and school vouchers in the 1990‘s (1993). The over-

riding theme presented is that decentralization is extremely complex and inevitably spawns new 

problems with every existing problem it seeks to ameliorate, at least for the case of the U.S. The 

essays in this collection generally emphasize that the desired outcomes, whether the promotion 

of social and political values such as democracy, or the efficiency of markets for providing the 

public good of education, yield differing effects depending on unique regional (or state) cases. 

This reinforces the significance and need for case studies. The general tone of the collected 

essays in their work, Decentralization and School Improvement: Can We Fulfill the Promise? is 

highly skeptical of the prospects of further decentralization for improving America‘s schools.    

       For the case of Indonesia, the theme of ―unique contexts influencing results‖ and that of 

―new problems always arising‖ make logical sense and are likely to apply. However, for 

Indonesia, which until recently was highly centralized, the context is quite different, and moving 

toward the center of a continuum of centralization-decentralization holds great promise. 

Indonesia‘s multiple desired outcomes seem to uniformly conform with many of the potential 

benefits of decentralization if the pitfalls discussed thus far can be avoided. 

 

Literature on Decentralization in Indonesia 

 

       After approximately 350 years of Dutch colonization and an emergent struggle for 

independence, Indonesia, like its island-nation neighbors in Southeast Asia, was invaded and 
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occupied for over 3 years during World War II by the Japanese, finally gaining independence in 

1945. The current three-level education system evolved from these colonial and imperial origins 

with 6 years primary, 3 years junior secondary, and 3 years senior secondary. Bahasa Indonesia 

was used as the language of instruction during the occupation, with local languages used only in 

years one and two (Purwadi & Muljoatmodjo, 2000). The public, or secular primary school level 

was open to all in society, and indigenous Islamic schools such as the Muhammadiyah, and the 

Taman Siswa, were established in 1911 and 1922, respectively. The Muhammadiyah village 

schools primarily served poor Muslims, and the Taman Siswa schools were closely associated 

with the struggle for independence (Purwadi & Muljoatmodjo, 2000; Brown, 2003). These and 

other Islamic madrasah and pesantren schools still serve students in Sumatra, Java and Eastern 

Indonesia. 

       In March, 1945, the Committee to Investigate Preparations for Indonesian Independence 

(Badan Penyelidik Usaha Persiapan Kemerdekaan Indonesia), comprised of nationalist leaders 

such as Ki Hajar Dewantoro, Sjahrir, Sukarno and Hatta began meeting to compose the 

constitution of a newly-independent Indonesian republic, as a unified state as opposed to a 

federation. The legacy of this is significant, as the precedent of consolidating power with the 

central government for this archipelago nation relates to contemporary decentralization reform. 

In a speech on June 1, 1945, Sukarno outlined the Five Principles of the Indonesian state, the 

Pancasila, which is the foundation of a national philosophy. ―Panca‖ means ―five‖ and ―sila‖ 

―principles‖ or ―pillars,‖ and the Pancasila includes: belief in God, nationalism and unity of 

Indonesia, humanitarianism, social justice, and democracy. On the morning of August 17, 1945, 

Sukarno read a statement written by he and Hatta proclaiming Indonesia‘s independence, and 

signaling the official recognition of Indonesian as a national identity. Due to the prohibition 

against using the Dutch language throughout the Japanese occupation, in addition to the decades-

long nationalist movement in opposition to Dutch colonialization, Bahasa Indonesia had become 

the predominant Indonesian language for politics, governance, education and the news media 

(Brown, 2003).   

       President Sukarno lead Indonesia from independence in 1945 until 1967. From 1956 to 1967 

under an increasingly autocratic  ―guided democracy,‖ which eschewed an emphasis on political 

party competition, and from 1967 to 1998 under Suharto‘s ―New Order‖ Indonesia was lead by a 

strong, centrally-ruling national government (see Brown, 2003; Ricklef, 2002)   Reforms during 
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the 1960‘s emphasized patriotism, national identity, and values and beliefs consistent with the 

Pancasila. Citizenship and the development of Bahasa Indonesia as a national language, as well 

as the preservation of Indonesian hetero-cultures were central to the 1964 curriculum reform. 

The ―New Order‖ curriculum of 1968 continued these emphases, as ―Pancasila identity,‖ and 

encouraged primary education for rural society and vocational education (Yulaelawati, 2005). 

During 1970‘s and 1980‘s science and technology became central to curricular reform, 

influenced by instructional design, and in the 1990‘s this was combined with problem-solving, 

critical thinking, and inquiry skills and the beginnings of the decentralization movement 

(Yulaelawati, 2005). 

       Increasing globalization, resulting in greater availability of technology and access to 

information, has allowed educational leaders to adopt and adapt strategies, methods, and even 

curricula from around the world. There is a degree of convergence of ideology and methods 

influenced by international norms and models rather than local economic and sociocultural 

circumstances. Indonesia has been undergoing a dramatic shift in government ideology, 

beginning with the end of the thirty-one year Suharto administration in 1998 and continuing 

through four democratically elected presidents since: Former Presidents B.J. Habibie, 

Abdurrahman Wahid, Megawati Sukarnoputri, and currently President Yudhoyono. It must be 

noted that during this period, Indonesia‘s economy was one of the most severely impacted of any 

country in Asia by the financial crisis beginning in 1997. During this time a movement toward 

decentralization of education was implemented, with mixed results for education (Bjork, 2003).  

       The current movement which has been encouraged through globalization and 

democratization, and in the interests of ―Unity in Diversity,‖ has sought to promote the 

localization of educational methods and curricula for communities and schools. As mentioned in 

the introduction, legislation from the Indonesian Ministry of National Education (MONE, 1994) 

specifically prescribes certain proportions of curriculum and instructional method be developed 

from and at local levels; this is the Local Content Curriculum (Bjork, 2003).  

       The Strengthening Planning and Management Capabilities in the Education Sector 

(STEPPES) Project of the Indonesian Ministry of Education and Culture (now MONE) was a 

seminal, four-year staff training project attempting to ―achieve an effective capacity at the 

provincial level for planning and managing educational policies and programs that meet each 

province‘s specific needs in accordance with nationally defined education objectives‖ (Bernard, 
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et al, 1990).The project provided in-service training to district and provincial staff to support 

improvement of educational planning and management effectiveness through shared decision-

making. The training program emphasized four objectives: ―1) a clearly defined concept of 

bottom-up planning, 2) a simple, practical implementation mechanism, 3) an accurate and 

smooth information flow, and 4) motivated staff confident of their important decision-making 

role‖ (Bernard, et al, 1990). The assumptions this project were grounded upon are resonant with 

the given rationales and purposes for educational decentralization in Indonesia: improving 

relevance, active learning, encouraging unity and diversity, delineating and supporting the role of 

the teacher, and improving evaluation and feedback. The coordinators and participants reflected 

on the strengths and shortcomings of the project in order to make it an exemplar for future 

training to meet the demands of implementation of decentralization. 

       Behrman, Deolalikar, & Soon (2002) researched the promotion of effective schooling 

through educational decentralization in Bangladesh, Indonesia, and Philippines for a project 

sponsored by the Asian Development Bank. In conjunction with the School-based Management 

(SBM) initiative begun in 1998 and designed to be phased in over a 10 year period (cited in 

Triswati, 2000) two decentralization laws were passed by the federal government: Law No. 

22/1999 and Law No. 25/1999. Major implications of these laws are that 1) implementation of 

education policies will be devolved to each district, and 2) financing for the education sector will 

be transferred from the central government to the district government as regions receive more 

revenue under new revenue-sharing arrangements between the central and regional governments. 

Additionally, in 1996 MONE had already begun to transfer the preparation and implementation 

of several junior secondary programs to the provincial level. The Indonesian study surveyed 60 

public and private junior secondary school principals, teachers and students. Regarding teacher 

quality, they found only 56% of public school teachers had 3-year diploma certificates, 

compared with 80% for private school teachers. However, although 80% of private school 

principals said that their teachers are capable in teaching their courses, 77% agreed that they 

have a good attitude, and 73% agreed that the teachers are highly motivated, public school 

principals rated their teachers higher in each of these categories (Behrman,  Deolalikar, & Soon, 

2002). All teachers agreed that low pay was the major cause of low motivation.  

       While both public and private school principals ranked the qualification and training of 

teachers to be the most important factor for school performance, less than one third named 
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school autonomy as the most important factor. This data, although from a relatively small sample 

in Jakarta, is highly relevant to the purposes of this study because it indicates that school 

autonomy was named by some as the most important factor, even when listed with teacher 

quality. The study concludes that due to these responses, and that public schools seem to be more 

receptive to greater parent involvement and government monitoring of their progress than private 

schools, School-based Management and decentralization policies may lead to improved 

effectiveness of schools and more efficient utilization of scarce fiscal resources.  

       Jalal (2006) describes the general features of decentralization of government management in 

Indonesia as 1.) a transfer of authority of educational policies from central government, entailing 

the delegation of discretion over educational policy and money needed to finance these 

responsibilities, and 2.) shifting various educational decisions from government to people, or 

stakeholders, directly implementing and benefiting from these educational decisions. The three 

primary levels Jalal lists are the central, involving national standards as for curriculum and 

exams, requirements for admission, transfer, certification, and organization and development of 

higher education; the provincial, involving equitable student selection and acceptance and 

provision of learning materials; and the district/municipality level, involving school-level 

decisions (2006) That areas such as setting standard competencies, national curriculum, 

evaluation calendar and evaluation instruments are retained at the central level is corroborated by 

Sadiman & Pudjiastuti (2006). 

       Jalal traces the federal origins of education policy to the fourth amendment of the 1945 

constitution, article 31:2, which states that every citizen is entitled to an education and that every 

citizen should enroll in basic education and the government should finance it. Act #20/2003, 

Article 46:1 of the National Education System states that the financing of education is a shared 

responsibility of national, local and community governments and that, Article 49:1 education 

funds are allocated at a minimum of 20% national government budget and 20% local government 

budget, excluding salary of educators and service expenditures (Jalal, 2002). A form of school 

based management, with education boards at the district/municipal level and school committees 

at the school level, will collaborate for decision making at each level, manage financial support 

at each level, and control the application of transparency and accountability for education finance 

and provision. The purpose is to improve quality and effectiveness of schooling through 

decentralization of school finances and enhanced accountability of schools to all stakeholders 
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(Jalal, 2002). After conducting a limited study on the progress of a school based management 

pilot program, Jalal concluded, as do Sadiman and Pudjiastuti (2006), that these efforts must be 

sustained over time and require buy-in from all stakeholders, especially school leaders such as 

principals, teachers, communities and parents.  

       Sadiman & Pudjiastuti (2006) observe that since the 2001 beginnings of decentralized 

government management of education, progress has been made towards the goals of improving 

teaching qualifications and performance and creating more conducive learning environments in 

schools by making schools more autonomous, democratic, diverse and participatory at the 

community level. However, they echo the sentiments of Yulaelawati (2005) Bjork (2003, 2005) 

and others from within the educational leadership of Indonesia that the instruction in schools is 

isolated from social and physical experiences in the lives of students, the learning processes are 

routine, and school administrators are not monitoring and evaluating classroom activities 

adequately. Sadiman and Pudjiastuti‘s research perspective on decentralization reform derives 

from collaboration with the USAID and the Indonesian government to improve Decentralized 

Basic Education, known as the DBE 2 program (2006). 

       Chieuw & Mandolang‘s (1992) ―Literature Review on Decentralization: Strengthening 

Local Educational Capacity,‖ a component of the Educational Policy and Planning Project, 

(EPP) Republic of Indonesia-USAID, provides a framework for understanding related literature 

on decentralization in Indonesia. It includes an insightful literature review of decentralization, 

but not specifically stemming from or describing the Indonesian case. This work focuses on 

strengthening educational capacities at the local level, in concert with desired goals and 

outcomes. They conclude that ―long-term commitment from leadership, building of local 

experience and practice, the fit between the articulation and communication of local needs and 

the ability of the central administrative level to respond to and support local initiatives are some 

of the key factors in the success of strengthening local capacities at the local level‖ (Chieuw & 

Mandolang, 1992) They also stress that strengthening the capacity of the national level to 

respond to and assist local levels, for example with the provision of technologies and specific 

resources (to avoid redundancy) is vital to success at the provincial and local levels (Cummings 

& Riddell, 1991; Papagiannis, et al, 1991; cited in Chieuw & Mandolang, 1992). Finally, they 

observe, as Hannaway & Carnoy (2003) that just as centralization of systems has been viewed as 

the efficiency solution by countries in the past, it often has lead to problems which seemed could 
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only be solved by decentralization, which in turn created new and unique problems. Both must 

be coordinated sensibly, with input and collaboration from all stakeholders, and often through 

trial and error recognizing specific contexts of the multiple levels of society. 

       The ―National Education Reform in Indonesia: Milestones and Strategies for the Reform 

Process‖ report by Ella Yulaelawati (2007) gives an up-to-date summary address of the general 

goals and direction of the decentralization program and current strategies to promote its 

advancement for improving the quality of teachers and schools. After a history of Indonesian 

educational reform, the contexts, reasons, laws and policies leading to the current reforms are 

discussed, leading to a summary of the Competency-based Curriculum and the purpose of 

national standards. As follows, Yulaelawati emphasizes the role that the LCC plays within the 

framework of the CBC for promoting diversity and unity simultaneously, and the need to 

maximize the use of existing educational resources by decentralizing aspects of school 

management at the district and local levels (2007). Devas (1997) defines the historical and 

political development and predicts future directions in ―Indonesia: What do We Mean by 

Decentralization?‖ In ―Mixed Outcomes: The Impact of Regional Autonomy and 

Decentralization on Indigenous Ethnic Minorities in Indonesia,‖ (2007) Christopher Duncan 

asserts that the efforts of decentralization have yielded unevenly distributed results for urban and 

rural regions and peoples of minority demographic and socioeconomical backgrounds, and that it 

cannot be completely successful without mollifying these social inequities (2007). In contrast to 

this, a much more recent study by the World Bank demonstrated that, according to public 

opinion, decentralization is working in Indonesia (Teo, 2007).  

       Before turning to the Local Content Curriculum and PAKEM active learning methods 

representative of decentralization policy reform in Indonesia, policy implementation theory 

provides helpful insights about how actors within organizations and institutions respond at the 

ground-level toward changing their attitudes, knowledge and behaviors to make new policies a 

reality. Understanding factors and dimensions influencing the implementation of policies in 

general theory may help to identify these factors at work in this case study. 
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Policy Implementation Theory 

 

       The policy development process is often a long and complex journey from the identification 

of a need (distributive policies, such as with public education) or injustice in society (regulatory 

policies) to the formulation and composition of a suitable policy remedy. Often timing plays a 

major role in the process, or policy cycle, with the creation occurring in ―black boxes‖ through 

―windows of opportunity‖ (Dye, 2001; Kingdon, 1995; Bardach, 2000; Stone, 1997; Theodoulou 

& Cahn, 1995). Policy development is often strongly influenced by research and politics, in 

concert with social goals, as discussed with the decentralization of education policies in this 

study. The plans, protocols and procedures that are introduced and pursued to implement the 

policy are critical to making the policies effective and changing understandings and patterns of 

behavior. In a very pragmatic way, the implementation of new policy is the most important phase 

of the process. The diffusion of new policies must be consistent, clear and systematic. In a 

country as large and diverse as Indonesia, in an education system equally large and diverse, 

dissemination and implementation is not an easy undertaking. However, there is great ―unity in 

diversity‖ in Indonesia, and decentralization of education policies have been comprehensively 

articulated and documented. Factors facing actors (in this case teachers and administrators) range 

from knowledge and understanding of the new policies, capacities and abilities to competently 

change behaviors to meet policy objectives, leadership in supporting these capacities, and 

attitudes about the policies. The final phase in the policy cycle is evaluation, and while this study 

is not evaluative of efforts to implement policy, it seeks to better understand the factors 

impacting university lecturers and students as they prepare Indonesia‘s next generation of 

teachers in response to the CBC-KTSP, PAKEM Active Learning, and Local Content 

Curriculum policies. 

 

Local Content Curriculum 

 

       As mentioned, Local Content Curriculum (LCC) is a major component and ―flagship‖ 

(Bjork, 2003; 2005) of Indonesia‘s current decentralization reform movement which has sought 

to promote the localization of educational methods and curricula for communities and schools. 

As mentioned in the introduction, Local Content Curriculum legislation from the Indonesian 
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Ministry of National Education (MONE, 1994) specifically prescribes certain proportions of 

curriculum and instructional methods be developed from and at local levels (Bjork, 2003). The 

LCC actually predated Indonesia Federal Law No. 22 of 1999 on Local Government, which 

stated ―the authority to implement and manage education shall be transferred from the national 

government, i.e., the Ministry of National Education (MONE, which had replaced the Ministry 

of Education and Culture, or MOEC) to local district/municipal governments (Purwadi & 

Muljoatmodjo, 2000). The purpose is to make national standards and subject matter more 

relevant to students in their regions and localities. It is hoped this will make the study of CBC 

standards more engaging and interesting; thus promoting achievement and promoting the 

retention and progress of students from grade level to grade level. The LCC is a separate subject 

area and course in which students learn facts and concepts derived from their communities. 

Examples of this are cultural, as with the humanities, like art, crafts, architecture, theater and 

fashion; historical, such as significant events and inhabitants of their area, geographical, as with 

maps, rivers, mountains, or the ocean; which leads to science—the types of resources and 

industry of their area; and linguistics, as with local dialects. These are just some examples. 

According to Bjork (2005) the four ―defining characteristics‖ for the revised LCC of 1994 were:  

 

1.) It consists of different subjects,  

2.) It has a share of up to 20 percent of the curriculum,  

3.) It is relevant to the needs of the local community and the world of work, 

4.) It is developed at the local level under the responsibility of the Regional Offices of the 

MOEC/MONE in accordance with the availability of resources, regional and local 

development criteria, and employment opportunities. 

 

       These primary characteristics of the program currently remain intact. Furthermore, Bjork 

summarizes the goals of the LCC as to 1.) Delegate Authority to the Localities, 2.) Reduce the 

Percentage of Student Exiting the System/ Provide Vocational Training 3.) Create Tighter Links 

Between Curricula and Local Conditions 4.) Increase Community Involvement in the Schools, 

and 5.) Improve the Instructional Process (2005, pgs. 30=37). In order for teachers to effectively 

change the use of curriculum and instruction in the classrooms, they would need ―to transform 

themselves from deliverers of a curriculum prepared by experts in the capital to autonomous 
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educators who used their creativity and intelligence to enliven instruction for their students‖ 

(Bjork, 2005, pg. 37). In order for genuine devolution of authority to take place, the knowledge, 

methods, and attitudes of teachers would need to change, including greater knowledge of 

subjects and course objectives, and greater autonomy and responsibility in teaching.  

       However, in the study of the implementation of LCC in junior secondary schools in East 

Java, Bjork (2005) found that deeply rooted school cultures and sociopolitical contexts exert a 

powerful influence on teachers‘ perceptions and behaviors, and he concluded there are three 

major aspects impeding the implementation of the LCC initiative and changes in curriculum and 

pedagogy: ―civil service culture, incentives and rewards, and center-local relations‖ (2003, p. 

202). Of these factors, Bjork‘s phenomena of ―civil service culture‖ and center-local relations 

affecting teacher autonomy and adaptation, and how these impact teacher training, may relate to 

the perceptions of the professors and student-teachers in this study and will be questioned. ―Civil 

service culture‖ comes from the designation of some teachers as civil servant employees, which 

affords these teachers greater job security and salaries, while other teachers have ―contract,‖ or 

non-permanent, status, and have less job security and much lower pay.  

       The problem with the implementation of the LCC, a significant and symbolic component of 

decentralization reform initiated in 2001 (Bjork, 2005; Sadiman & Pudjiastuti, 2006) is that even 

if provided with support such as training and resources, there are deeper issues concerning past 

social norms and expectations. It is not unusual for people to base their understandings, attitudes 

and actions upon their past experiences and exigent social realities; in actuality we could 

consider this the norm. Bjork observes that teachers may need convincing through tangible 

benefits such as assured job security and financial incentives before adjusting their teaching 

when these changes radically differ from the status quo of past decades. For Bjork‘s visual 

representation of these multi-level tensions, and my proposed graphic adaptation of these for this 

study, see Figures 1 & 2.  
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Figure 1. Forces Acting upon Teachers 

 

 
 

 
 
 
 

Figure 2. Forces in the Indonesian Public School System 

                       
 

 
Figure 1. Bjork‘s Theoretical Model of Educational Decentralization in Indonesia. (Figures 1 and 
2 from Bjork, 2005) 
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PAKEM: ―Active, Creative, Effective and Joyful Learning‖ 

       The Indonesian school system serves over 50 million students with 2.6 million teachers in 

more than 250,000 schools. It is the fourth largest education system in the world (behind China, 

India and the United States). The Ministry of National Education (MoNE) manages 84 percent of 

public and private schools and the Ministry of Religious Affairs (MoRA) 16 percent (The World 

Bank, 2009). Since the 1980‘s, and assertively in the new millennium, the MoNE and MoRA 

have encouraged the adoption of student-centered and active teaching and learning methods 

nationally, and these are officially mandadted in policy. The purpose of Teacher Law No. 

14/2005 is to improve education quality by upgrading teacher qualifications, and improving 

education quality is the second of three pillars in the Ministry of Education‘s strategic plan for 

2005-2009. In addition to upgrading all teachers‘ qualifications to include a minimum bachelor‘s 

degree (S1,) and passing the national certification exam, the utilization of active learning 

methods is viewed as a means of improving teaching quality.                                                                      

       Pembelajaran Aktif, Kreatif, Efektif dan Menyenangkan, (PAKEM) or ―Active, Creative, 

Effective and Joyful Learning,‖ is the Indonesian conceptualization of actively engaged, student-

centered teaching and learning (Menyenangkan can also be translated as ―fun,‖ ―pleasurable,‖ 

―nice,‖ ―agreeable,‖ etc…). PAKEM is used primarily in elementary (Sekolah Dasar; SD) 

schools, while the term ―Contextual Teaching and Learning‖ (CTL) is often used at the junior 

secondary (Sekolah Menengah Pertama; SMP) and senior secondary (Sekolah Menengah Atas; 

SMA) school levels. The purpose of Active, Creative, Effective and Joyful Learning, and 

Contextual Teaching & Learning, is to improve the quality of teaching and learning in schools, 

and to make schooling more meaningful and enjoyable for teachers and students. By extension, it 

is hoped that this will result in greater student participation, especially at the junior and senior 

high school level, and fewer drop-outs. The PAKEM Active Learning methods, by encouraging 

student centered-instruction and greater teacher autonomy and creativity, are a manifestation of 

Indonesia‘s educational decentralization reforms and influenced by global pedagogical theory 

and research. 

       The philosophical foundations of PAKEM and CTL run deeply throughout western 

pedagogical thought, most notably that of John Dewey, and also in the cultural and constitutional 
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heritage of Indonesia, as well. John Dewey‘s Democracy and Education (1916) and Experience 

and Education (1938) inspired progressive education and experiential education movements in 

the U.S. and around the world. Dewey‘s pragmatic, or instrumentalist, philosophy emphasized 

curriculum and methods that are relevant and meaningful to students‘ lives, that promote critical 

thinking and social interaction for solving real-life problems, and that model the school as a 

microcosmic democracy within a larger social and national democracy. Therefore, this 

democratic, student-centered paradigm opposes authoritarianism in the classroom as well as in 

society.                                                                                                                                              

       Dewey also emphasized change, and the dialectic nature of experience in learning. When we 

learn, we gain knowledge and understanding that provides us with agency to control our lives, 

and to deal with today‘s and tomorrow‘s challenges. We need to be able to think and learn in this 

way; learning what we want to know and need to know, and thus we become intrinsically 

motivated learners. Finally, Dewey‘s concept of continuity proposed that each and every 

experience of an individual influences his or her perception and ability to learn and understand 

future experiences. Consequently, every experience, positive or negative, influences the 

understanding and effects of all future experiences for an individual. His theory of interaction 

explains how the continuity of our total experiences serve our perception and understanding as 

we perpetually confront, and deal with, reality day after day. Students must be able to connect 

their learning— the curriculum and classroom activities—with their everyday lives. Dewey 

asserted that education wasn‘t preparation for life—it is life, and we all must re-create ourselves 

with each passing day and every passing moment. These philosophical and psychological 

underpinnings support the need for a pedagogy of Active, Creative, Effective and Joyful 

Learning. 

       Among the Five Principles of the Pancasila, the national ideology, the third affirms the unity 

of Indonesia (Persatuan Indonesia) and strong sense of the nation as a family (keluarga,) the 

fourth affirms the principle of democratic representation, and the fifth affirms the principle of 

social justice for all Indonesians. President Yudhoyono has strongly supported the conviction to 

uphold the ideals of pluralism and tolerance in this socially-conscientious, collective and 

inclusive Indonesian philosophy. Again, the pedagogical strengths of PAKEM and CTL methods 

for teaching and learning are consistent with the principles guiding the development of 
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Indonesian citizens and society: promoting critical thinking skills, problem-solving, productivity, 

cooperation, inclusivity, active participation, and democracy. 

       It is helpful to understand that the curriculum national standards for each subject are 

mandated and utilized in the production of textbooks and the development of syllabi, lesson 

plans and curriculum in all public and private elementary, junior and senior secondary schools. 

These are the standardized objectives that teachers are trying to teach and accomplish for each 

subject and grade level. The national Competency-Based Curriculum (CBC,) Kurrikulum 

Berbasis Kompetensi (KBK) standards have been adapted and structured as the KTSP, or 

Kurrikulum Tengkat (Levels) Satuan (Units) Pendidikan (Education); thus, Curriculum Levels 

and Units for Education (CLUE) in order promote implementation consistent with PAKEM 

instructional methods. Ultimately, the attainment of the concepts and skills delineated in the 

CBC and KTSP standards are assessed with the National Examination, Ujian Nasional, for 

higher education and called EPTANAS at the elementary, junior and senior high school levels. 

       The purpose of this section is to define and establish criteria for identifying characteristics of 

PAKEM and CTL, to provide a concise rationale of how and why active learning is desirable, 

and then to provide and analyze related ethnographic data selected from a nine-month case study 

of a university teacher training program and senior high schools connected with the lecturers and 

students of the program.  Was Active, Creative, Effective and Joyful teaching and learning 

occurring? How do we know this, and why was it, or was it not, occurring? What factors seem to 

be involved—for example: Teacher characteristics, education, and experience? The answers to 

these questions, at this qualitative level, can inform our planning and more broadly-based future 

research on the progress of PAKEM and CTL in teacher training programs and in schools. 

       Indonesia‘s PAKEM approach encourages learning how to learn, learning by discovery, 

creativity, and analytical and critical thinking. Methods of facilitating and stimulating these types 

of learning include having students engaged in individual, pair, group and class-wide learning 

activities, participation in individual and group projects, research, discussion, independent 

reading and study, creating journals and portfolios, as well as traditional methods such as lecture 

listening, note-taking, recitation, and textbook, workbook, and paper-based exercises. As the data 

from this study shows, it can be difficult and at times impractical to utilize PAKEM methods for 

instruction, depending upon the nature of the subject matter, learning objectives, skills, and tasks 

undertaken. However, according to Indonesian policy (UNESCO, 2008) active learning methods 
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should accompany and supersede traditional methods, when possible, integrated with the 

schools‘ curriculum, which is developed in synchronization with the national subject-area 

standards of the CBC/KTSP, and realized at the school-level in the syllabi and lesson plans 

designed by individual teachers.  

       Research and evaluations from the USAID and consultants have indicated the benefits of 

active learning methods for improving education quality, (Cannon, 2005,) and a component of 

the Decentralized Basic Education project is currently researching the effects of active learning 

interventions and the practice of active learning in classrooms. These activities, methods, 

strategies and areas of thought will likely overlap at times, and it is appropriate to acknowledge 

that even these proposed characteristics for a ―PAKEM Criteria‖ are culturally-biased and are 

open to discussion and consensus. These characteristics are helpful for lesson planning and for 

identifying forms of active learning in practice, and in addition to making learning more 

engaging and relevant, are a means of decentralizing and democratizing the classroom by 

shifting from teacher-centered to student-centered instruction. 
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Table 1: Criteria and Characteristics for Assessing PAKEM and CTL. Table 1 Numbers 1-9 from 
―Student-centered, active learning‖ (Cannon, 2005). 10-20 from MBE, DBE, and myself. 
 

 20 CHARACTERISTICS FOR ASSESSING PAKEM AND CTL  

1 Students are responsible for interacting with teachers and other students, for 

finding information, for assessing their own work and for participating in 

planning their learning. 

 

2 Emphasis on activity (problem solving, discussion, inquiry) and higher-order 

thinking such as application, analysis, evaluation. 

 

3 Intrinsic motivation to learn through interest, curiosity, and responsibility  

4 Recognizes the importance of emotion in learning (the affective domain)—

therefore teachers actively promote joy and pleasure in learning. 

 

5 Focus on learning cooperatively with other students (and teamwork)  

6 Attitude that learning can occur anywhere is encouraged; learning inside and 

outside of school is stressed.  

 

7 Greater flexibility in arranging learning and teaching facilities (rooms, desks, 

locations) and grouping pupils‘ in their learning 

 

8 Greater emphasis on a long-term perspective: emphasis on lifelong learning and 

learning how to learn to face future challenges and changes. 

 

9 Assessment of learning (tests and examinations) used to provide students with 

feedback to help them learn (Cannon, 2005). 

 

10 Accommodating diverse learning styles and diverse qualities of past experience.  

11 Important endeavors (Like ―Project-based Learning‖) including Current Issues 

(i.e., environmentalism, technology, politics) 

 

12 Service Learning (social causes like helping less-fortunate people)   

13 Debate, Creative Writing, Poetry, Music, Journals, Portfolios, Art.  

14 Games and puzzles linked with learning objectives  

15 Students use more teaching aids; Object lessons  

16 Practical tasks, including using the social and natural environments  

17 Libraries and library corners are set up and used  

18 Student‘s work is written in their own words  

19 Student‘s work is displayed in class  

20 Interview and Role playing  
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The Global-Local Debate: Implications for Education Policy Implementation in Indonesia 

 

       Educational theorists and practitioners have maintained an ongoing debate over the effects 

of globalization on education, and the benefits and drawbacks of global influences displacing 

local ways of teaching, learning and understanding. In August 2007 I was discussing the 

phenomena of globalization and education with the Indonesian Attaché to the U.S., Pak Mark. 

He phrased it, for the social, economic and educational contexts of Indonesia, as a debate about 

―Globalization versus Localization,‖ described as ―Glocalization‖ by social anthropologists and 

globalization theorists (Friedman, 2005). We agreed however, that it‘s not a simplistic, static 

―and-or‖ duality; but rather both phenomena influence societies, educational systems, schools 

and individuals around the world in different ways. This section defines globalization‘s 

relevance for this study, and explicates the global-local debate and how it applies to the 

decentralization policy reforms discussed in this chapter. 

       What is globalization? There are different, often overlapping dimensions to the concept. 

Economic globalization began centuries ago, prior to the age of mercantilism, and expanding 

through the ages of exploration, colonialism, industrialization, imperialism, and continuing in the 

technological age. Economic globalization ―constitutes the integration of national economics into 

the international economy through trade, direct foreign investment (by corporations and 

multinationals,) short-term capital flows, international flows of workers and humanity generally, 

and flows of technology…‖ (Bhagwati, 2004). Communications and transportation also facilitate 

economic globalization, and these all interconnect with the concept of cultural globalization. 

Cultural globalization involves processes and networks of cultural interconnectivity between 

groups and individuals that are also influenced by commerce and communications, such as with 

cinema, music, television, fashion, language and foods.   

       Many leading economists and globalization theorists contend that globalization can be 

managed appropriately with positive results for societies (Bhagwati, 2004, Friedman, 2005). 

Bhagwati concludes: ―When properly governed, economically, globalization can be an 

inexorable and powerful force for improving the lives of millions (2004, pgs. 3-13). Anti-

globalization opposition usually take a Marxist position against economic globalization, as with 

the Global Justice Movement, however some social anthropologists oppose aspects of cultural 

globalization that impinge upon or potentially eradicate local cultures (Anderson-Levitt, 
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Kathryn, 2003; Hannum & Buchmann, 2003; Monk & Stromquist, 2003). While there is a great 

deal more that can be discussed about globalization, this idea of the effects of cultural 

globalization as it impacts the lives of lecturers, teachers and students in the understanding and 

implementation of education policy has relevance to this study. 

       Globalization, through the availability of technology and access to information, has allowed 

educational leaders to adopt and adapt strategies, methods, and even curricula from around the 

world. There is a degree of convergence of ideology and methods influenced by ―international 

norms and models rather than local economic and sociocultural circumstances‖ (from statement 

above,) however; reform movements of the Indonesian government, such as the current 

decentralization movement which have been encouraged through globalization and 

democratization, also promote the localization of educational methods and curricula for 

communities and schools. Legislation from the Indonesian Ministry of National Education 

(MONE) specifically prescribes certain proportions of curriculum and instructional method be 

developed from and at local levels (Bjork, 2003). Furthermore, the structural and procedural 

techniques borrowed and lent are frequently, almost inevitably, adapted and altered within the 

existing context of a country‘s educational system. This is my initial impression, and the purpose 

of the essay is to scrutinize the phenomenon of convergence of educational systems in a 

globalizing world through theoretical lenses. 

       First, I will explain the positions of world-systems theorists and anthropological or ―world 

culture‖ (a.k.a., neo-institutionalist; Anderson-Levitt, 2000) theorists by giving a brief synopsis 

of each, noting similarities and differences related to the degree to which educational systems, 

strategies and reform internationally are converging. World institution theory will be included 

following the world systems section. The first major question I pose: Is the relationship between 

these two theories fundamentally oppositional, as with, for example, democratic and totalitarian 

systems of government; or do they share similar assumptions and premises? Are they 

complementary; or is one an extension of the other? While acknowledging the plethora of closely 

related theoretical approaches that must be excluded here for clarity and coherence, I do not 

intend to convey a gross over-simplification of the topic. Virtually all theories recognize that 

education systems are converging isomorphically toward common structures and methods, and in 

some cases, curricula. Participation in the world economy and culture, combined with 
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educational research (finding what works best and why) and schooling practices have influenced 

this coming together in educational theory and practice. 

       Understanding the debate between the positions of world systems theorists (in terms of 

economic implications of globalization) and world culture theorists (in terms of cultural 

implications of globalization) helps us to consider the implications of these theories for the 

evolution and development of education in Indonesia as well as the extent to which the spread of 

education within Indonesia is influenced by international norms and models rather than local 

economic and sociocultural circumstances. The broad economic implications of world systems 

theorists are not directly relevant to this case study; however, views toward the preservation of 

local culture in contention, or harmony, with globalization, are relevant to this study. 

       The expansion, development, and improvement of an educational system within a nation is 

reciprocally related at uniquely national, regional, and community levels, all affected by 

consistently identifiable extraneous factors which apply for the specific case around the world. 

The unique contexts of a nation‘s history, including colonialism, external and internal warfare, 

conflict and crime, political instability, economic development and situation in the world trade 

system (including imports and exports) natural disasters, disease, religion, culture and so forth… 

all affect the character and realities within that nation. They all impact upon the expansion and 

improvement of an education system nationally; and consequently are in turn affected, for better 

or worse, by the education system. Additionally, national education systems are impacted by 

international forces, such as government foreign policy and politics with other governments, 

educational borrowing and lending between universities, international aid agencies including the 

U.N. and UNICEF, NGO‘s, and actual monetary borrowing as from the World Bank and IMF. 

       It‘s an ultimately elusive and unknowable reciprocal process; we can only hope to gain and 

maintain the most lucid and accurate understandings for any given time and place. All societies 

have some form of education if not formal systems; however, and according to world systems, 

world culture, and globalization theories, there can be no doubt all economic systems, schools, 

teachers and students are influenced by broader national and international circumstances, 

influences and pressures—for better or worse. What is the nature of cultural globalization 

influences on lecturers, teachers and students in Banten, Indonesia, are they beneficial, and do 

they impinge upon or detract from local culture in the schooling process?  

  



54 
 

World Systems Theory and Educational Expansion 

 

       World systems analysis is a complex theory in its inherent nature and in its evolutionary 

interpretations. Primarily developed by Immanuel Wallerstein, among others (Fernand Braudel), 

it merges historical and political science studies, but essentially extends the sociological and 

economic ideas of Marx, Weber, and Durkheim (Shannon, 1996). In an article published in 1974, 

at the same time his The Modern World-System: Part I, Wallerstein presents the first premises of 

his world-systems analysis approach (1974). He reasons thus: ―Leaving aside the now defunct 

mini-systems, the only kind of social system is a world-system, which we define quite simply as 

a unit with a single division of labor and multiple cultural systems. It follows logically that there 

can, however, be two varieties of such world-systems, one with a common political system and 

one without. We shall designate these respectively as world-empires and world economies‖ 

(Wallerstein, 2000, p. 75). Wallerstein then describes the emergence of the modern world-

economy and widespread market trade in sixteenth-century Europe, which we know as a 

capitalist world economy, (2000, p.76) the essential feature of which is ―production for sale in a 

market in which the object is to realize the maximum profit. In such a system production is 

constantly expanded as long as further production is profitable, and men5 constantly innovate 

new ways of producing things that will expand the profit margin‖ (2000, p. 83). He then adds 

that anthropologists and Marxists argued with classical economists that this needn‘t be the only 

mode of production, which may foreshadow the origins of the debate discussed in this paper. 

       From this extremely macro contention of a capitalist world economy Wallerstein develops 

the fundamental principles of world-systems analysis: The core—semi-periphery—periphery 

relationships. Core states are relatively stable and more economically and politically powerful. 

They are either militarily powerful or allied with military powers. Core states engage in capital-

intensive, highly-skilled labor production. Western Europe, the U.S., and Japan are examples. 

Periphery states are less-stable politically and economically, and engage primarily in lower-skill 

production; they have less capital to invest in the infrastructure, factories and technology 

necessary to increase their overall production. Semi-periphery states are along a continuum 

between; they may be relatively stable politically and have the capital, technology and skilled 

                                                 
5 Probably an unintentional use of ―men;‖ however the issue of gender is problematized by ―world culture‖ theorists 
later. 



55 
 

labor necessary to compete in the international market place. According to world-systems 

analysis nation-states may change their status through economic and political development; for 

example, in the past 30 years South Korea and Turkey have made great progress and moved 

within the semi-periphery toward more core-like characteristics.  

       An important concept is the role of semi-periphery as continuum— the semi-periphery 

mediates between core and periphery. The role of the semi-periphery becomes more political 

than economic, as it helps to maintain stability by preventing complete polarization. Wallerstein 

clarifies: ―The existence of the third category means precisely that the upper stratum is not faced 

with the unified opposition of all the others because the middle stratum is both exploited and 

exploiter‖ (2000, p. 91). It‘s interesting to note this is similar to the concept of exploitation in 

postcolonial theory. There are agents; middlemen who gain from the colonizers while being 

exploited, and in turn subjugate those beneath them in their own respective national and cultural 

social hierarchies. This also functions within societies as internal colonialism. The phenomenon 

of dominance occurs at both macro and micro levels. 

       Dependency theory differs from world-systems analysis in that it sees more of an 

unchanging dichotomy between core and periphery states, with no continuum of semi-periphery 

states. Historically, there is some credibility to this dependency perspective, as many of the 

poorest nations have become even poorer during the twentieth century, while many core nations 

have consistently amassed greater wealth. Figure 3 depicts the comparison: 
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6 

Figure. 3. Graphical representations of dependency and world systems theories. The core (C) is 
connected to peripheral regions (black dots) through the flow of goods. In the dependency 
model, the system is controlled (represented in gray) by the core. The variations of gray in the 
world systems model demonstrate how core control changes in the semi-periphery and periphery.                                                                              

       Thomas Clayton‘s attempt to reconnect world-system theory with comparative education 

(1998) brings a contemporary interpretation of the approach and its possibilities.  He states 

―Essentially, Wallerstein‘s conceptualization is orthodox Marxism projected to the global level. 

In both world-system theory and orthodox Marxism, one group (core zones or the capitalist 

class) is seen as controlling the means and extracting the surplus of production, while another 

group (periphery zones or the proletarian classes) is seen as participating in economic production 

it does not control and is exploited‖ (1998, p. 480). Furthermore, there can be core-like zones 

within the periphery and periphery-like areas with a core. 

       Clayton refers to Antonio  Gramsci‘s argument that proletarian classes are controlled by 

―ruling ideas‖ or ―dominant ideologies‖ of the capital class which they internalize, or 

―uncritically absorb‖ and lead them to believe that ―systemic inequities are normal and legitimate 

and that, therefore, their own poor station is right and proper‖ (1998, p.482). This is similar to 

Paulo Freire‘s concept of ―false consciousness‖ from which the oppressed need to be liberated in 

order to contest hegemony and exploitation by those with economic and political power. These 

dominant ideologies are conveyed through education systems. In developing countries, according 

to orthodox world-systems perspectives, ―international educational ―assistance‖ projects 

                                                 
6 Figures 1, 2 and 3 adapted from Jennings, Justin. (2005). ―Core, periphery, and regional realities in Middle 
Horizon Peru.‖ Lancaster, PA: Department of Anthropology, Franklin and Marshall College. 
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mounted by multinational corporations, corporate foundations, bilateral and multilateral aid 

agencies, and universities can be seen as hegemonic ventures dedicated to the engineering of 

consent in periphery nations to a variety of inequitable and exploitive international structures and 

relationships‖ (Arnove, 1980). Western ideals such as democratic representation of all citizens 

are often welcomed by the elite in developing countries as a means of placating western 

governments while at the same time maintaining their own power-status within their countries 

under the legitimating pretext of ―democratic‖ administrations. 

World Institution Theory     

       World institution theorists also argue that worldwide educational expansion has been 

influenced by western ideologies; however that as a social movement is beyond only the 

economic and political realities of nation-states (Meyer & Hannan, 1979, Boli et al, 1985; cited 

in Buchmann & Hannan, 2001). These ―macro forces shaping educational stratification‖ exert 

pressure on Third World states‘ to expand education in the form of global political culture 

related to modern (core) ideals of individual and national development (Inkeles & Sirowy, 1983, 

Meyer & et al 1992; cited in Buchmann & Hannan, 2001). Buchmann and Hannan continue: 

―The result is the convergence of educational systems throughout the world, in terms of both 

school organization (Ramirez & Boli, 1987) and curricular content (Benavot et al, 1991).‖           

       Shannon concludes that world-system analysis is an invaluable theoretical approach for 

understanding modern, large-scale social change and the implications for education systems by 

providing a theoretical framework for investigation. His fourth area of interrogation, seeking 

answers as to why most countries in the periphery have failed to achieve wide-spread sustained 

economic development, is a relavent to the debate of educational convergence and the postivive 

and negative effects education can have for   improving lives in developing countries (1996, p. 

212). His conclusion is that world culture theorists can recommend new directions in world-

systems analysis, including gender issues, racism, cultural analysis (Shannon, 1996, pp. 187-

204). 
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World Culture Theory
7
 and Educational Expansion 

 

       World culture theory views the elements of modern society, including industry, 

communications, institutions such as education, the media, etc…as commonly understood and 

―owned‖ by regions and states around the world. However, values and beliefs vary due to culture 

and religion, and even though there is convergence toward universal political, economic and 

social structures, societies naturally maintain their own distinctive cultural qualities within the 

global arena.  Roland Robertson (1992) directly confronts Wallerstein with a culturally-infused 

approach to social theory and globalization, emphasizing the relative autonomy of culture 

lacking in world-systems analysis. First, he calls for a multidimensional theory that ranges across 

levels of analysis, considering a myriad of social entities traditionally explored in sociology and 

anthropology. Next, he states: ―It is equally important to avoid reductionism in dealing with the 

analytical dimensions of the process of globalization. Thus far, the emergence of what some call 

the modern world-system has been discussed in either political or economic terms. I want to go 

beyond relatively simple models of a ―world polity‖ or a ―world economy‖ by pointing to the 

independent dynamics of global culture and to the problematic status of the ―culture factor‖ in 

much of current world-systems theory (citing Wallerstein, 1990). Robertson argues that 

―Cultural pluralism is itself a constituitive feature of the contemporary global circumstance and 

that conceptions of the world-system, including symbolic responses to and interpretations of 

globalization are themselves important factors in determining the trajectories of that very 

process‖ (1992, p. 61). With this view, he is positing that greater communications, information 

technology, proliferation of entertainment and transportation, which all facilitate cultural 

pluralism, the views, interests and choices of all people are reflected in and contribute to the 

―trajectories‖ of the global-local dialectic. Robertson proposes an approach to understanding 

globalization and convergence that stresses responses to and interpretations of global influences 

are culturally bound. Individuals and groups have agency and their own ways of thinking and 

living, which they assert while incorporating external ways of thinking and living into their 

worlds. This position is not so much in opposition to, as it is a complication of, world-systems 

analysis. Similar critiques considering gender, ethnicity, religion and cultural issues are 

                                                 
7 I include related anthropological, sociological, and globalization theories under the term ―world culture.‖   
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promoted from anthropological perspectives (Anderson-Levitt, Kathryn, 2003; Hannum & 

Buchmann, 2003; Monk & Stromquist, 2003). 

     A final point relevant to the critical thrust of world culture theory and the concepts of agency 

and resistance was observed by Paul Willis, who in his well-known Learning to Labor describes 

a concept of ―penetration,‖ in which subordinate actors such as officials, teachers and students 

recognize the hegemonic nature and intent of educational programs, and actively resist in various 

forms, including false compliance to gain needed knowledge and credentials, peaceful protests 

and violent defiance. In the case of his study, the Hammertown lads simply rebelled against the 

schooling system and ended up in the working class jobs they were schooled to be in. Penetration 

can be a key to local resistance to social and economic inequities and impetus of change at the 

individual, group and community levels.  

 

World-Systems Theory, World Culture Theory & Convergence of Educational Systems 

 

     To recall my first two questions in this section, the descriptions of these theories seems to 

show that they do share similar assumptions and premises, and that world culture theories seek to 

extend and sophisticate world-systems analysis. World-systems theory comes under scrutiny, 

like structural functionalism which it had intended to supercede, by critics regarding it as too 

rigid and static. While Wallerstein always maintained the dynamic of nation-states growing 

stronger and weaker, and the likelihood of moving in orbit nearer and further from the core; 

contending theorists, particularly those I‘ve (possibly inappropriately) included as ―world 

culturalists,‖ argue, as Robertson above, that individuals, in the interactions with others and as 

groups, have a greater deal of agency than world systems accounts for. Examining the role of the 

individual in the system elicits the issue of agency of the individual, and the ability for many 

like-minded individuals to organize and exercise their rights. This is evidenced in the ubiquitous 

protests against the G8, the IMF and World Bank conferences, and organizations such as 

Amnesty International and Doctors without Borders, to name a few. Sadly, this expression of 

agency is also made manifest in the anti-globalization Global Justice Movement, and extreme 

cases militancy and terrorist movements, such as politically-based attacks, for example the 

Oklahoma City bombing in the U.S., and religious-based movements, such as Al Qaeda, the Abu 

Sayeff in the Philippines, or the Jemaah Islamiyah in Indonesia. On a national level, Marxist 
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states still continue to resist the capitalist world-system, such as Cuba under Castro, Venezuela 

under Chavez, and North Korea under Kim Jong-il. Religious states such as Iran also persistently 

assert their national vision within, but not wholly consistent with, the world-system framework. 

Tensions can arise from opposition to the political and economic world system; the current 

sanctions being imposed against Iran are an example of Wallerstein‘s principle that core nations 

use military superiority to hegemonically influence the economic realm in their favor.  

     Figure 2 shows deficiencies in the core—periphery model that are critiqued by scholars such 

as Robertson and Anderson-Levitt. The complexities of relations between periphery and semi-

periphery and the agency of individuals and organized groups require deeper investigation and 

better understanding, which the world culture theorists advocate and are committed to realizing. 

 

Figure. 4. Deficiencies of the radial core–periphery model. 8Figure 4 shows a conception where 
elites in the core actually are dependent upon the semi-periphery and periphery for labor and 
extraction of resources to maintain their core status. It shows the potential dynamics for unique 
state, regional, and international relationships, and shows a micro-focus on the unique periphery-
state and intrastate, regional and community level dynamics.  

 

Globalization and Educational Expansion in Indonesia—Implications for Educators? 

 

    Understanding theory is vital from the front-end of policy formulation; however, to support 

and justify choices and decisions upon an ethical philosophical foundation. The theories 

discussed here are important because they help us to interrogate the underlying purposes and 

ulterior motives of policy makers at a national level and external influences at an international 

                                                 
8 Figures 1, 2 and 3 adapted from Jennings, Justin. (2005). ―Core, periphery, and regional realities in Middle 
Horizon Peru.‖ Lancaster, PA: Department of Anthropology, Franklin and Marshall College. 
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level. The theses of these theoretical approaches are readily observable in the evolution and 

current characteristics of education in Indonesia.  

     The complex issue of the effects of education on individuals, groups and societies has 

received increasing investigation in recent years, and yet it is still generally conceded that it is 

easier to evaluate measure and forecast the effects on individuals more readily and accurately 

than at the macro level (Ramirez & Meyer, 1980, p. 386). Ramirez and Meyers recommend 

examination of individual effects in terms of cognitive, values, status attainment, and political 

authority; at the group level, the effects on traditional elites, inequality, and status of women; and 

at the societal level economic and political effects (1980, pp. 389-392). 

     Globalization, through the availability of technology and access to information, has allowed 

educational leaders to adopt and adapt strategies, methods, and even curricula from around the 

world. There is a degree of convergence of ideology and methods influenced by international 

norms and models rather than local economic and sociocultural circumstances. Indonesia has 

been undergoing a dramatic shift in government ideology, beginning with the end of the Suharto 

administration in 1998 and continuing through two elected presidents currently. During this time 

a movement toward decentralization of education has been implemented, with mixed results 

(Bjork, 2003). The current movement which has been encouraged through globalization and 

democratization has sought to promote the localization of educational methods and curricula for 

communities and schools. As mentioned in the introduction, legislation from the Indonesian 

Ministry of National Education (MONE) specifically prescribes certain proportions of 

curriculum and instructional method be developed from and at local levels (Bjork, 2003). 

Furthermore, the structural and procedural techniques borrowed and lent are frequently, almost 

inevitably, adapted and altered within the existing context of a country‘s educational system. 

Another encouraging natural experiment study supporting this trust in education to improve 

individual learning and societal improvement involved the impact of school construction and 

earnings in Indonesia, which ―estimated wage increases of 1.5 to 2.7 percent for each additional 

school built per 1,000 children‖ (Hannum and Buchmann citing Duflo, 2003, p. 8). 

     Globalization is no doubt impacting educational systems around the world with much 

reciprocal borrowing of methods, strategies, and reforms. However, at the same time, the 

interconnectedness of minority communities with the larger world system, and thus with 

minority groups in similar situations in other countries around the world, has an empowering 
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effect which promotes democracy, decentralization, and a localization of best methods and 

curriculum at the school and classroom level. The discussion of the sociological theories in this 

section reinforces the rationale for this study: to investigate the perceptions and realities of 

agency in the lives of lecturers, teachers and students in implementing decentralization of 

education policies. 

     The practical realities facing the expansion and improvement of education in Indonesia 

should be examined in a cross-disciplinary way as well, by examining the benefits and costs 

(economic and beyond) and linking these with intervening global influences in an attempt to 

contemplate the best possible directions for moving forward. A practical framework based upon 

―The Consequences of Global Educational Expansion: Social Science Perspectives‖ (Hannum & 

Buchmann, 2003) is a logical approach to better understanding the realities of the benefits and 

detriments of educational convergence in Indonesia. This, of course, is well beyond the scope 

and intent of this case study.  World culturalists and anthropological theorists would likely 

recommend a more localized exploration and representation of interactions for better 

understanding the complexities of agency and local responses to state and provincial policies.  

 

Figure. 5. Graphical representations of recent conceptualizations of early state interaction 
systems. (A) Represents a prestige goods economy where peripheral elites become dependent on 
core goods, (B) is an interaction model that stresses variability in the ways that peripheral areas 
are integrated into the state, and (C) represents a focus on peripheral agency and the local effects 
of state expansion. 

 

       In ―Globalization Viewed from the Periphery: The Dynamics of Teacher Identity in the 

Republic of Benin‖ (2002) Michel Welmond examined the impact of globalization and the 

global-local dialectic at the ground level of individual teacher identity, and found conflict 

between global, state and local influences and expectations. He contrasted the ―Edlib Paradigm‖ 
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with teachers‘ identities and attitudes toward teaching, established in uniquely local contexts and 

influenced by expectations from the state level. The ―Edlib Paradigm‖ refers to (global) 

neoliberal economic approaches and policies, popular since the 1980‘s and 1990‘s, that are 

finance driven, characteristic of the Education for All initiative and international development 

agencies such as the World Bank and the USAID, and concerned primarily with maximizing cost 

efficiency while maximizing educational outcomes. Welmond summarized: ―The edlib paradigm 

has invented a particular kind of teacher identity, which is constructed on the findings of school-

effectiveness literature‖ (2002, pg.46).   

       The big problem is: The edlib approach was simply not consistent with, and in many ways, 

contradicted, the contexts of the Beninese teachers‘ historical, political, social, and cultural 

experiences (2002, pg. 59). One very relevant example from Welmond‘s study for this study is 

the states‘s attempting to promote the adoption of active learning methods to improve learning 

and achievement while simultaneously maintaining, or redistributing, teacher compensation. The 

results, at the time of Welmond‘s study, were not positive. The pressures and conflicts between 

the global ―edlib‖ influences, the state policies, and the local identities of these Beninese teachers 

did not equate to enthusiastic, dynamic teaching and learning. The civil servant teachers were 

lacking respect and renumeration, and the state viewed them as little more than ―budgetivores‖ 

(2002, pg. 37) underscoring the unsupportive, even adversarial relationship between the state and 

the teaching corps. The education scenario was further complicated by a need ―to increase the 

present number of school places by more than 50 percent to accommodate all the children in the 

country today‖ (2002, pg.63). This was followed by one of Welmond‘s conclusions: 

 

―This places certain policy makers within the Benin education system and within foreign 

assistance agencies in a difficult position. The underlying priorities and logic of the state 

contrast starkly with those of individuals who are primarily interested in increasing the 

―competitiveness‖ of education systems. This reality, rather than the vested interests of 

teachers, is perhaps the most formidable obstacle to changing teacher policy in Benin‖ 

(2002, pg. 64).  

 

       For this study there are remarkable similarities. The global aspects of edlib perspectives and 

recommendations are represented in Indonesia‘s decentralization of education policies. How will 
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this mesh with, or contradict, the Banten lecturers‘ and teachers‘ historical, political, social, and 

cultural experiences? How much time, training and additional compensation (if any) will be 

required for the PAKEM active learning methods element of decentralization to be integrated, 

and how is it progressing? Are there similar conflicts between the global ―edlib‖ influences, the 

state policies, and local attitudes and practices for these lecturers and teachers in Banten? These 

are the questions this research poses. 

 

Conclusion 

 

       Movements toward decentralization in various sectors of governments, particularly 

education systems, during different periods of national development, have been a popular trend 

worldwide, with dramatic legislation-led progress made during the 1990‘s and into the new 

millennium. The apparent and obfuscated motives, political dynamics, and benefits or drawbacks 

of decentralization are contextually complex and require direct scrutiny beyond official statistics, 

document analysis and literature review; however these can provide the foundations for future 

quantitative and qualitative research.  

       Decentralization in the Indonesian system can potentially have very positive effects. If the 

process truly involves the delegation of authority for spending, administration, and decision 

making to the states, a dubious issue in itself, then state-level initiatives can be made to improve 

the quality education at a local level. While Indonesia has made dramatic legislative-led 

decentralizing reforms to improve the overall state of education, the effects of these reforms 

must be questioned and critiqued at the provincial, district, and school levels to better understand 

if delegation of decision-making and spending are genuine, and to find if efficiency and quality 

of instruction and outcomes improve or worsen.  

       Arguably, it‘s more economically efficient to make different decisions and policies at a 

centralized level, for example, with the state, region or province contracting for textbooks, 

whether state and/or privately produced. In any given country arguments for standardization of 

curriculum and testing at a national level will always contend with calls for decentralization 

reforms, in the cause of national unity and solidarity for both economic and cultural reasons. The 

final conclusion to be drawn on educational decentralization, or territorial devolution, in 

Indonesia, is that while some see local autonomy in education as more efficient and responsive to 
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local schooling needs, more democratic for school communities, and more encouraging of 

entrepreneurialism and cooperation between locales, opponents maintain that decentralization 

and greater local autonomy can foster local elitism and incompetence, lack of accountability, 

redundancy, financial waste and even corruption; and local diversity can lead to competition, 

antagonism, and confusion about educational outcomes. To further complicate decentralization 

theory discussed in this chapter, to what extent are global, state and local influences impacting 

teacher training and the implementation of policy reforms, and are global influences displacing 

or impinging upon state and local perspectives, ways and actions, or complementing and 

facilitating the interpretation and implementation of decentralization of education policies such 

as the CBC-KTSP curriculum standards, the PAKEM active learning methods, and the LCC 

Local Content Curriculum?  
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CHAPTER THREE 

 

RESEARCH METHODOLOGY AND DESIGN  

 

Introduction & Research Questions 

 

       The purpose of this study is to investigate the phenomena of teacher training in response to 

decentralization policy in Indonesia, from a three-dimensional perspective 1) to ethnographically 

study the case of lower-secondary school English and LCC teacher preparation at University of 

Banten, 2) to gain practical understanding of implementation of CBC and LCC policy, and 3) to 

extend understanding of implementation of decentralization as an educational policy. The central 

goal is to better understand how professors and student-teachers interpret current policies for the 

subject areas of Local Content Curriculum and English at the elementary and secondary school 

levels.  

       The purpose of this chapter is to explain and affirm the raison d'être of the choices of each 

component of the methodology for this study. The primary research questions from chapter one: 

 

 How do professors/lecturers and student-teachers in one province negotiate the 

competing tensions of state, global and local influences in the context of 

decentralization of education reforms? 

  Are new teachers being trained to adapt to teach the new standards of the CBC/KTSP 

policies, through Active Learning (PAKEM) methods, for English and LCC in the 

context of global and local pressures?  

 What are the deeper social and cultural contexts and factors, of global and local 

sources, which contribute to and influence teacher preparation, and which may serve 

to impede or facilitate the training of English teachers and the implementation of 

English as a foreign language and LCC instruction in schools? 

 

       Due to the specificity of practices and the complex cultural influences on them, and the 

depth of experience these questions seek to explore, an ethnographic case study with a 

concentrated unit of analysis— a single teacher education program— is warranted. The study is 
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qualitative and naturalistic; that is, occurring in an actual, real-life setting over a sustained, 

prolonged period of time, a school year. A singular characteristic of any qualitative, ethnographic 

case study is that it is essentially inductive and iterative. This design itself follows that 

procedural modus operandi. The researcher attempted to constantly and reflexively meta-

evaluate the study as it progressed, and made adjustments as needed in diverse areas such as 

theoretical decisions, emphasis of themes and patterns, time frames, interview structures, and 

samples. The data collected is descriptive, and concerned with processes and meanings for the 

participants (Bogden & Biklen, 1998). 

       This chapter first presents two major sections: a framework for ethnographic case study and 

a research design. The theoretical framework consists of discussion of the ethnographic and case 

study research paradigms. The research design section consists of an explanation of the 

availability of the site and participants, including the issue of access, as well as reference to the 

interview guide questions and pilot instruments. Next in the research design section are the 

methods of data collection, interviews and fieldwork, document analysis, and journal, followed 

by methods of data analysis, including generating categories, themes and patterns, and 

organizing and coding data. Finally, the chapter addresses issues of credibility and further 

limitations, reliability and generalizability, reporting of results, and summary. 

       The following methods seek to interconnect purposefully and coherently with the concepts 

and themes from the literature review background in chapter two in order to most adequately 

discover and articulate answers to the research questions. The theoretical framework is informed 

by the literature review, and the proposed methods for investigating the phenomenon; i.e., the 

above posed problems of teacher training, follow from the nature of the questions posed and 

similar extant research designs. Thus, the selection of ethnographic and case study paradigms 

supports the rationale for the structure of the research design and methods for this specific 

context at University of Banten.  
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Practical Assumptions of the Study 

 

     These specific assumptions follow from my inquiry thus far: 

     1. That UB, and similar universities‘ programs, address issues of Indonesian educational 

policy, the CBC, and English and LCC instruction, including a.) pedagogy and methods, b.) 

curriculum and learning materials, and c.) administrative and professional conduct. 

     2. The assumption that development of LCC at the school level would be consistent from one 

school, or district, to the next, or that some system or model for developing LCC exists. 

     3.  That there is a structural model or protocol that the LCC committees follow in developing 

LCC, regarding what Local Content Curriculum should consist of. Is it comprised of regionally 

relevant subject areas such as tourism in Bali, agriculture in rural areas, or marine biology on the 

coast? Are local history, culture, and languages included? If ―yes,‖ are other subjects such as 

computer literacy or English also incorporated? 

 

Theoretical Framework: Ethnography and Case Study Research Paradigms 

 

Ethnography 

 

       The root meanings within the word ―ethnography‖ denote writing about groups of people, 

similarly to ―anthropology‖ denoting knowledge and understanding of humankind. In addition to 

these semantic configurations, the two words grow from related branches of naturalism in the 

social sciences. The ―father of American anthropology‖ Franz Boas contended that to 

comprehend how others understand the world we must begin with natural settings, seeking to 

understand how people experiencing their lives perceive them, and we must be engaged and 

sustained over time. These anthropological precepts are associated with ethnography and the 

study of culture, as well as sociocultural studies. Ethnography describes and interprets a cultural 

or social group, more specifically, ―Ethnographic designs are qualitative research procedures for 

describing, analyzing, and interpreting a culture-sharing groups shared patterns of behavior, 

beliefs, and language that develop over time (Creswell, 1998).  

       In presenting the inaugural issue of the journal ―Ethnography and Education‖ (2006) 

Troman states: ―Educational contexts are, in all societies, sites for social and cultural 
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reproduction of structures and relations and key sites of mediation, contestation and resistance. 

Ethnography has become one of the major methods of researching these educational settings. Its 

main strength is its emphasis on understanding the perceptions and cultures of the people and 

organizations studied. The ethnographic researcher is able to gradually enter the world of those 

being studied and gain an understanding of their lives through prolonged involvement‖ (2006, p. 

1-2). This captures the ethnographic essence of the focus of this study: social and cultural 

reproduction of structures and relations and response to policy changes.  

       Troman (2006, p. 1-2) goes on to state that key elements of ethnographic research applied to 

the study of education contexts are: 

 The focus on the study of cultural formation and maintenance 

 The use of multiple methods and thus the generation of rich and diverse forms of data; 

 The direct involvement and long-term engagement of the researcher(s); 

 The recognition that the researcher is the main research instrument; 

 The high status given to the accounts of participant‘s perspectives and understanding; 

 The engagement in a spiral of data collection, hypothesis building and theory testing—

leading to further data collection; and 

 The focus on a particular case in depth, but providing the basis for theoretical 

generalization. 

     Furthermore, four primary purposes of ethnographic studies are to: 

 Interrogate and develop theories of educational structures, policy and experience, 

 Explicate and challenge the effects of educational policies and implementation, 

 Provide accounts of how the everyday, and sometimes mundane practices, of those 

engaged in educational processes, are implicated in social reproduction, and  

 Highlight the agency of educational subjects. 

 

       These characteristics and purposes of ethnography asserted by Troman are selected from the 

wide range of literature on the subject, yet echo the ideas of leading qualitative scholars such as 

Denzin & Lincoln (2000) Bogdin & Biklin (1992), and Meriam (1988 ). Rossman & Rallis 

(2003) emphasize the locus of interest, or unit of analysis, whether individuals or groups, as 

critical for positioning the ethnographic study within a culture of shared perceptions, meanings, 

signs, symbols, words and actions. They recommend asking the following questions: 1) What 
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social actions take place in this particular setting? 2) What do these actions mean to the actors 

involved at the moment the action took place? 3) How are the actions organized in social 

patterns? 4) What rules apply? 5) How do these patterns relate to patterns in other dimensions of 

the setting and in other settings? Simultaneously, the emic view, or subject‘s view of his or her 

life and world, should be sought after, and balanced with the etic, or researcher‘s worldview. The 

ethnographic researcher does not want to ―go native‖ and attempt to assume a pseudo-identical 

identity as the culture being studied, but must be accepted into the group as well as possible in 

order to learn about the group. Ethnography and case study are commonly associated with each 

other, primarily because they share many of the same characteristics and purposes. These, and 

differences between the two, will be discussed next. 

       This study is traditionally qualitative and interpretivist, meaning that knowledge, 

communication, and behavior patterns are recognized as cultural constructs and as such are 

largely subjective. This precept guides the researcher‘s engagement with the participants. The 

researcher try to avoid favoring or disfavoring any particular viewpoints, attitudes or beliefs. 

This project views society and the University of Banten community, generally, as orderly, as 

opposed to presuming critical or postmodern perspectives, which could critique society as 

inherently conflictual and oppressive. The study therefore attempts to pursue the positions of 

participants within the research project without bias (Rossman & Rallis, 2003). In conjunction 

with this, reflexivity and examining the complex interplay of the researcher‘s own personal 

knowledge and experience, power and status in relation to participants will be systematically 

explored and documented. The unit of analysis for this study is the English and Teacher-training 

programs at UB, which is composed of students, professors, and the university surrounding 

them. 

 

Case Study 

 

       A case study develops an in-depth analysis of a single, bounded system or multiple systems 

(e.g. an activity, event, process, or individuals) based upon extensive data collection (Creswell, 

1998; Stake, 1995; Yin, 1989, Merriam, 1988). ―Bounded‖ means that the case is separated out 

for research in terms of time, place, or some physical boundaries. A classic, ―technical‖ 

definition by Yin (1989) states:  
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―A case study is an empirical inquiry that: 

 Investigates a contemporary phenomenon within its real-life context; when 

 The boundaries between phenomenon and contexts are not clearly evident; and in which 

 Multiple sources of evidence are used.‖ 

       This definition contains the rationale for my choice for the methodology of this study. The 

researcher has very little control over ―real life‖ events of the problem statement and research 

questions (Yin, 1989, p.13). He could not and should not attempt to impact the academic life at 

the University of Banten in any way (especially adversely), as would be the case with an action 

research approach. As described, the methods are participatory for all stakeholders; and 

interviews and observation/field notes are characteristically participant-observer. The researcher 

endeavors to integrate into the programs of study at the university as an instructional assistant, 

guest lecturer, tutor and observer.  

       Additionally, the ―how‖ and ―why‖ nature of the research questions determine the choice of 

case study because ―the boundaries between phenomenon and contexts are not clearly evident,‖ 

and an inductive approach, free of the constraints of identifying pre-determined, measurable 

variables, is far more feasible for answering the complex questions posed here. This study 

utilizes a systematic ―process of data collection and analysis from multiple sources‖ (Yin, 1989, 

p23) including individual and focus-group interviews, classroom and campus observations, 

document and artifact analysis, and my personal integrative memos, to give structure and rigor to 

the collection and analysis process. The design of this process is explicated in the next section. 

       According to Stake (1995, p. 2), the case is a specific, complex, functioning thing; a 

bounded system, and an integrated, purposive system. Stake asserts (1995), intrinsic case study 

involves a case which we have an intrinsic interest in studying. We are intrinsically interested in 

a particular case because we want to know more about it, not because by studying it we learn 

more about other cases or a general problem (Stake, 1995, p. 3). Instrumental case studies can be 

used to learn about a particular problem, or phenomena, by choosing a ―typical‖ or representative 

case and transferring understandings to other similar cases. This is known as collective case 

study. This research contains elements of both intrinsic and instrumental case study, as a purpose 

is to examine and analyze the UB teacher training program and a second purpose is to gain 
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understanding of how such programs adapt at an institutional level to changes in national 

education policy.  

       Stake recommends defining a bounded system with a unit of analysis, with an 

acknowledgment that due to the nature of some questions we ask, it becomes impossible to 

determine boundaries between phenomenon and context. The UB English and Education 

programs are the geographically bounded object of this study. It is important to note that case 

studies are not necessarily qualitative, or ethnographic, and their utilization extends across 

disciplines like medicine and business, for example. An individual may be a case study involving 

complex, mixed methods of data collection. While Stake describes case study as an object of 

study (1995), the concept can also be construed as a methodical, procedural strategy. In 

summary, an ethnographic case study is a case analysis of a person, event, activity, or process set 

within a cultural perspective (Creswell, 1998). 

 

Research Design 

 

Access of Site and Participants 

 

       The present Faculty of Teacher Training and Education of the University of Banten 

originated in 1982, when a School of Teachers Training and Education was established with two 

study programs, the Non-formal Education and the Educational Administration Study 

Departments. A School of Law was also established at that time, followed by a School of 

Engineering in 1983. In 1984, the three schools were joined together to form the Unviersity of 

Banten (Faturohman, 2007).  

 

Presently, the FKIP or School of Teacher Training has six programs of study, including: 

 Non-formal Education Department 

 Indonesian Language Education and Letters Department 

 English Education Department 

 Math Education Department  

 Biology Education Department 

 Kindergarten‘s Teachers Education Program 
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       Two of these have achieved official recognition or have been accredited by BAN-PT 

(accreditation agency) and most are undergraduate degree and diploma programs. The university 

also has Bahasa Indonesia and English language labs, a Math and Computer lab, Biology lab, 

Micro-Teaching assistance, a Library, and a Lab School. The School of Teacher Training has a 

program for Annual Curriculum Adaptation for each department, and works with the National 

Seminar for Curriculum of Education Units (KTSP; see glossary). These two programs are of 

particular relevance to this study. 

       Additionally, there is a National Tutor Training program for the Open University of 

Indonesia, or Universitas Terbuka, and a Certification Program for Non-civil Officer Teachers, 

especially those qualified but with non-educational backgrounds. There is also a Certification 

Program for the Quality Assurance Unit of Education in mutual cooperation with the teacher‘s 

association (LPMP) of Banten, through which teachers cooperate in professional development. 

There is also mutual cooperation with the Religion Department of the Indonesian Republic 

which assists in the improvement of teaching English and the Indonesia language. Finally, there 

is a Classroom Action Research Training and Supervising for Teachers in Banten Province, and 

Public Services department of the University of Banten and the General Directorate of Quality 

Improvement of Educational Staff at the MONE. 

       The Faculty of Teacher Training and Education  at UB has also been working together, with 

faculty from other universities, on the USAID DBE2 Basic Education project, specifically 

―Decentralized, Democratized Education,‖ especially with ―Local Adaptation of Curriculum 

(Planning, Implementing and Assessing,‖ working with training, educating and assisting teachers 

and educational staff. More specifically, lecturers in the UB FKIP department have also worked 

on the ―Sustainabiity of Training and Assistance of Classroom Action Research for Teacher 

Training in Banten Province,‖ assisting with annual training and assistance (Faturohman, 2007). 

       The UB FKIP Indonesian Language Education & Letters Department and English Education 

Department had, respectively 8 and 18 S1 level lecturers, 7 and 2 S2 level lecturers, and 0 and 1 

S3 level lecturers in 2006. Also, as of 2006, there were 1,539 Indonesian Language Education & 

Letters alumni and 112 English Education alumni, who could be sought out as participants in the 

study. I met two teachers in Serang senior high schools who were graduates of the UB program. 

The number of lecturers and students involved with the English program in 2008-2009 has 
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grown, and these figures are given in chapter four. This table shows the student enrolments for 

all education programs from 2003 to 2006: 

 
Table 2: Student Enrolment in the UB Teacher Training and Education Department  
(Faturohman, 2007). 
 

No. Department Academic Year 

2003/2004     2004/2005     2005/2006     2006/2007                Total 

1. Non-formal Education Dept. 38 40 58 90 226 

2. Indonesian Language Ed. & 

Letters Dept. 

96 77 67 81 321 

3. English Education Dept. 102 83 77 84 346 

4. Biology Education Dept. 80 82 71 75 308 

5. Math Education Dept. 73 78 68 76 195 

6. Kindergarten‘s Teacher Ed. - - 79 81 160 

Total Amount 389 360 420 487 1,654 

  

 

       This study at the University of Banten in Serang, Banten, Indonesia was conducted with the 

permission and authorization of the UB Rector. Additionally, it was hoped that the Head of the 

English Department, Head of the English Department Language Laboratory, and Professors, 

lecturers and students of the English and Education programs would participate collaboratively 

in this qualitative, ethnographic case study. The faculty and students were extremely receptive 

and welcoming, and this contributed to building of very collegial and rewarding relationships. 

Study of this complex phenomenon also required sustained, year-long immersion in the language 

and culture of the school community in order to conduct the longitudinal, ethnographic research 

and to yield data adequate to answer the research questions. 

       The primary instrument of data collection was the researcher, myself. The population and 

sample are defined as a case study following Stake (1995) and Yin (1989). Interview participants 

included education officials, university leaders, professors, lecturers, student-teachers, principals 

and teachers at University of Banten. In total, approximately 50 participants were involved over 
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the 2008-2009 school year, with the focus on nine UB lecturers and numerous students. The 

Interview Guide in Appendix 1 contains the Pilot Instruments and interview questions. 

 

Data Collection 

 

       Interview, observation, analysis of written documents and cultural artifacts and the use of 

visual methods are common methods of qualitative data collection (Denzin & Lincoln, 2000). 

This ethnographic study employed individual and focus group interview sessions assembled with  

professors, lecturers and prospective teachers in this university, as well as administrators, and 

regional officials involved in the teaching of language arts. Participants of varying ages and 

experience with the language arts curriculum were invited to act voluntarily as members of the 

purposive sample, nine lecturers and twenty-five student-teachers at UB, for a total of 34 

lecturers and student participants. Additionally, a visiting lecturer, Pak Tom, was actively 

involved, as well as Professor Sudarman, Ph.D., and Ibu Atin, both education instructors who 

conducted their classes in Indonesian. Senior high school teachers, district English supervisors 

and city and provincial officials were also interviewed. Arrangements for the conduct of the 

study were made before embarkation to Indonesia with the university administrators, professors, 

lecturers and prospective students/teacher participants. 

       Building trust, rapport and relationships with fellow educators and participants founded 

upon accord and affiliation contributed to the the viability of the study. Interviews conducted in 

English and partially in Bahasa Indonsia (with the help of a translator) which lasted from 40 to 

60 minutes each were utilized. The questions were thematic, open-ended, and sequenced with 

each participant responding in turn and listening to one another‘s responses in the focus groups. 

The researcher had taken four qualitative research courses at FSU, and studied Bahasa Indonesia 

over the course of the study. Language barriers posed a degree of limitations to our 

understandings, so affable relationships with the participating lecturers and students at the 

university was a critical aspect of the study. This study was participatory in nature, and credible 

rapport with professors and students, particularly those who contributed as primary translators, 

was vital. 

       The pilot English-Bahasa Indonesia questions were developed in Serang with fluent 

Indonesian speakers, and most of the interviews were conducted in English. With the primary or 
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principle instrument defined as the researcher, and population and sample defined as bounded 

ethnographic case study at UB, the study commenced after receiving IRB and Human Subjects 

Committee approval in the summer of 2008 and arrival in Banten on November 20, 2008.  

 

Interviews and field work 

 

       For this ethnographic study UB lecturers were interviewed individually, and focus group 

sessions were assembled utilizing interviews with university students and senior high school 

teachers.  Students were selected, invited, and volunteered to be members of the purposive (or 

purposeful) sample. The interviews were conducted primarily in English. The questions were 

standardized; thus everyone responded to the same questions, as well as thematic and open-

ended questions. They were sequenced with each participant responding in turn and listening to 

one another‘s responses. Two reasons for the purposive sample focus group approach were, first, 

the students felt more comfortable as a group (a participatory consideration to enhance the inter-

subjectivity of the focus group), and were able to share with each other similar characteristics,  

allowing for interaction between students‘ feelings, opinions, and understandings (Rossman & 

Rallis, 2003). All interviews were coded with a number chronologically, starting with ―1‖ for the 

first interview, and participants were identified with pseudonyms to assure confidentiality. 

       The individual and focus group interview sessions consisted of more than nine professors 

and lecturers and over 25 student-teachers at UB; who participated voluntarily as purposive 

sample.  The university assistants, district English supervisors and school officials were also 

interviewed, as well as teachers at four senior high schools. The interviews were conducted in 

English and partially Bahasa Indonesia (with help of a translator in some cases) and were from 

40 to 60 minutes each in duration. Language barriers posed minor limitations to understandings; 

thus relationships with professors and students are critical aspects of the study. Because the study 

was participatory; rapport with professors and students, particularly those who contributed as 

primary translators, was vital. 

       Observations were primarily as a participant-observer in classes and campus activities, but 

on some days were more non-participatory; there were degrees of both (Lincoln & Guba, 1985). 

However, the more a researcher participates the more complex becomes his or her role in the 

setting. Thus, the primary approach to field work was participant observation, and I sometimes 
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had to make notes in between engaging in the class work. Field notes were fundamentally 

descriptive, including portraits of subjects, the reconstruction of dialogue, description of the 

physical setting, accounts of particular events, depiction of activities, and reflexive accounts of 

the researcher‘s thoughts and behaviors (Bogden & Biklen, 2003). Reflective notes also were 

considered in analysis, to be conscientious of ethical dilemmas and conflicts, and points of 

clarification (Bogden & Biklen, 2003).  

       Peer reviewers, the well-educated participants and stakeholders themselves, were involved 

as partners in the study through the ongoing qualitative practice of member-checks to verify 

perspectives and accuracy of data collected. English and Bahasa Indonesia speaking participants 

were included in the course of this study, as it is recognized that many in this group are very 

literate and highly educated professionals in the new, western-most province of Banten, 

including lecturers, teachers and students. To counter critiques that the ethnographic case-study 

approach is too reliant on subjective data, the researcher sought to establish credibility of 

collection and interpretation of the data through triangulation and review panels in addition to 

member-checks. The researcher‘s perceptions, and biases, are acknowledged as subjective, at 

different levels in the selection of data collected, and in the analyses of the data. 

 

Document Analysis & Personal Journal 

 

       Document Analysis includes analysis of personal documents such as journals and 

correspondence, as well as official documents such as department policies, Powerpoint 

presentations, monographs, and magazine and newspaper articles. The researcher‘s personal 

journal, in the form of notes coordinated with a calendar, was a part of the data collection 

process, and included iterative ―observers comments,‖ or integrative memos (Emerson, Fretz & 

Shaw, 1995) about ideas that were generated from past observations and suggest themes that 

may have been of interest to participants. Notes and dates, times and locations of interviews and 

class visits and campus activities were typed and saved from the actual calendar and fieldnotes to 

be cross-checked during the analysis of the data. 
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Data Analysis 

 

Organizing and Coding Data 

 

       Ethnographic data analysis characteristically sifts and sorts through data to detect and 

interpret thematic categorizations, search for inconsistencies and contradictions, and generate 

conclusions (Thorne, 2000). During and after data collection, with the individual and focus group 

interviews with university lecturers and students, and senior high school teachers, the data was 

analyzed through a process of organizing and coding.  Interviews were transcribed, in detail, 

from the recorders to Word documents as soon as possible following the interviews. This 

maximized accuracy of the literal spoken words and interpretations of meanings. The responses 

to thematic and open-ended questions, together with data from field notes and observations were 

then examined to find recurring themes and patterns, and these were matched with themes from 

the literature review and theoretical framework. This type of ―line-by-line‖ and whole sentence 

or paragraph analysis is known as ―open coding‖ (Miles & Huberman, 1994). This may also 

include semantic analysis of words; for example, explicating a specific word‘s denotations and 

connotations, and culturally contextual meanings as with aphorisms, expressions, analogies, and 

metaphors. In situations when I was unsure of a participant‘s meaning, I would ask if they could 

further explain, and in pair and groups interviews, participants would discuss their views in 

English and in Indonesian. 

       Initial codes generated from the conceptual framework were combined with inductive 

analysis of the data to form categories. Next, pattern codes were developed to represent themes, 

causal explanations, relationships and theoretical constructs (Miles & Huberman, 1994). Units of 

data were assigned abbreviations or numbers for comparison and were then ―tested‖ against 

similar units of analysis to verify validity. The combination of ―open,‖ line-by-line coding, 

inductive synthesis of data, theme selection and description, and integrative, iterative self-memos 

guided the process of data organization and coding (Emerson, Fretz & Shaw, 1995).  

       The themes and patterns were assigned letter codes and the sources of data, for example 

interviews, had name and number codes, all of which were compiled in tables using thematic 

categories. Patterns were sought in the references and views expressed regarding the categories 

and themes that were articulated by participants as well as discovered without participants‘ 
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awareness in some cases. A key was created to explain interview notations, for example ―[  ]‖-- 

Background information; comments  ―…‖  -- Pause, and ―(…)‖ -- Material edited out. A short 

questionnaire with questions about background such as where the participant was born, where 

she or he lived, and schooling, was given to each of the students when asked to participate 

several days before the interview. This was to orient them to the types of questions that would be 

asked (―comfortability‖), and so the first series of recorded questions on background can be 

triangulated. General categories of questions that evolve during the process determined the 

themes or categories for coding. An example of this is:  General Background: Learning English 

& Becoming a Teacher (LTE-Yellow), Active Learning Methods, or PAKEM, (PAK-Green), 

Competency-based Curriculum (CBC-KTSP-Pink), Local Content Curriculum, Muaton Lokal, or 

Mulok (LCC-Blue). 

 

Generating Categories, Themes and Patterns 

 

       The interviews and fieldnotes were coded utilizing the categories that develop during data 

collection, as with the example mentioned above (LTE, PAK, CBC, LCC) and the progression 

flows naturally from the relationship between the themes, as with the example, from Learning 

English & Becoming a Teacher (LTE), to Active Learning Methods, or PAKEM, (PAK), to 

Competency-based Curriculum (CBC). The ethnographic themes are incorporated and developed 

from the literature review, for example, ―Status‖ under LTE and ―Knowledge of CBC‖ under 

CBC (from Watkins & Gerong, 1997). Figures provide visual display of the coded frequencies 

from transcriptions and observation that relate to the themes. These are helpful for recognizing 

patterns and interpreting the data. After, and while, following the process of reflective memo-

taking, organizing, coding and categorizing, and analyzing and interpreting, the researcher tried 

to be careful to triangulate the data from multiple perspectives in multiple situations through 

member checks, and to search for alternative or subtly imperceptible understandings.  

 

Reliability and Generalizability 

 

       Lincoln and Guba (1985, pg. 289) proposed corresponding qualitative criteria for approaches 

paralleling quantitative criteria for evaluating the quality of the research: 
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Table 3: Issues of Trustworthiness and Rigor in Quantitative and Qualitative Research (Lincoln 
and Guba, 1985). 
 

Issues of Trustworthiness and Rigor for: 

 

Quantitative                                                                   Qualitative 

 

                  Accuracy, truth, representation                     Trustworthiness 

                              Internal validity                                       Credibility 

                              External validity                                      Transferability 

                              Reliability                                                Dependability 

                              Generalizability                                       Authenticity/Confirmability 

 

       Generalizability in research means how well the findings will yield similar results in similar 

contexts, and this can be statistically demonstrated with strong degrees of probability in 

quantitative research. However, very high degrees of certainty for generalizing results to other 

Indonesian higher-education institutions may be more difficult to attain for this study. Credibility 

can be determined by how well the researcher reconstructs and represents the multiple realities. 

Dependability is concerned with whether data collection methods and interpretations represent 

the full and complete range of human experiences. These can be accomplished through 

triangulation in data collection and analysis, member checks and prolonged engagement, all of 

which were utilized in this study. Transferability tests whether findings can be applied to other 

settings, and is a primary concern for this study as an equivalent to generalizability. 

Confirmability refers to whether the findings, interpretations and recommendations are supported 

by the data and area inherently coherent. This can be achieved with a sound, consistent research 

design and member checking (Lincoln & Guba, 1985, pg. 357). 

       Broadly recognized qualitative research strategies such as triangulation, member checks and 

peer-reviews were performed. In lieu of a formal survey data collection, students, professors and 

administrators from other similar programs in nearby provinces of rural parts of Banten were 

involved to strengthen reliability. Additionally, the findings, results and implications were shared 

with all interested teacher preparation programs in Indonesia, as well as other countries and in 

the U.S. for school settings with similar contexts.  
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Credibility and Ethical Treatment of Participants 

 

       The guiding paradigms and methods are also consistent with the ethical principles for 

researching participants or ―human subjects:‖ 

 Respect for persons— which includes the requirement of a voluntary informed consent 

process. 

 Beneficence- which entails an obligation to protect persons from harm by minimizing 

risks and maximizing benefits. 

 Justice- which requires that selection of subjects be fair and equitable and that particular 

care be taken when working with populations whose status puts them in a vulnerable 

position.9 

       Enthusiastic interest for participation in this inquiry was expected based upon a two-week 

visit with the university rector and English lecturer at FSU during September 2007. However, 

challenges such as integration with normal class routines were anticipated. The researcher‘s 

adaptability, concern for the lives of the teachers in these schools, and consistency in planning 

and organization of the study will help surmounting anticipated and unforeseen exigencies.  

 

Report and Summary 

 

       This study will help to inform Indonesian educators at all levels, from the Ministry of 

National Education to the university professors and student-teachers, including English and 

education majors, toward better understanding and implementing the policy goals and standards 

of the CBC for English instruction, and the implementation of LCC in secondary schools. If the  

national and provincial education offices have substantially increased funding allocations for 

schooling and are supportive of the implementation of changes in policy, it is helpful to better 

understand the myriad factors influencing lecturers‘ and pre-service teachers‘ perceptions and 

attitudes toward these policies. Studies such as this are valuable resources for educators at all 

levels to build upon their understandings of how policy implementation is taking place in the 

training of the next generation of teachers. 

                                                 
9 FSU International Review Board/ Human Subjects Committee, 2008. 
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       In the pursuit and development of new knowledge about teacher preparation to enact 

national educational policy, this study asks questions posed in the most similar and current 

research, and changes the focus to teacher preparation and first years teaching these subjects. 

Uniquely, it examines both LCC and English subject responses to the CBC policy, representative 

of the realities of localization and globalization. It also seeks to delve more deeply into the 

political and sociocultural problems posed in similar research, particularly the contexts which 

contribute to assumptions of  ―civil service culture‖ or ―institutional culture‖ (Bjork, 2005; 

Bjork; 2006) concepts, and how these are addressed in the training of lower-secondary school 

English and LCC teachers. The more general purpose is to expand and extend scholarship in this 

field of implementation of decentralization policy. Examination of factors such as cultural and 

religious backgrounds, and the intricate historical realities of this location, helps to explain the 

culture of teaching and responses to teacher preparation in this region. 

       The data collection of the study commenced after arrival in Indonesia in November, 2008. 

Program evaluation methods and graphics, i.e., a GANTT chart, were used for timetable, budget, 

and logistical matters. Relevant policy documents were examined at the provincial and city level 

during the course of the study in Serang, Banten, where the researcher resided near the 

University of Banten university campus over the course of the 10 month study. Finally, during 

the course of working and researching there, and then upon returning to the U.S. qualitative data 

analysis were used to interpret and report the findings and complete the dissertation study. 
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CHAPTER FOUR 

 

GLOBAL, STATE AND LOCAL INFLUENCES ON EDUCATIONAL 

DEVELOPMENT IN BANTEN IN THE CONTEXT OF 

DECENTRALIZATION 

 

Introduction: Setting and Key Players 

 

       Over the past decade political and educational life in Indonesia has changed dramatically. In 

July 2009 President Yudhoyono was reelected with over 60% of the vote over incumbent Vice-

President Jusuf Kalla, Abdurrahman Wahid, and other challengers. The strengthening of 

democracy is growing in the 33 provinces as well; particularly in the newest provinces such as 

Banten, and federal education policies in Indonesia reflect this trend toward democratizing 

society and decentralizing education. Because the University of Banten is relatively new as a 

public university in this newly autonomous province, I expected the relatively young lecturers of 

the The University of Banten College of Education10 Teacher Training Program, or Facultas 

Keguruan Ilmu Pendidikan (FKIP) would likely be well-trained and well-informed on the three 

elements of decentralization policy examined in this study. As described in the previous chapter, 

the Competency-Based Curriculum, (CBC-KTSP) curriculum and instructional standards, the 

concept and implementation of Active Learning, or PAKEM methods, and the Local Content 

Curriculum (LCC); also known as Muaton Lokal, or (MULOK) represent major components of 

decentralization policy (kebijakan decentralisasi), and are undergirded by the principles of 

democracy, autonomy, and self-motivation for learning. The knowledge and implementation of 

the CBC-KTSP, Active Learning methods, and the LCC are explored thematically in this 

chapter. 

       As discussed in chapter two, since the 1990‘s the education system has shifted from an 

emphasis on improving access to schooling to an upgrading of teachers across the country, and 

improving the quality of education. Improving teacher quality is mandated by requiring teachers 

                                                 
10 I will use ―College of Education‖ or ―Education Department,‖ not to be confused with the national ―Department 
of Education,‖ or MONE. In Indonesian it is simply ―FKIP,‖ Facultas Keguruan Ilmu Pendidiken, or Faculty of 
Teacher Training in Education. 
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to attain S1 (bachelors) degrees and successfully completing a certification process. Current 

efforts to improve the quality of teachers face challenges in the form of costs, teacher morale, 

and equitable distribution of highly-qualified teachers, mismatch, and weak pre-service and in-

service training programs. According to Bjork (2003, 2005) decentralization and the 

improvement of teacher quality also faces the challenge of entrenched, top-down state control 

over education during the last half of the 20th century. But Bjork‘s research was conducted 

during the first years of decentralization, in the late 1990‘s. Have decentralization reforms, in the 

form of the CBC-KTSP, PAKEM active learning methods, and Local Content Curriculum taken 

hold in the new millennium? The CBC-KTSP curriculum standards themselves originate at the 

state level, yet are a bridge between traditional state control over education and devolution of 

control to the local level with the addition of the KTSP unit and level structures combined with 

PAKEM active learning methods. What have been the effects of these decentralization policies 

on teacher training and in senior high schools in Banten province? 

       The second major thrust in contemporary education reform in Indonesia, also discussed in 

chapter two, is decentralization of the education system, following in an ongoing global trend 

prevalent for decades. Reasons for decentralization of education include international economic 

pressures, government‘s encouragement of political democratization, local groups demanding 

greater voice and research demonstrating that decentralization can improve government, 

organizational and institutional efficiency. Ideally, decentralization efforts should be viewed as a 

means for providing better education more effectively and equitably, and a means for responding 

to local needs and concerns more effectively. 

       Specific reasons for decentralizing education systems include improving the relevance and 

appropriateness of curriculum, increasing retention and graduation rates of students, addressing 

disparities in the quality of education for marginalized communities, and improving student 

achievement (Bray, 1999; Hannaway & Carnoy, 1993; McGinn & Welsh, 1999). Assumptions 

and claims are made that decentralization can improve efficiency of systems by encouraging the 

identification of problems and needs and the most appropriate responses at the local level, related 

to, for example, teacher distribution and payment, accountability, provision of curriculum, and 

maintenance of school materials and facilities. Many of these are given as reasons and rationales 

for decentralization in Indonesia, thus the explicit goals of the LCC are to 1) Delegate authority 

to localities, 2) Reduce the percentage of student exiting the system/provide vocational training, 
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3) Create tighter links between curricula and local conditions, 4) Increase community 

involvement in the schools and 5) Improve the instructional process (Bjork, 2005, pgs. 30-37). 

       Bjork‘s (2003; 2005) and other previous research (Anen, 1992; Utomo, 2005) suggest that 

teachers‘ habits impede reform at the local level, and that change and implementation of the 

CBC-KTSP, PAKEM and LCC reforms has been very slow to occur. These findings gave rise to 

the major question for this study: How are professors and student-teachers at University of 

Banten (UB) negotiating global, state and local influences with policies encouraging autonomy, 

self-determination, innovation and democratic participation, in the context of contemporary 

decentralization? In summary, how have decentralization policy reforms impacted teacher 

education at University of Banten, and what factors are involved? Policy implementation theory 

maintains that knowledge and understanding of the policy is essential, along with intrinsic 

motivation and positive attitudes toward the policy and collaboration and support between all 

stakeholders (Bardach, 2000). Capacity support and guidance, including leadership, is also 

important (Dye, 2001). The extent or degree of influence of these factors on teaching and teacher 

training practice will be investigated in this chapter in terms of global, state and local contexts. 

As previously mentioned, there is overlap in the nature of global-state-local contexts for the 

CBC-KTSP, PAKEM and LCC policies, and global-state-local forces influence all in different 

ways. My working hypothesis was that global influences will be most evident in English 

language learning and teaching, and in the development of PAKEM active learning methods, the 

state in the CBC-KTSP national standards and implementation of PAKEM, and local interests in 

the LCC. As the state attempts to reduce its direct influence on educational practice, how are 

global and local influences impacting teachers and students? 

       An extension of this problem involves interpreting the sociocultural contexts manifested in 

professors‘ and student-teachers‘ values towards education, which serve to impede or facilitate 

the training of LCC and English teachers in light of the decentralization reforms. The graphic 

representations of Bjork, however, illustrate the forces of the state, namely the education policy 

of the MONE, the parental sector, and student influences, mediated by the teachers‘ values about 

education. Note that Bjork does not consider extra-national or global forces. He contends that in 

the Indonesian system, the role of the state is much greater than in other countries, due to 

historical bureaucratic customs. Thus, even with sound, coordinated structural decentralization 

policies in place, as opposed to unsupported and inconsistent conjunctural efforts across the 33 
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provinces, change is slow to occur. Better understanding the scope of this problem requires 

analysis that moves from critique of decentralization theory and national policy to their affects in 

a unique institutional context, an educational program, and the lives of professors, teachers, and 

students.  

 

Overview of the Study 

 

       By integrating the presentation and analysis of the data I seek to portray the key individuals 

(lecturers and students) and events at the university over the course of the school year, from my 

arrival in November, 2008, to my departure in September, 2009, based upon interviews, field 

notes and artifacts. An ethnographic interpretation of interviews, class and campus-wide 

observations, and related events of the school year illustrates and critiques major themes, sub-

themes, and patterns of behaviors related to the research questions and literature review, 

addressing multiple layers reaching from the educational policies of the national government, 

and theories of decentralization, to this case study, and to individual actors. The narrative is 

supported with the complete and detailed data organized and color-coded in rubrics. 

Observations from the different courses provide information related to the research questions and 

relating to the subject matter in those classes. For example, Cross-Cultural Understanding related 

to global-local themes, whereas the Introduction to Education and Education Management 

courses related more to my questions about Indonesian CBC-KTSP policy and its 

implementation in schools. Active Learning methods were consistently observed in most classes. 

Critical events, drawing from activities ranging from the ―The Millennium Development Goals 

Conference‖ in December to ―The English Student Association Carnival‖ in April, provide 

additional context to support the interpretations in this case. 

       The data gathered on this unique, bounded system helps us to better understand the 

processes and activities of teachers and students of the FKIP at the University of Banten. I 

pursue and develop, through analysis of the data, themes that yield knowledge from and for both 

intrinsic and instrumental case study perspectives (Stake, 1995), as one purpose is to better 

understand this specific teacher training program, and a second purpose is to gain understanding 

of how such programs adapt at an institutional level to changes in national education policy. 

Stake‘s assertion that due to the nature of some questions we ask, it becomes impossible to 
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determine boundaries between phenomenon and context becomes apparent as more is learned 

about the FKIP program. The University of Banten English Education program is the site of this 

study; however the nature of the research questions regarding the LCC were not entirely satisfied 

within the case study of the UB FKIP program. Because the inductive approach revealed 

additional sites, or cases, for uncovering data for greater understanding of the themes analyzed in 

this chapter, (Stake, 1995) especially the implementation of national standards for English, the 

development of Local Content Curriculum (MULOK, LCC) and teacher autonomy, I realized it 

was necessary to expand the study to five high school sites in Serang and a rural village in the 

province of Banten, which I discuss in the final sections. 
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Setting: The University of Banten Campus 

 

       The Jalan (highway) General Sudirman runs east and west through Serang, from Jakarta to 

the western beaches of Java, six degrees south of the equator. The University of Banten is 

located on the eastern side of the city of Serang, the capitol of the new Banten province. Serang 

has a population of about 170,000 people. Over the course of the school year, a two-kilometer 

stretch of this road in front of the university was widened and raised over a foot, to prevent 

flooding. There are two recognized seasons in Indonesia: hot/dry (musim panas) and 

hot/wet/rainy (musim hujan) Thus, daily life in the city of Serang and at the university is 

experienced according to the seasons, varying from pleasant to very hot, and consistently 

tropical. Beyond the university, shops and residences to the north and south, the land is more 

rural, with rice paddies, fields and farms, lush vegetation, and mountains in the distance.  

       The highway is lined with small shops and always the bustling activity of people from all 

walks of life. The crimson marble university signs on both sides of the entrance were renovated 

while I was there, as well as several buildings on campus, and upon entering (on the left of 

course) there are always two or more security guards waving greetings. Immediately on the right 

is a great and beautiful mosque, or masjid. A majority of students and faculty are Muslims 

(approximately 96% in Banten) and pray daily at this masjid, most noticeably at noon. The 

Adzan‘s (prayer leader) call to prayer begins, broadcast from speakers atop the masjid, and 

students and faculty take off their shoes, wash themselves, and enter. Men enter the central 

chamber and women pray in a side chamber. 

       The UB campus is laid out in a rectangular manner, with a large field, a stage, and basketball 

courts in the center. The male students like to play a form of soccer, or football, known as 

―futsal‖ on the field and the basketball court, in which the ball is smaller than the ball in 

commonly known soccer football. The Rectorate building stands across from the masjid, on the 

north side of the rectangle, and the FKIP Education Building is beside it. All other department 

buildings, the library, and three canteens are along the east and west sides of the rectangle, and a 

graduate studies building is on the south side. The Language Laboratory, which is an integral 

part of the FKIP Indonesian and English language programs, is beside the FKIP building. The 

majority of English Education classes are held on the second, third and fourth floors of the ―A 

Building,‖ a massive four-story structure, and classes were also held in the Microteaching Lab 
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and the English Language Lab. Many of these classrooms, especially on the higher floors, had 

working air conditioning. Some, however, did not, and would become quite warm at times. "B 

Building" stands next to "A," and has a large auditorium which is used for many activities such 

as conferences, workshops, and the English Student Association Carnival. 

       I arrived in Serang on November 20, 2008, adjusting to living 12 hours in the future, and 

continuing to study the Indonesian language intensely. My first visit to the university was on 

Monday, November 24, when I met with university Rector Dr. A, previous Rector Dr. Y, and 

Rector IV Dr. U. Dr. Y, who had helped me to be invited to do the study, was a tremendous help 

throughout the course of the year. The meeting lasted over an hour, and we defined and 

discussed my plans for the study, and how I could be of assistance to the English program 

through participant observation in the classroom and through campus activities. The rectors and 

the professors showed a warm enthusiasm in welcoming me and granting support for my study. 

       John, the Secretary of Arts and Letters (leading both English and Indonesian FKIP 

programs) introduced me to many of the lecturers in the FKIP department on Wednesday, and 

the Dean of Education on November 26, and I began to familiarize myself with the campus, the 

English program, and the courses for the semester. I also began collecting documents such as the 

―Program Studi Pendidiken (Education) Bahasa (Language) Inggris,‖ the class schedule, lesson 

planning forms, and syllabi. I wrote down the names, phone numbers and emails for the English 

lecturers who chose to participate, and was impressed by the natural and fluid ease the instructors 

had in alternating between Indonesian and English.  My first two class visits were Tubagus and 

Rizal at 1pm and 4:30 pm December 3. 

 

Data Collection and Analysis 

 

       As the primary research instrument I used individual and focus group interviews, classroom 

and campus observation, monthly reports, and analysis of written documents and cultural 

artifacts for data collection and analysis in this study. The lecturers varied in age from the late-

twenties to the late-thirties; students ranged from 18 to 22. Nine lecturers and more than 25 

students at the university FKIP program, for a total of more than 35 instructor and student 

participants were interviewed and observed in classrooms and at campus-wide activities. 

Additionally, 16 English and LCC senior secondary teachers, and provincial and district English 
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supervisors were interviewed. The case study focused on five female and four male lecturers in 

the FKIP English Education program, the English and Education courses they teach, and the 

students enrolled in those courses. The lecturers and students were self-selected as volunteers, 

and had varying lengths of experience at the University of Banten. Students ranged from first 

year to fourth year and beyond. As there are about 120 students in the FKIP English program, 

there are about 30 per yearly cohort, and I was able to get to know many of them very well. 

Many of the students I interviewed helped me with this study, especially as interpreters, and I 

accompanied them and lecturers on several conferences and trips to high schools. 

       Data was collected through primary interviews, follow- up conversations, classroom 

participant-observations, and campus activities participant-observations between November 20, 

2008 and August 19, 2009. In order to yield data adequate to answer the research questions, a 

sustained, ten-month long immersion in the language and culture of the school community was 

necessary. Class visits were chosen and planned based upon availability and schedule 

coordination, an attempt to have a balanced number of visits per lecturer, and the likelihood of 

the courses contributing data relevant to the research questions. In the first months, all class 

visits were scheduled, but later many class visits were unscheduled. All interviews and classes 

were in English, except for the Introduction to Education (Pengantar Pendidikan) and Education 

Management (Pengalaloan Pendidikan) courses, which were taught entirely in Indonesian. All 

nine lecturers were concerned with professional development in the form of collaboration with 

other universities, agencies, and public and private elementary and secondary schools. 

       As participant-observer researcher for data collection in classrooms and around the campus, 

and in the five high schools, I was often perceived as the ―main attraction." Frequently, as 

participant observer, I was asked to interact, to comment, and at times to give lecturers on topics 

such as ―Teacher training in America‖ and ―Strategies for learning English.‖ In this sense I was 

at times, especially early in the study, working with the lecturers and teachers. Later I was able to 

observe in a less intrusive way. Interviews were conducted in English and there was not the need 

for a translator with the English lecturers. Two students translated an interview with Atin, an 

Education Lecturer who taught Introduction to Education and Curriculum in Indonesian. Student 

interviews were both individual and focus group; one explicit rationale for this approach was so 

that students could help each other to understand questions and statements if need be. Students in 
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the focus groups occasionally spoke with each other in Indonesian to clarify language 

understandings. Interviews ranged from 45 minutes to 90 minutes in some cases. The questions 

were thematic, open-ended, and sequenced with each participant responding in turn and listening 

to one another‘s responses in the focus groups. Language barriers did not seem to pose 

significant problems for understanding, on a surface level, but some deeper, more subtle 

meanings may have been confused.                                                                                                                               

       To address this, lecturers, as peer reviewers, were involved as partners in the study through 

the ongoing practice of member-checks, to verify perspectives and accuracy of data collected. 

Triangulation was used through the variety of data collection methods, in addition to member-

checks, to increase the credibility of collection and interpretation of the data. The researcher‘s 

perceptions, and biases, are acknowledged as subjective, at different levels in the selection of 

data collected, and in the analyses of the data. ―Pak‖ means Mister and ―Ibu‖ Miss or Missus. 

Biographical Portraits 

 

       Ralph Waldo Emerson averred ―There is properly no history; only biography,‖ and likewise, 

the development, dissemination and implementation of policy is a social process ultimately 

carried out by individuals. As ethnographic research ―involves the study of groups and 

individuals as they go about their everyday lives (Emerson, Fretz & Shaw, 1995, pg. 1) it is 

important to learn as much as possible about these individuals.  Biographical portrayals 

(Rossman & Rallis, 2001, pg. 346) based upon each individual‘s own self-descriptions from our 

interviews, as well as observations, will acquaint the reader with the central actors in this case, 

the University of Banten English lecturers, and how each lecturers past to present experiences 

affect his and her dispositions and motivations towards teaching. An important theme that arose 

over the course of the study relates to concepts of time and space. Responses to changes in policy 

often require deeper changes in culture and established patterns of behavior, and these changes 

require time.  

       The UB lecturers are relatively young, progressed through school and university during the 

earliest years of decentralization of education reform, and a decade has passed since the end of 

the Suharto era in 1998. Thus the past to present experiences of these individual personalities is 

important to understand in order to interpret each lecturer‘s attitudes toward and responses to 
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decentralization changes in education policy. The extreme diversity of communities across 

Indonesia, particularly from urban centers such as Jakarta to rural (in some cases remote) 

villages also exerts a powerful influence on individuals within those communities, culturally, 

materially and technologically. Some of these lecturers are from much more rural areas, while 

others are from very large cities, but a common theme that emerged was an interest in 

intellectual and professional development for a variety of reasons. These traits, and the 

acknowledgement of global and local competition, directly impact each individual‘s responses to 

decentralization of education policies. 

       Many of the descriptions of the UB FKIP English Education program of study, of the 

university‘s policies, and understandings of Indonesian education policy were explained 

consistently in interviews and interactions over the course of the study. Utilizing a revised 

interview guide, calendars and schedules, digital and cassette recorders I began interviewing in 

January and February 2009. Pak (Mr.) John (1/17) and Pak Rizal (1/18) were the first two 

lecturers interviewed, followed by Pak Tubagus (1/27), Ibu Ayu (1/28), Pak Yudi (1/29), and Ibu 

Enong on Jan. 30. Next would be Ibu Shafira, Ibu Arsi, Ibu Kila and students during the first 

weeks of February. 

       Two male lecturers, Pak Sut, Pak Ram, and three female, Ibu Hih, Ibu Neda, Ibu Lefy, also 

were teaching during this study, and were very active in student activities; however they were 

not participants. There were also 10 to 15 other lecturers in the program who did not participate.  

Many of these lecturers were also teaching at other institutions simultaneously. These portraits 

provide relevant background for each lecturer, such as where he or she is from and educational 

experiences, including teaching at the university, in order to best elucidate the data collected. By 

understanding the participants as individuals, and their experiences as students and teachers 

during the era of decentralization, we can better under motivations, attitudes, opinions and biases 

about their implementation of current education policy. 

 

Pak John  

 

       John is in his mid-thirties and is currently serving as Secretary of Language and Arts, which 

includes managing all Indonesian and English language courses in those two programs within the 

FKIP, academically and administratively. He was the previous Head of the English Department. 
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John is from Lampung, Sumatra, across the Sunda Strait to the west of Banten, and after 

graduating from Lampung University FKIP in English Education, and teaching at the junior high 

school level, John came to UB in 2002. Lampung is a large city with a population of about 

750,000. The University of Lampung has a well-established reputation, and most of the UB 

lecturers earned their bachelors (S1) degrees there. Since 2002 John has taught Dictation, 

Language Laboratory, and Education Management, and Translation and English for Specific 

Purposes, Introduction to Education, and Reading, among others courses, and has supervised in 

the Teacher Training Experience (Peningkatan Kemampuan Mengajar, PKM or PPLK1.)  

       John likes to teach Language Laboratory Management, and his main area of specialization is 

in translation. He often emphasized the importance of integrating language labs in the teaching 

of foreign languages, and is exceptionally fluent in English himself. I asked John to summarize 

his overall approach to teaching, and he replied ―One of the main principles is to work in groups 

and collaborative learning, and I try to provide them with a variety of tasks, and I try to guide 

them to have a source of texts of many varieties, so they have many sources…‖ His opinion of 

using a practical, communicative approach in language learning was shared by the other lecturers 

at UB. John was voted ―Funkiest‖ of the lecturers by students at the 2009 ESA Carnival, which 

connotes friendliness and a good sense of humor. He was very well-liked by students in the 

program. 

 

Pak Yudi 

 

       Pak Yudi, the current Head of the English Department, along with John, Shafira, Rizal, and 

Arsi, are senior lecturers, having taught in the UB FKIP department since 2001. Yudi comes 

from Rangkasbitung, Banten, a city southeast of Serang, towards the mountainous region which 

is home to the Baduy, indigenous Indonesians who live in an area protected by the federal 

government. Yudi is in his mid-thirties, and also went to college in Lampung, explaining ―I was 

in the upper class of Pak Rizal and Pak John at Lampung University… With them and Ibu 

Shafira and Arsi we were the original teachers in this program.‖                                                                                                                  

       Yudi has taught Dictation, Morphology, Reading, Research Methods, and Linguistics, 

among other courses, and currently is very interested in teaching qualitative and quantitative 

research courses that educate and encourage students in preparation for their final skripsi 
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projects. The skripsi is a study and an undergraduate thesis each student must complete during 

their final year in the program. The UB FKIP program emphasizes the study and practical 

application of educational theory and research in teaching. Yudi has a serious and scholarly 

manner, and projects a warm, paternal feeling for the students, referring to them as ―My beloved 

students‖ several times during activities such as the ESA Spring Carnival. 

 

Ibu Shafira 

 

       Shafira is in her early-thirties and is the head of the FKIP Language Laboratory. The 

elementary and secondary schools she attended are in the village of Baros, south of Serang. 

Baros is much smaller than Serang, and Shafira said at that time English was not commonly 

spoken or taught there. For senior school she graduated from SMA Negeri 2 Serang (now, SMA 

Negeri 2 Kota Serang) a senior high school where I observed English and LCC classes. Shafira‘s 

sister is an outstanding English teacher there. Shafira graduated from Universitas Pakuan Bogor 

in 2000, majoring in English Education at that university‘s FKIP Department. Her post-graduate 

education is an S2 degree in Language Education from UNJ (Universitas Negeri Jakarta), which 

she finished in 2007. She added that ―In my class (in UNJ) at that time, I was not only with 

English background students, but also other languages background students such as Sundanese, 

Javanese and French.‖ She explained she was encouraged to become a teacher by her parents, 

and her language and English teaching abilities impressed me in visits I made to her Grammar 

classes. She started teaching English professionally in 1999, tutoring a Korean student. 

       After graduating from Pakuan University Bogor in 2000 she taught Kindergarten Teacher 

Training and general English in the Indonesian Language Education Department of UB in 2001. 

She joined the English department in 2002, where she started to teach Pronunciation Practice I, 

and then later also taught Introduction to Linguistics, English Grammar, Phonology, Morphology 

and Syntax. Shafira stated that she enjoyed ―trying to study and teach these subjects even though 

they were complicated subjects‖ and the students sometimes struggled with them.  
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Pak Rizal 

 

       English as an FKIP program at UB was established beginning in 2001, the same year Banten 

became a province and the same year the LCC curriculum was launched, and from that time until 

2005 Rizal was the head of the department. 2001 was a year of transition for the university from 

a private to public institution, and Rizal was a leader in that process. He has been at UB for nine 

years now, and is in his mid-thirties. He studied in Sumatra, at Lampung University in Lampung 

Province, to the west of Banten, and was working on a doctorate at Jakarta State University 

during this study. He is planning to do a research project similar to this study in the U.S. as a part 

of this program.  

       Rizal explained: ―One of my main classes is Learning Planning on ELT— which relates to 

the CBC for making lesson plans… for example like linking the activities with the objectives in a 

writing class.‖ Rizal also teaches Seminar in English Language Teaching, an extension of 

Learning Planning on ELT. He stated ―As a senior lecturer I advise new lecturers as well as 

students… The department is now separated into the Program of Studies Bahasa Ingeriss, with 

Pak Yudi as head and Bahasa Indonesia (Indonesian Language Education).‖  I found it 

interesting that Pak Rizal had already read over the interview guide very closely, made a 

correction of my acronym for the university in the introduction, and drawn his own diagram 

interpreting the focus and emphases of my research project. The diagram was similar to visual 

representations I had made, as he had drawn two circles with ―Global‖ and ―Local‖ inside them, 

and wrote ―Sundanese, Javanese? under ―LCC‖ and ―English is in elementary‖ on the side. He 

had also written notes thoughout the interview questions, as did several other teachers, including 

Ibu Ayu, Pak Yudi, and Pak John. This likely explains why, in telling me the courses he taught, 

he immediately described how his ―Learning Planning on English Learning and Teaching‖ 

course discusses the design of lesson plans and the CBC. He noted that English in this program is 

―English as a Foreign Language‖ and not a ―second‖ (ESL) language at UB, and Tubagus later 

explained the difference to me also. These subtle actions and statements indicated to me Rizal 

was taking my questions very seriously, and that he was formulating a clear understanding of the 

intentions of the study: the exploration of this program‘s responses to decentralization policies in 

teacher training.   
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       Rizal had contributed a chapter on English Education in Banten in Pendidikan Dengan 

Semangat Otonomie Daerah, or Education in the Autonomous Region of Banten, Indonesia (UB, 

2005). This collection of essays on developments in Banten‘s education system was published in 

Indonesian by the university, and Rizal‘s piece traces the growth and approaches to English 

education in elementary schools there, and the status of English in elementary schools at the time 

of his research. 

 

Ibu Arsi                                                                                                                                                                           

 

       Arsi is in her early-thirties and grew up and attended schools in Banten and Lampung. She 

also graduated from the University of Lampung, and has been teaching as one of the original 

lecturers in the UB FKIP since 2001. She teaches Reading, Writing and Sociolinguistics, and I 

observed her Reading classes. As all nine lecturers in the study, she is a very articulate in English 

and a well-organized, caring teacher who engages her students with the Reading activities in her 

classroom. The textbooks in the Reading class were entirely in English, and included expository 

passages and short stories followed by comprehension questions and vocabulary building 

exercises. The students in these Reading classes were particularly animated, and liked to read 

aloud and critically discuss the material. 

 

Ibu Ayu                                                                                                                                                 

 

       Ayu has taught in the UB FKIP English education program for one year. She previously 

taught in a private university as a general English teacher, and then moved to another private 

university to teach an English speaking class in the city of Semarang, the capitol of Central Java 

province. She has also had teaching experience in elementary schools. Ayu recalled ―I had to 

explore to make students interested in learning English. I have to sing a lot and told stories to get 

the students attention… I taught in a private university first, English Speaking and Writing one 

and three… this was in Semarang in an Islamic elementary school from grades four, five and 

six…‖ Ayu also used songs and anecdotes in the Cross-Cultural Understanding course at UB and 

encouraged her students to integrate these kinds of activities in their own teaching.  
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       From her S1 (bachelors) degree she immediately joined an S2 (masters) program, from 2004 

to 2007, and earned an M.Pd. in English Education at UNNES, Semarang State University. She 

also studied another S2 abroad, a Master of Humanities, specializing in linguistics. These 

academic credentials are revealed in Ayu‘s love for language as literature and adept usage of 

colloquial expressions in English. I visited Ibu Ayu‘s Cross Cultural Understanding and 

Literature & Poetry classes, and she channels her passion and complex understandings of 

language in her teaching.                            

       One day while dropping by at the UB FKIP English Program Ibu Ayu and I began reading 

the Mission and Vision statements that had been recently printed and posted on the wall—in  

Indonesian. I suggested that it would be interesting to translate them into English as well, and so 

we did, right at that time, and she said she would request to have the statements displayed in both 

languages. 

 

Ibu Enong 

 

       Ibu Enong is in her late twenties and primarily teaches Writing levels I through IV. Her 

father was a prosecutor who lived for years in Timor, to the east of the island of Java in 

Indonesia. Her mother, a senior high school teacher and school BP counselor, giving students 

advice, raised her for a six-year period.  She told me her mom wanted the best school for her, and 

she liked the strict rules, regulations, and homework of a Catholic school in Lampung. As with 

most of the other lecturers, a member of Enong‘s family were teachers, and her parents 

encouraged her to be a teacher. Enong spoke very highly of her experiences in the Catholic 

elementary and secondary schools.  

       From 1999 to 2005 she also went to Lampung University, or ―UNILA,‖ to the west of Java 

on the eastern tip of Sumatra. Enong has taught in private English programs there and in Banten, 

and English courses such as ―LIA-EF at the ―English First‖ private tutoring center. Like Pak 

Tubagus, she has taught at UB since 2006. She began teaching Speaking class once a week, with 

approximately 45 students in a 90 minute class. She said she also enjoys teaching Translation I 

and Writing I-IV, for example, teaching ―Argumentative writing about student‘s submitted 

projects, English for Science and Technology, and Dictation… the books and materials are 

available in the library to promote reading for the classes… In Writing IV we use a short 
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interview and ask about experiences, like a mini-skripsi preparing for Writing V and the students 

final skripsi research paper…‖ This final Skripsi paper is an undergraduate thesis composed 

from a research project that each student must plan and complete on issues related to English 

Education. 

       Enong expressed her overall teaching philosophy in our interview by using a popular 

expression in Indonesia: ―We have a saying that ‗NATO‘ means ‗No Action Talk Only.‘ If you 

would ask your students to do something, you have to do it first. You must be a good role model, 

and the students will follow. This will make them good teachers…‖ This quote is representative 

of Enong‘s teaching, as Ibu Enong was voted ―Most Disciplined Lecturer‖ by the students at the 

spring English Carnival, reflecting her insistence on high expectations for the students and 

herself.  

 

Ibu Kila 

 

       Kila is in her mid-twenties and graduated from the State University of Malang IKIP Institute 

Teaching the Science of Education (Institute Keguruan Ilmu Pendidiken), where she majored in 

Linguistics. She began teaching at UB in 2004, while also teaching at a junior high school in 

Serang. She had begun teaching at the junior high school by chance when a friend recommended 

her to the principal to fill a needed position. She teaches Reading, Writing, and Structure-

Grammar. The course I primarily observed was Psycho-linguistics, and she used a popular 

American linguistics textbook. In our interview I asked if she was familiar with Ferdinand de 

Saussure‘s renowned Course in General Linguistics, and as she was, we briefly talked about 

―‘the sign,‘ ‗signifier‘ and ‗signified,‘‖ and the powerful contribution that text made to the field 

of linguistics. Kila also was strongly concerned with explaining what she perceived as a common 

misapprehension that ―international schools and curriculum‖ are not necessarily based around 

any prioritized language, including English, but with internationally competitive standards across 

subjects. She is currently working on an S2 Master degree in English Education at the University 

Pendidiken Indonesia (UPI, Education University of Indonesia).  
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Pak Tubagus 

 

       Tubagus is in his mid-twenties, and was born in the village of Cikeusal in 1983, a rural area 

in Serang regency, east of Rangkisbitung. He completed his basic, junior and senior high school 

in Cikeusal (SDN INPRES CIKEUSAL (primary), SMPN 1 Cikeual (secondary) and SMAN 1 

Cikeusal (senior high school). Cikeusal is a very small village in a rural area near Pandalayan, 

where I visited a senior high school. He entered the State University of Yogyakarta in 2001 and 

graduated from English education department of the university in 2005. He was accepted as the 

English lecturer at UB in 2006 and being responsible for the teaching of Speaking and English 

Learning Strategies. He is currently pursuing his master degree at the Indonesia University of 

Education, Bandung (he hopes to take another master‘s degree and Ph.D. in U.S) in the 

upcoming year). 

       My first classroom visit with Tubagus was November 28, 2008, and my final visit the 

following semester was June 25, during an orally-based final exam for the Speaking IV course. 

Like John, and all of the lecturers, Tubagus described in interviews, and demonstrated in the 

classroom, well-informed planning in lesson plans and materials. He compiled the text for his 

courses from popular textbooks and his own papers and presentations, and he has an impressive 

website and blog with extensive ESL and EFL information. He was voted the favorite lecturer by 

the FKIP English students at the spring ESA Carnival, likely due to his charismatic nature, 

enthusiasm, and dynamic, engaging teaching style.  

       All lecturers seemed to be very highly regarded, respected, and well-liked by the students in 

the program. All were regarded by students as having high levels of English proficiency and 

teaching expertise. Becoming well-educated and the ability to speak English become important 

symbols of respectability and sophistication that strongly influences the personalities and 

motivations of the lecturers and students, which in turn affects the actions these individuals take 

in their professional lives. Some, like Enong, Shafira, Rizal and Kila, were at times viewed as 

more strict, due to their demeanors and teaching styles, and influenced by the courses being 

taught. Others, like Ayu and Tubagus were viewed as more caring and sympathetic. John and 

Yudi, possibly due to their leadership positions, were viewed in both ways. Again, these student 

perceptions were likely influenced not only by the lecturers‘ demeanors and teaching styles, but 

also by the courses being taught. The important point is that each lecturer‘s experiences and 
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aspirations influence his and her views toward teaching, and understanding contemporary 

educational theory and Indonesian education policy. These biographical portraits introduce 

lecturers who are all relatively young, come from both rural and urban backgrounds, and are 

highly fluent in English and experienced teachers. Their backgrounds are consistent with 

characteristics policy theorists would cite as conducive to policy implementation (Dye, 2001; 

Kingdon, 1995). 

 

The University of Banten Teacher Training Faculty (FKIP) & English Education Program 

 

       The University of Banten College of Education Teacher Training Program, or Facultas 

Keguruan Ilmu Pendidikan (FKIP,) is the most common form of teacher education programs 

within a larger university offering diverse programs such as Law, Political & Social Science, 

Agriculture, and Engineering, among others. The majors within the FKIP Program include 

programs of study in Early Childhood, Math, Science-Biology, Indonesian and English 

Language (Bahasa Inggris) Education. During the 2008-2009 year there were 25 lecturers and 

120 students in the FKIP English Education program. Because there are only two commonly 

recognized seasons, there is no ―fall‖ or ―spring‖. The fall 2008 semester was the ―odd‖ or ganjil 

semester, and spring of 2009 the ―even‖ or genap semester. 

       Students are either ―regular,‖ meaning full-time, taking courses during the day, or 

―irregular,‖ meaning they may be full or part time, and take courses during the evenings. These 

students often have jobs during the day and often progress more slowly, although they take the 

same courses with the same lecturers. This study focused only on the ―regular‖ students, who 

were divided into cohorts named ―A,‖ ―B,‖ ―C,‖ within the year they are currently in. Thus, a 

student who is ―IA‖ is in the first year; ―IVB‖ is in her fourth year, ―B‖ cohort. Toward the end 

of the program of studies students take a Skripsi Seminar course to specifically help them to 

conduct a mini-research project and report. The program places a strong emphasis on utilizing 

and conducting educational research, and Skripsi presentations are held where the students 

explain and defend their research papers before their classmates and lecturers. 

       Courses in the English Language Program of Studies (Bahasa Ingerris Program di Studi; 

Appendix D) are in two main areas: Education and English. Some Education courses are taught 

in Indonesian, such as Introduction to Education, Curriculum, and Educational Management, but 
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other Education courses for this FKIP program are taught in English, such as Cross-Cultural 

Understanding. There are also many courses in English, ranging from developing English 

proficiency to teaching English, such as Speaking, Pronunciation, Listening & Comprehension, 

Reading, Writing, Morphology & Grammar, Psycholinguistics, Literature, Poetry, English 

Learning Strategies, Language Lab Management, Seminar on English Language Teaching, and 

Research Methods for Language Education. Courses such as Speaking, Reading and Writing 

progress through levels I through IV. Towards the end of completing the coursework, students 

undertake a final research project and paper, the skripsi, and serve an internship working with 

teachers in local schools, the PPLK1, or teacher training experience (which meets requirements 

of (#12) Service Learning and helping less-fortunate people from the PAKEM characteristics). 

On December 12, 2008 I attended a Skripsi Seminar in the Microteaching Lab where students 

presented their papers before a panel of lecturers and classmates, and the critiques and comments 

of the lecturers and responses of the students were impressive, and conducted entirely in English. 

These requirements share obvious similarities with other English Teacher preparation programs 

internationally and in the U.S., as well as some differences, such as the strong emphasis on a 

final research paper and emphasis on the continuous development of proficiency in English. This 

significantly relates to students‘ motivations for pursuing the program, as is discussed in the first 

major theme section.  

       Students may gain admission into the UB FKIP three ways. John explained: ―In the UB 

FKIP students may enter three ways: first, selection without test…we invite suggestions and 

advice from previous graduates…especially from the English Student Association. The English 

Department has high ratings…there are three to four hundred participants in all of the FKIP 

programs, over 100 in English, and over 40 students in the English Students Association… 

English Debate Club…very active extracurricular budgets…‖ 

 

Mike: ―A general question about the English Education program here at UB, let‘s say     

if I‘m a student who is very highly qualified, high score on the national exams, high 

GPA‘s in junior and senior high school, and excellent in English, a good candidate to 

come to this program, what would you say are the best reasons a highly qualified student 

would want to come to this program?‖ 
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John: ―Okay, the regulations at the university level it is possible for the high quality 

student to be a student in our department and university by entering without any exam or 

test, so by showing their reports, and scores from senior high schools, and specifically as 

in language they may have what we call ―selections without test…‖ this is possible for 

30% of students in each department for each faculty here in UB and we invite all state 

schools and private schools around and also outside Banten to apply for this program. I 

think the results from three years before the English department has high ratings for these 

candidates, we got more than 300 or 400 participants following this program, and we may 

select only 30 or 40 students among them…‖ 

 

       While John did not initially address ―why a highly qualified student would want to come to 

this program,‖ he did later when I asked him more directly what he viewed as the strengths of the 

program. He did offer helpful descriptions of the students in the program and the process of 

gaining admission. It is highly competitive for students to gain admission into the program, and 

many of the students are very studious and self-motivated, qualities necessary for future teachers 

for understanding and implementing teaching practices consistent with the policies examined in 

this study. The more senior lecturers with the longest experience naturally seemed more 

comprehensively informed on the development of the program of studies over the years, and 

with the trajectory of the graduates of the program into the teaching workforce. 

       Pak Rizal began our interview by saying that ―at UB, though the university manages the 

curriculum from the government, in regards to accreditation, we autonomously develop courses 

in the curriculum… and the program of studies.‖ I found this to be an accurate description from 

both my attendance at the program of studies meeting January 8, 2009 and the accreditation visit 

on February 21, 2009. The development of the program of studies itself is an example of the 

collaborative teamwork and collegiality that was consistently demonstrated by the lecturers over 

the course of the study. 

 

CRITICAL EVENT: FKIP English Program of Study Meeting, January 8 

 

       All of the lecturers and myself attended an FKIP English Program of Studies meeting that 

was held in the English Learning Lab. No others were present. Yudi, the current department 
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chair, began the meeting by outlining four main areas of consideration for the planning of the 

Program of Study for the upcoming years English program: 

 

―1.) The previous Program of Study. 2.) The schools needs for teachers, 3.) Students‘ 

graduation—within four years 4.) Position and sequencing of courses shows progression 

toward PPL VII and VIII, VII (final teaching in the field experiences) and completion of 

the  skripsi (undergraduate thesis). For the even semester we will use the old one. After 

this is legalized we use this new one…‖  

     Yudi continued with the use of Powerpoint slides throughout his presentation, and there was 

ongoing deliberation between all lecturers about the courses and scheduling. Each was told about 

their course teaching assignments and asked for their opinions and suggestions, and courses that 

would not be kept and prospective new courses were discussed. Courses with special foci, such 

as ―English for Tourism‖ and ―English for Business Purposes‖ have been developed and are 

periodically offered in the program of studies. I asked if there is a ―History of Indonesian 

Education‖ and Rizal said elements of that subject were incorporated into the Introduction to 

Education and Educational Management courses, but that it has been taught as a separate course 

before. The full program of studies for the 2008-2009 school year can be found in the 

appendices. I was very impressed by the collegiality and collaboration between all of the 

lecturers in this meeting, which was very professional and smoothly run, yet friendly and even 

fun, as several lecturers made occasional jokes. 

       This program of study meeting also was in preparation for what would be the Saturday, 

February 21, 2009 UB Accreditation Visit when a representative from the association of higher 

education institutions associated with the ministry of education would evaluate the program. I 

was invited to attend these proceedings, which lasted over three days, and I took extensive field 

notes. It was very interesting to sit in on an accreditation visit and witness the proceedings of a 

program which I was qualitative studying. It seemed to go well, and although all discussions 

were conducted mostly in Indonesian, I could follow along topically and later was informed the 

visit and evaluation was successful. Involvement with the faculty in the development of the 

program of studies and the accreditation process demonstrated the substantial degree of 

autonomy and cooperation exercised between the lecturers. The nature of these relationships may 
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stem from long-established social norms of cooperation and seeking social harmony (Geertz, 

1962).  

 

Globalization and Language: Influences on Learning and Teaching English at the 

University of Banten 

 

       The explicit understanding and teaching of PAKEM methods, the CBC/KTSP standards, and 

Local Content Curriculum follow, but first, however, it is helpful to understand the implicit 

behaviors and interactions that demonstrate the principles of decentralization, and devolution, 

grounded in the past to present experiences of lecturers and students in learning English and 

learning to teach English. Because this is a case study comprised of individuals; it is necessary to 

understand each lecturer‘s and student‘s unique background, and reasons for studying and 

wanting to teach English, and to understand the changes that have taken place during their past to 

present experiences. It may be expected that global influences strongly impact the lecturers and 

students of the UB FKIP English program due to their interests and experiences in studying and 

teaching English. It may be expected that global influences also impact the lecturers‘ and 

students‘ views toward educational approaches and the decentralization policies examined in this 

study. This section directly addresses the third major research question regarding the ―deeper 

social and cultural and contexts and factors, of global and local sources, which contribute to and 

influence teacher preparation, and which may serve to impede or facilitate the training of English 

teachers‖ (p. 15). As teachers and students described their experiences related to learning and 

teaching approaches to me in interviews, I cross-examined these with my field observations.  

       These descriptions reflect a transition tracing back to the 1994 curriculum, which first 

introduced progressive active learning methods, through the CBC, to the contemporary KTSP 

era. This means transition from more traditional methods, such as Grammar Translation Methods 

(GTM) toward the current emphasis on active learning (PAKEM) instructional methods, 

including greater teacher autonomy and responsibility implementing the national curriculum 

standards across subject areas. First, participants‘ reasons for learning English will be discussed 

and second, reasons for becoming an English teacher and related experiences within the FKIP 

English program are examined. Most of these issues and influences should be regarded as 

―overlapping themes‖ (Emerson, Fretz & Shaw, 1995, pgs. 157-168). 
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Lecturers‘ and Students‘ Reasons for Learning English in Banten, Indonesia 

 

       Lecturers‘ and students‘ reasons for learning English provide us with a foundation for 

interpreting their actions toward becoming teachers and implementing the educational initiatives 

explored in this study. Subthemes for the reasons and motivations to learn English range from 

the global to the local, and include issues of status, culture, aptitude, personal beliefs, family, and 

chance. These terms will be defined in relation to this study as they are addressed in the 

following sub-themes, and can be explained and interpreted in different ways. The first two main 

areas influencing the desire to learn English involve the participants desire to connect with 

individuals and the world within and beyond Indonesia. These are for reasons relating to 

professional life and personal life, and seem to arise from aspirations to grow away from rural 

backgrounds to more urbane ways of life, and from urban lifestyles to more cosmopolitan and 

international perspectives. 

       Status, or ―Professional Advantage‖ is the most prominent reason for learning English. 

Lecturers and students cited multiple dimensions of status obtained, or perceived to be able to be 

obtained, by acquiring proficiency in English. Proficiency in English is viewed by these lecturers 

and students as social capital, cultural capital, and professional capital, as developed in the 

theories of Bourdieu, The Forms of Capital (1986) Fukuyama‘s Social Capital and 

Development: The Coming Agenda, and Coleman and Hoffer‘s (1987) High School and Beyond 

study. English becomes a valuable skill for interacting with friends and professional colleagues, 

within Indonesian society and throughout the world. 

       I asked John ―What does ―globalization‖ mean to you in terms of education?‖ and ―To what 

extent do the concepts and real-life factors of globalization influence your feelings about 

teaching?‖ he replied: 

 

―It means competition, and being more comfortable, more competent, and more open-

minded…the values and dynamics of developing, and to improving the quality of active 

learning… we must use sources like the internet, networking with many people, the 

essentials for heavy media in English language teaching is a rapid process, a fast 

process…also, globalization could mean moving toward universal values…‖  
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       The thoughtfulness and complexity of John‘s response shows how highly informed he is on 

the meaning of language mastery as a tool for interacting in the world today. He refers to both 

competition and cooperation; to both the maintenance of local identities and the possibility of 

convergence of ―universal values.‖ Regarding my subtheme of status, when asked an open-ended 

question about his movement toward becoming an English lecturer, John said ―My background is 

in social science, but I moved toward language progressively…to study at the university level 

because it‘s a privilege…and it is a privilege in the university to be brave enough to say ‗I am an 

English professor‘….you will be brave (proud) to declare that…not all people can master it. 

Also, the ability to speak English is a special, valuable skill… for opportunities to visit the U.S., 

or Amsterdam… I don‘t mean sambong (to boast)…‖ John clearly is expressing his views of 

English and being an English lecturer as a high-status position, and is showing an example the 

common code-switching that I observed among lecturers and students over the course of the 

study. John‘s and other lecturers reference to ―be proud‖ should be interpreted in a positive way, 

as a sense of mastery and accomplishment, agency, and self-determination—qualities conducive 

to the implementation of policy changes (Dye, 2001). The ability to communicate with visiting 

foreigners from all over the world, who frequently speak English as a bridging language, and the 

goal of traveling abroad to other countries, were given as reasons for wanting to learn English. 

Many lecturers have visited other countries, such as John, (the U.S.) Tubagus, (Thailand) Ayu, 

(Australia) Yudi, (Singapore). Most of the students indicated that they would like to travel to 

other countries. 

       In response to my broad question ―Why do students want to learn English, and learn to teach 

English?‖ Yudi responded: 

 

       ―Globalization… competition, someone who can be successful needs the key to             

       communication—English. All nations seem to agree; it is the language of world    

       communication. Even if you go to Africa, Arabic speaking nations…Because of competition      

       at the university level, sometimes with globalization, language becomes a factor that can   

       determine selection, and success…Even English now becomes a part of  

       globalization…within society English becomes a common language, which, like Bahasa  

       Indonesia, allows Indonesians from all parts of the country to communicate in a common  
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       language, English, which can also be used to communicate with Australia, England, the    

       USA, and most of the world… makes us connected to a world-wide network…‖ 

        

       Yudi continued ―I‘m also very involved with research, which makes English very helpful. I 

support my friends and colleagues here in doing research, as the department head should be a 

model…for example, at national and international conferences English is very helpful…almost 

required…‖ I observed Yudi in numerous classes, one of which was English in educational 

research, and also was a fellow speaker at the conferences described here. He is very passionate 

and knowledgeable about research. Thus, as expressed by lecturers and students, English is 

viewed not only as a primary language for communicating with people from all over the world, 

but also for scholarship through reading the many texts and articles that are published in English.  

       As for the reasons for students studying in this FKIP program, Yudi said ―English is more 

promising for future opportunities…Parents want this (for their children)…English belongs to 

mid- and upper- level positions. To continue in Senior High School and College or University 

you need to be able to speak English…‖ These are very pragmatic and compelling reasons for 

students to study English. Many of the texts in the library and in stores are in English, separated 

in different sections. Rizal continued these views:  

 

―People today tend to be more dynamic, and pluralist, and want to develop potential from 

an early age…and use of English from an early age. One of the proofs is the growth of 

short (private tutoring) courses. Why? Global works…we cannot deny there are many 

private courses… at this hotel, he or she speaks English? Either written or spoken? It‘s 

not a matter of like or don‘t like, this is reality. English has become an international 

language— in this free trade era—it becomes one of the commodities—it is valuable— 

everyone sees this. The internet, technology, global development, and the T.V… Maybe 

in 10 years Banten will be more similar to Singapore, as in 2007 they use Malay, English, 

Chinese, but now more English…we can see the growth of English language has been 

amazing, for information, daily communication…‖  

      

       Rizal is contending that, from this point of view, proficiency in English is indispensible for 

being fully connected with visitors and professionals within Indonesia and also with the printed 
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world of business and academia around the world. Many Indonesians who aspire to study and 

teach at institutions of higher education need to be able to read English to access research in their 

fields, in order to conduct their own research. Lecturers and students, and the FKIP program of 

study at UB maintain a strong emphasis on the importance of quantitative and qualitative 

research. 

       Tubagus explained eloquently and in detail his views of English as a global language, and 

summarized: ―The main point is that English can give us a wide access to communicate with 

many people. Not only in a local context like in Bantanese, my native language, for example. But 

in English I can talk with you how ever we are different in many ways in terms of culture, 

ethnicity and so on… many people know English as a lingua franca. For example, in Thailand I 

spoke with people not in Thai or Indonesian but in English, because I don‘t understand Thai.‖ 

Tubagus continued to explain the relationship of English with regional languages and dialects of 

Indonesian, which is further explicated in the Local Content Curriculum section. The main point 

is that diverse-language speaking people within a country can communicate in a common 

language, as with the national language Bahasa Indonesia, English, Arabic or other languages. 

This makes speaking a foreign language valuable even at the local level. 

       The variation of abilities in students, described in terms of urban- rural comparisons and 

contrasts, became apparent from interviews and observations. For example, lecturers and 

students explained that it is far more challenging for students and teachers in rural areas to gain 

proficiency in English due to many factors, such as lower-qualified teachers, less access to 

learning materials, and less exposure to English in daily life. The cities of Tangerang, east of 

Serang, and Cilegon, west of Serang in Banten, are industrial and urbanized. The smaller cities 

of Pandelglang and Rankasbitung are south of Serang, and there are many very small rural 

villages such as Pandalayan. Lecturers and students in the study all expressed differences in 

English usage and in educational opportunities in general between urban and rural areas, citing 

fewer opportunities in rural communities. 

       I asked Tubagus about this: ―Do you have any students who are really good in English?‖ 

 

        Tubagus: ―Well there are many who are very good, but there is one who surprises me,  

        including her pronunciation. I told her ―You speak very well in English—so well I think  

        better than me!‖ and she said ‗I took English courses since junior high school, and all  
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        through senior high school…‘ You know Sani? She‘s one of my greatest students in the  

             Speaking courses…she‘s excellent!‖  

  

       Sani comes from the large city of Tangerang, on the northwest side of Jakarta, and is 

remarkably fluent in English, like many of her classmates. Sani and her classmates‘ views are 

explored in later sections. The urban-rural differences in students seem related to the research 

about urban-rural differences in teacher quality and responses to decentralization policies. 

Lecturers like Tubagus and Yudi are both from smaller towns yet became fluent in English and 

excellent English teachers, but the general idea that rural schools face greater challenges for 

quality teaching, resources and in adapting to decentralization is supported by Bjork‘s and 

other‘s research on the implementation of decentralization in education (Anen, 1992; Azmi, 

1986; Behrman, Deolalikar & Soon, 2002, Chieuw & Mandolang, 1992; Devas, 1997; Guevara, 

2002; Jalal, 2006; Kemmerer, Nielson & Lynch, 1990; Purwadi & Muljoatmodjo, 2000; Tatto, 

1999; Teo, 2007, Usman, 2005).  

       Enong reiterated English as a source of personal and professional status: ―I think there are 

three factors, one, to be able to communicate in English— to earn more money… if they can 

pass the Civil Service test. Or be a teacher in a private course…there is a demand. And two, to 

communicate in English they have prestige, like if one of my students talked with you in 

English…if you can speak in English I‘ll have prestige in front of students… and three it is 

useful for life to have another ability to be able to talk to foreigners…another value in our 

life…do you know ―Bule?‖ That‘s foreigner, like you!‖ Enong‘s response shows both her views 

of the professional and cultural ―prestige,‖ or cache‘ associated with fluency in English, and in 

an instance of code-switching, was inquiring about my progress in Indonesian. I told her I had 

learned the word ―Boo-lay,‖ as a Caucasian visitor to Indonesia, and that the term is not 

necessarily derogatory. 

       Enong also pointed out the variation in students‘ English abilities based on their rural-urban 

backgrounds. She said: ―Some students who are from Tangerang, Serang, Cilegon, and may have 

joined with LIA or EF…their writing is better…more like intermediate or advanced, compared 

with some students from the villages whose skills might be more ―beginner‖ level…this could 

relate to teachers and curriculum, and too less resources…Like in the non-regular classes, if 

more students come from the village, like near Rangkasbitung or Pandeglang…‖ 
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       The challenge of basic pronunciation and fluent communication and expression was very 

important for all of the lecturers. Tubagus: ―Most of our students have very good basic English, 

but we work toward building vocabulary, and structure… so they can talk but a main problem is 

pronunciation. I try to help by using very clear pronunciation myself, and by having them watch 

movies and engage in a lot of practice in the classroom…‖ Tubagus continued ―I teach them that 

pronunciation is important because it affects the process and meaning in communication; ―A‖ 

could actually mean ―B,‖ and with mispronunciation the listener could think ―D…‖ (This 

subtheme is resumed in the next section on Active Learning Methods).  

       Students were very sociable and really liked to chat with each other in classes. This was 

highly noticeable, consistently, and the lecturers demonstrated strategies for channeling this 

characteristic in a productive way. Code switching back and forth, or using the first language of 

Indonesian, especially when lecturers were trying to clarify instructions for an activity or explain 

a point or concept, was very common. However, lecturers were consistently asking students to 

try to use English only. Also, some students were shy to respond to the lecturer in English, and 

students who were more proficient in English were most likely to be more vocal in class. 

Lecturers and students consistently showed respectful and supportive attitudes toward one 

another, and this group-centered social dynamic has been described as ―Asian 

communitarianism‖ in the work of Tan & Ng (2007).  

       In addition to more practical reasons related to working and academic opportunities 

responses also related to a natural aptitude for learning English, and a natural curiosity and 

predilection for learning English. The ―natural curiosity‖ about English seemed to be due to 

cultural factors such as family, films and television, music, advertising, and began at an early age 

for many of the study participants. Some participants explained that they were the ―Best in the 

class‖ from early age; others that they did not initially feel a strong aptitude but that it developed 

gradually. Some were also very good in Bahasa Indonesia class and loved language. 

       Shafira explained: ―I like to study English since I was in Junior High because it‘s an 

interesting subject, but of course not all the students like it. Why is it interesting? I had a diary 

book at that time, and I wrote my diary in English…So that I was proud that just anybody can‘t 

read it.‖ The sense of accomplishment Shafira conveys is one of the rewards of learning in 

general, and it is gratifying and exciting to be able to communicate in a second language. 

Regarding her views of the students‘ reasons for why students study English, Shafira said:   
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―…Besides they really like to study English. The students think it‘s cool to study 

English…I think, having English also we are considered that we are great, because some 

people still assume that English is something difficult to study. In English, we should 

remember complicated grammar and the words which have differences between the way 

it‘s written and the way it‘s pronounced. It is completely different with Bahasa Indonesia, 

Javanese and Sundanese spelling. They are easy to read and people are used to use that.‖ 

 

       It is unclear why students think it ―cool‖ to be able to study English, but perhaps it is due to 

English in western and Indonesian popular culture. Many Indonesian celebrities, for example, are 

able to speak some English. Regarding the subtheme ―past education and experience with 

learning English and English teachers‖ Shafira explained ―About the teacher requirement, 

because it is a small village (her village) whoever who wants to apply as a teacher there will be 

accepted, no matter if they lack of abilities or not…‖ She experienced being taught by non-

English background teachers; for example her English teachers in junior high school were a 

biology teacher, art teacher, and social science teacher. So it made her at first dislike English, but 

when she went to senior high school, she got a ―very great English teacher‖ who at that time 

inspired her to be an English teacher too. She described her as the greatest teacher she has ever 

had. Member‘s meanings (i.e.; participants; Emerson, Fretz & Shaw, 1995) and recollections of 

weaker and stronger English teachers showed these experiences exerted significant influence on 

their learning and current views about teaching English and teaching in general, and about which 

approaches work best. These experiences also influence participants‘ attitudes and actions 

toward the decentralization policies explored in this study. 

       Beyond professional and academic advancement, proficiency in English seems to become a 

form of cultural capital and status in terms of understanding and enjoying entertainment, such as 

music, movies, television, news, and the internet, and also influenced lecturers‘ and students‘ 

reasons for learning English. American television shows like ―Friends,‖ ―The Simpsons‖ and 

―American Idol‖ are broadcast on English-speaking channels, and are commonly watched—

especially by students studying English. American movies, like ―Titanic,‖ ―Harry Potter,‖  

―Twilight‖ and ―Avatar‖ for example, are also popular in Indonesia, just as in much of the world. 

Kila and I talked about movies she likes:  
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Mike: ―Besides education and business, popular entertainment also uses English very much. 

Do you agree with me?‖                                                                                                                                          

Kila: ―Yes, I do. I also encourage my students to learn how they speak English by watching 

and listening to T.V. and movies, and reading novels…‖                                                                                                            

       Mike: ―What movies do you like?‖                                                                                                          

       Kila: ―I like romantic comedies…Oh, I saw a good movie with Drew Barrymore and Hugh  

       Grant.‖                                                                                                                                           

       Mike: ―Oh, I just saw that… it was ‗Music and Lyrics.‘ That was really funny.‖ 

 

       Yudi described a teacher he had who liked to sing ―The End of the World‖ (Arthur Kent & 

Sylvia Dee, 1962; popularized by Skeeter Davis). Yudi described: ―Our teacher would sing ―It‘s 

the End of the World,‖ but my teacher wants to but could not sing well….‖ Later in the spring, at 

the ESA Carnival, Yudi sang a delightful rendition of this song, from memory, and we all 

enjoyed it very much. Working with students and lecturers we translated ―Yesterday‖ by the 

Beatles, and I frequently played this song and others at extracurricular events. I also played and 

sang ―Never My Love‖ as a 50th anniversary gift for my parents at the ESA Carnival with 

accompaniment from students on keyboard and guitar, and the students cheered excitedly. We 

videotaped it and sent it to my parents to play at their party in April, 2009. The influence of 

American popular culture is very evident everywhere in Serang and Banten, from images of 

Mickey Mouse, the Rolling Stones tongue logo, and support of American president Barack 

Obama. A student in the English Debate Club was reading President Obama‘s biography at a 

club meeting I attended, and students and lecturers expressed strong concerns about the financial 

crisis of 2008 and recession in the U.S. A song in English by Michael Heart, ―We Will Not Go 

Down,‖ a humanitarian support for Palestinian victims in the Gaza War, was very popular in 

Banten at the time. Everyone I met on the day Michael Jackson passed away asked me about it 

and offered consolations to me.  

       One final area in which English is utilized extensively is on the internet; for research, news 

and entertainment, and on social networking sites such as Facebook. I am ―friends‖ with all nine 

lecturers and over 40 students from the university on Facebook, and we utilized this convenient 

medium for exchanging ideas and doing member checks during the writing of this report. 
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English is also used at the local level in Serang and parts of Banten, particularly the city of 

Cilegon, which has many international corporations. Indonesians communicate with foreigners 

from nearby Asian countries and around the world in English, and use English as a common 

language in order to learn these foreign languages and for foreigners to learn Indonesian. 

Another practical local motivation for learning English is commercially, for reading and 

understanding English print on products. Again, this is more common in highly and medium-

urbanized cities, and English is much less used in rural areas, and virtually non-existent in 

remote areas.     

       For the lecturers and students at UB, the global influence of English is not perceived as a 

threat, but as an opportunity. They view fluency in English as a source of empowerment, 

personal agency, and a contribution to individual and national development. This also seems 

facilitated by their youth, and the fact that they have come of age during the era of 

decentralization. They may lack a sense of cynicism of older, veteran teachers, who have 

experienced decades of educational policy changes which could have been perceived as 

ineffectually political, and possess of sense of solidarity of purpose in their teaching and 

implementation of current reforms.  

 

 Being and Becoming an English Teacher in Banten, Indonesia 

 

       Lecturers‘ and students‘ reasons for learning to teach English also ranged across a spectrum 

between more frequently cited reasons and related experiences to uniquely individual ones. For 

some lecturers and students, they wanted to be a teacher first and thought English was a more 

interesting, and possibly easier subject to teach, than the others. Even more lecturers and students 

explained in interviews and showed by their actions that they enjoy language, and the 

satisfaction of being able to communicate in English. These affinities are for reading and a desire 

to write stories, poems and song lyrics, and an interest in arguing over current issues and debate. 

       Enong, who attended Lampung University, as many of the lecturers, explained how teaching 

became a natural and practical direction to pursue for her degree. When she graduated from 

senior high school, she explainsed ―I had a good score on the PMKA (an alternative exam)  not 

the National Test or UMPTM, and I wanted to join with the FISIP for Social Science and 

Political Science, but for my mother she wanted me to teach, like in the FKIP program…and this 
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is a good option for a woman… I can help my husband to fulfill our needs…‖  In some cases, 

lecturers had studied Indonesian literature and branched into English literature, or had studied 

linguistics and translation, and then became teachers by chance. As mentioned in her 

biographical portrait, Kila began teaching at a junior high school in Serang by chance after 

returning home after graduation because a friend recommended her to the principal to fill a 

position that came open suddenly when a teacher became ill. 

       As mentioned above, professionalism, academic culture, and resources like textbooks and 

the Internet all influenced the teaching of English. Shafira stated: ―Students will respect the 

teachers who try to continue their education to the higher level, for example from S1 degree into 

S2 degree and so on. Not only for the teachers of junior and senior high school, but also for 

elementary school teachers.‖ As noted in the biographical portraits, all lecturers are currently 

pursuing or interested in pursuing higher degrees. Shafira continued ―Now, students know how 

to know and find knowledge outside class, not only from books but also from internet. If the 

teachers don‘t know what the students know, the teacher will be left behind. We are the teachers, 

and also as models, so we should know everything.‖ Shafira‘s views were shared by her 

colleagues, all conscientious about continuing their own studies and professional development, 

and always working to improve their own abilities in English. Contrarily, the teachers in Bjork‘s 

study (2003, 2005) did not demonstrate the same enthusiasm for professional development. 

Another strong point Shafira makes relates to dramatic changes between technology and 

Indonesian society. Most of the students at UB have cell phones and access to the internet. 

Communications and inquisitiveness to find what they need to know online are newly-emerging 

traits of Indonesia‘s next generation of teachers. As mentioned, lecturers and students directed 

me to the MONE website and other websites with information and blogs about education 

policies. 

       On professionalism and collaboration as English teachers, Shafira explained ―English is 

learned and used in around the world, even if we don‘t go there, but we experience as if we step 

in that place…. Having English, the world is in our hands. That‘s what I can say about English. 

There are so many English texts everywhere, so that we need to understand it....We can then add 

our knowledge to share with the students…..it affects also in the teaching-learning process…..in 

Indonesia, especially in Banten, we have MGMP (Musyawarah Guru Mata Pelajaran; Teacher‘s 

Association). The MGMP is a group of teachers which meets together regularly, and consists of 
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teachers who have the same discipline, for example, MGMP Bahasa Inggris. There, we gather to 

talk about curriculum of English, how to teach material, the teaching learning process…‖ Of 

course as English teachers, these lecturers expectedly displayed enthusiasm for this subject and 

cited positive reasons for learning English. Again, Shafira begins by emphasizing the status and 

value of being an English teacher, and then describes the teaching association in Banten, which 

include public and private elementary and secondary teachers, and how they meet and share 

ideas and resources. These relationships of cooperation and collaboration are supportive of 

effective teaching, and crossover into a theme of ―moonlighting,‖ or working multiple jobs at 

different institutions, which is pervasive. Teaching and tutoring in multiple ways is a very 

common phenomenon in Indonesia, and I have mentioned several lecturers, such as Yudi, Sam, 

and John also assist at Rangkasbitung Teachers College, and many teachers work part time at 

other schools and at tutoring.  

       John reflected ―After I finished my teaching at the junior high level, I came to UB in 2002 

because there are more opportunities to teach at the university level, and post graduate 

opportunities…also, the university students are more mature… I enjoy it and it‘s interesting… of 

course I‘m very happy because when you teach at the higher education level there are more 

opportunities to increase my own education and to study at the post-graduate level. So that‘s my 

first feeling. My second challenge was that teaching at this level is much different than at junior 

or senior level, facing the students is more of high level, so we have to improve ourselves… to 

reach at least the master‘s level degree…‖ 

       As an example of family influences on the choice of becoming a teacher, Ibu Enong had 

described how her mother, a senior high school teacher and counselor wanted the best school for 

her, and she liked the strict rules, regulations, and homework of a Catholic school in Lampung. 

She started learning English in 3rd grade, including the multiple pronunciations of letters in the 

alphabet. The school was expensive as were the textbooks. Enong recalled ―One of the 

regulations in the school was remembering your books…if you didn‘t have them you would have 

to sit in the yard. Can you imagine? They were very strict…‖ These past experiences are 

reflected in Enong‘s high expectations for her students. She continued:  

 

―Unfortunately there were no very inspiring English teachers from this time. With the 

GTM (Grammar Translation Method) method they used tenses, conjugating verbs, 
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prepositional phrases… I wanted to speak English…maybe because of the time, emphasis 

of curriculum on GTM not CBC‘s.  In Lampung they would mostly use the GTM, or 

Grammar Translation Method, and in Jr. High, grades 7-9 they used this approach, 

emphasizing tenses—elements of grammar—even though there is speaking and reading 

classes as well..Teachers explained the meanings of words…‖ 

Mike: ―Was he or she helpful?‖  

Enong: ―Of course Mike. In one day we had 5 subjects- about 20 books, at that time we 

didn‘t have any lockers …Now they have a Mandarin class…In Senior High school. 

From 1999 to 2005 I went to Lampung University—UNILA. When I graduated from 

SHS I had a good score on the PMKA, not the National Test or UMPTM, and I wanted to 

join with the FISIP for Social Science and Political Science, but for my mother she 

wanted me to teach, like in the FKIP program…this is a good option for a woman… I can 

help my husband to fulfill our needs… 

 

       Enong‘s mother seemed to exert a very strong influence on her becoming a teacher, and her 

own schooling experiences, like those of all of the lecturers, reflect a deep understanding of the 

approaches their own teachers were using and the transitions from traditional to more 

communicative, active learning methods that are encouraged in decentralization policies. When I 

asked why she became an English teacher, Enong responded:  

 

―Why teach English? I have no idea, Mike… I had the best score… the best score I ever 

had was a 10! In English…this is part of my mother‘s reason, also. The First year for me 

was a nightmare…because I didn‘t really like English. I wanted to be a novelist…in 

Bahasa Indonesia and English…Silly I guess…the second year I joined with another 

university and didn‘t pass the UMPTM… Finally I started to love the good side of ‗my 

mother‘s curse.‘ Mr. Bambang was a graduated from the U.S., specialized in the 

TOEFL…Mr. Ujan had been to school in Australia and he was very good… for 

reading… There were three of my favorite lecturers…the way they explained the material 

was interesting to me…they are humble, Mike…they allow us to join with other…never 

opened the book when they taught us…  two thumbs up…they are the three best…‖ 
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       In addition to the strong influence her mother had on her becoming a teacher, Enong 

mentions, like many of the lecturers, an appreciation for teachers who had training and 

experience overseas. She referred to her mother‘s encouragement to become a teacher as a 

―curse,‖ because in the beginning she did not think she wanted to become a teacher. Again, this 

quote shows the keen interest in global awareness and another dimension of global influence on 

her views toward education and teaching. 

       Ayu was also inspired to study English and become an English teacher by her own schooling 

experiences, beginning in English classes in junior high school and senior high school, but not, 

she pointed out, in elementary school. She explained: ―The only one teacher who inspired me 

very much when I was in junior high school at the third class in 1996, was Ibu Titi… she now  

lives in the Philippines with her husband. She was great…. the way she was organized and she 

inspired me to be an English teacher. And also when I was in senior high school, I found a good 

English teacher, she is Ibu Yuli. Ibu Titi and Ibu Yuli used active learning in their classes such as 

peers‘ discussion… Ibu Titi she would use group discussion and presentations…getting students 

to speak in English…not all of the teachers were good though…‖ Ayu‘s experiences in school, 

like those of her colleagues, gave her an early understanding of different teaching methods, and 

prepared her to fully understand current decentralization of education policies investigated in this 

study. 

       Ayu described how her past experiences lead her through her teacher training program and 

to her present approach to teaching at UB:  ―When I was in college, my professor asked us to do 

the discussions or presentations in class. I have taught here in UB for one semester, and I have 

taught in a private university as a general English teacher before this. Then I moved to another 

private university to teach speaking class in Semarang. I didn‘t have any teaching experience in 

senior high school but I had teaching experience in elementary school at fourth, fifth and sixth 

grades. I had to explore to make students interested in learning English. I have to sing a lot and 

told stories to get the students attention.  Ayu continued to explain how her memories of 

influence here to use group discussion and presentations, and ―just getting students to speak in 

English‖ in her classes at UB. In the Cross-Cultural Understanding class I visited, Ayu and her 

students were discussing cultural adaptation acculturation and assimilation, and the importance 

of tolerance and understanding of people from different cultures and viewpoints, all in English. 
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This course itself is yet another example of global influence on the students‘ preparation in the 

teacher training program.  

       In our interview about his background interest and experience with learning English, Yudi   

described the changes in teaching and learning that he has witnessed:  

 

―My home village is Rangkasbitung; very few can speak English there… I had English 

class out of school with other students. I learned English more. Also I always came in 

early before class begins…I‘m the youngest in my family. I finished elementary school in 

1986; there was no English in school then… Junior high school was from 1987 to 1989, 

and we had English in school… the first class I wanted to take was English…the teacher 

was never angry because we always had good achievement. For those classes she was 

clever, she would give rewards and punishments. She was very strict and traditional, 

using old-fashioned teaching, like repetition and memorization drills…‖ 

 

       Yudi‘s town is relatively rural, and his recollections support the urban-rural differences in 

not only interest in English, but also in adaptations and responses to decentralization policies. 

These differences in gradual changes over time, and differences from change at the core in 

Jakarta, outward to more urban cities and affluent communities, and further afar to rural villages 

becomes the prevalent answer to trends in responses to decentralization of education reforms. 

The remaining question is more specifically why and how do global, state and local factors 

influence responses to implementation of the CBC-KTSP, PAKEM, and LCC policies?    

 

       Lecturers‘ personal beliefs, particularly Islam, strongly influence how they feel about 

teaching, and are inextricably integrated with the social and cultural contexts of the UB lecturers, 

students and senior high school teachers. The lecturers‘ and students‘ modes of behavior also 

seem to be influenced by cultural norms and customs. For example, although this is a public 

university, every class always begins with the students making the choral greeting ―Assalamua 

Alaikum‖ at the start of the class. The lecturer responds with a greeting, a welcome which 

encourages students to do their best that day, and begins the class. This is the customary way of 

interacting, and though originating in the Arabic language, seems to be a formally secularized 
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greeting to begin class, and is observed by non-Arabic speaking and non-Muslim11 students as 

well. This is also the customary way of beginning class in all of the senior high schools I visited.  

       John described the influence of his beliefs on his teaching: ―As a Muslim to do something in 

one‘s life it‘s in our life for God. If you do good, and teach good, and prepare your students to do 

their best…this is the purpose. Why did they select me? We do something positively…for the 

local community, school, nation, and God… To do your best as a teacher, the principle of ‗Full 

time—On time‘ Monday through Friday, is a must… and don‘t say ―no‖ to students…All the 

while teach better and better, to be wise and to obey…‖ John said he hoped to finish his post-

graduate exams in March, and finish an S2 in Applied Linguistics, and to continue studying by 

2011, and eventually, some day, to make the Haj to Mecca. 

       Enong powerfully expressed her feelings about her faith and teaching. On her view that to 

learn to write students must first read and apply themselves she said: 

 

―After I read through this text I can see my behaviors…strengths and weaknesses…‘I-

kruh‘ and ‗Iqra.‘ ‗Read‘ ‗Baca-lah.‘ There is a commitment to do studies in Islam. ‗Read‘ 

is the first sentence in the holy book. Read Al ba Quran…We have to read… Read many 

books and then sharing what we‘ve read in the sources, and the authors…‖  

      

       On the relationship of learning with globalism and her purpose as a teacher, Enong said:  

 

      ―(Do you mean) Global competition? Of course. This is why we need to know how to be  

        smarter people, and to meet others from around the world to be better men and women.  

 Never ending learning, life-long learning…We have to compete, to give a better 

service… to make tomorrow better than yesterday, as today is a reflection of yesterday… 

As I was saying…In my class we have the agreement…regulations and policy 

requirements. These relate to the KTSP and I ask you (students) to read this book if you 

want to get knowledge…  to know…and since I‘m Muslim I believe everything in the 

Quran is correct, until the end of the world. I haven‘t used the veil, or Jilbab, because this 

is my decision, between me and my God…‖ 

 

                                                 
11 I respectfully note that most Indonesians spell ―Moslem,‖ but I am using a western spelling. 
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       Enong continued ―Being a Muslim is not about the clothes… the requirements…it‘s about a 

promise to my God…If  my friend‘s wearing a veil… when at home they take it off…once 

you‘re wearing a veil so no one can see your face…For me it‘s too perfect. Who is wearing of a 

veil take care of the tongue…(it is a) long process in life and making decisions… some 

students… for me it‘s too perfect. When I decide something…. When we wear the veil we 

cannot wear pant or slacks. We must wear the long skirt or dress—a gown. Not tight t-shirts, 

jeans, small veils, or clothes that show the shape of the body. Wearing a veil in Banten is about 

culture… it is about obligation, not need. In Islam, there is democracy and family, consequences 

and rewards.‖ 

        

       The majority of lecturers and students at UB are Muslim, and this commonality crosses over 

into cultural norms and behaviors as well, contributing to a sense of solidarity in this school 

community.  Enong says she hopes to instill this in her students ―Do this—get this. It‘s about 

balancing earning more money and spending and giving more to charity…God will take from 

you if you don‘t give to someone else…‖ Enong is expressing how her beliefs strongly influence 

her pedagogical views and teaching approaches, relating her beliefs to the discipline and 

responsibility she feels each individual student must assume for their own learning and success 

as a teacher. 

       In addition to their beliefs, the lecturers‘ and students‘ dress and interactions are influenced 

by cultural norms and customs. Generally clothing styles are very similar to western countries, 

and what would be appropriate for a college setting. Male lecturers usually wear slacks and dress 

shirts, and sometimes ties, and on certain special days wear the traditional Indonesian batik 

shirts, often with matching patterns. This is considered for more formal occasions, when the peci 

hat may be worn also. Female lecturers usually wear long skirts and long blouses with long 

sleeves, as in the traditional women‘s kebaya, and jilbab scarves, which do not have veils to 

cover the face. Some jilbabs are worn tightly around the head and neck, and some are looser. 

Together these garments have matching colors and patterns, and in my opinion are quite 

beautiful, and very professional looking. Female students wear skirts and slacks, and their 

clothes are generally more similar to western young women, but more conservative. Most female 

students also wear the jilbab, but some do not.  Male students dress similarly to western college-

age men wearing slacks and jeans and informal shirts. I rarely saw anyone wearing shorts; only 
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males for athletic activities. These styles of dress reinforce the roles of lecturers and students, 

and are generally more conservative than in the U.S. in that more skin is covered by males and 

females, even though it‘s usually very hot. The dress styles also seem to come from and reinforce 

a general sense of order and belonging that is very conducive to teaching and learning, and dress 

is an element of culture that contributes to solidarity among and between groups.  

       In the classrooms, students naturally tended to sit together in groups of females and males, 

either on each side of the class or with females in the front rows and males in the back. This was 

not rigidly adhered to, though; there was flexibility especially for late arrivals who would sit in 

any open desk. This was likely due to friendships among the students, but also seemed to be 

consistently observed because of relationships between females and males, and reminded me of 

the separate places for praying in the masjid. 

       In all the senior high school classrooms I visited the students wore uniforms, with the boys 

in khaki or blue colored slacks and short-sleeve shirts, and the girls in long skirts and blouses. 

Many girls in the high schools wore jilbabs; however some did not. While a majority of citizens 

in Banten and Serang are Muslim, there are many Christian and other faiths and backgrounds, 

including Chinese-Indonesians and people of other mixed ethnicities. Many Christian students 

attend Christian schools, but some attend public schools. 

 

CRITICAL EVENTS: The Millennium Development Goals Conference, Decmeber 22, 2008 

& Rangkasbitung Teachers College, January 11 

 

       I was the keynote speaker at the ―The Face of Education in the Millennium Era: the 

Millenium Development Goals for Education in Indonesia,‖ on Monday, December 22, 2008 in 

the UB auditorium. Pak Tom, who was present throughout the school year and taught a Speaking 

I course at UB, which I observed twice, was the host and moderator of the conference. (I never 

had the opportunity to interview Tom, which is why he is not described in a biographical 

portrait). Many events would take place here during the year, and in addition to the UB faculty 

and students, there were two other guest lecturers and faculty from other colleges present.  The 

topic of the Millenium Development Goals Conference was Indonesia‘s progress toward the 

goals and the relationship of English with the MDG‘s. The faculty and students showed a great 

interest in Indonesia‘s progress toward meeting its MDG goals, reflecting both concern for the 



122 
 

nation‘s relative progress in comparison with Southeast Asian countries and the world, and also 

an interest in the efforts of the national government to achieve its MDG educational goals. The 

reporting of this event is also meant to convey the extensive collaboration between lecturers and 

students and other colleges, elementary and secondary schools. There is a great deal of 

cooperation and working interactions on a consistent basis throughout the school year, especially 

Setia Budhi Teachers College in Rangkasbitung. The interest of lecturers and students from UB 

and other schools in Indonesia‘s progress toward the MDG‘s in education indicates a pride in 

their own nation‘s progress toward educational goals, but also a competitiveness with other 

Southeast Asian nations and the world. I expected these global-state-local aspirations and general 

enthusiasm to learn about the status of education in Indonesia would also influence the 

program‘s responses to current decentralization reforms. While I understand some students may 

have participated in extracurricular events such as this simply because they are required to, the 

attendance of lecturers and students was always impressive, and helped me to really get to know 

many of them very well. 

       Pak Yudi explained ―This Millennium Development Goals program was discussed by HMJ 

and English study program. Why this topic? Because it is important for the public to know about 

this program. It connects with the long-term program of our government, and one of the 

programs is education and literacy, so that why we choose this topic.‖He continued ―Why we 

chose you, because we believe that you are practitioner of education and know about this issue, 

and also we want to know the perspective from an outsider (from America) to enrich our 

knowledge about this program. 

       Ayu told me: ―I think both the pioneer and organizer of the MDG conference was the 

English Students Organization (ESA; HIMA in Indonesian). It's part of one of their annual 

programs. The program is important since we are now facing the globalization era which of 

course, which needs our attention and preparation. The MDG‘s are goals we should seek, 

therefore. You were invited as the speaker for you were a Ph.D. candidate on educational policy, 

right? I think the issue of the MDG‘s would suit your education background.‖ Ayu‘s explanation 

demonstrates the collaboration between lecturers and students at UB on events such as this, and 

clearly represents the influences of global forces, such as the Millennium Development Goals, 

upon education and teacher training practices in Banten. Also, Ayu stated that the English 

Students Organization was largely responsible for initiating this MDG‘s conference. This clearly 



123 
 

shows not only an independent drive for scholarship, but also an interest in global perspectives 

on education and Indonesia‘s standing and progress toward the MDG goals. This may also be 

interpreted not only as hospitality toward me as a visiting teacher and researcher, but of the 

students‘ eagerness to engage the world beyond Indonesia.  

       In the conference lecture, I explained that the MDG‘s consist of eight goals and 21 targets, 

focusing on goals two and three: to reach universal primary education enrollment and to promote 

gender equality and empower women through education by 2015. At the UN General Assembly 

in September 2005, the agenda discussed Indonesia‘s position in terms of its achievement of 

MDG‘s, and the government of Indonesia presented its first Progress Report in a brief, compact 

form. The MDG‘s have become an important reference in the development and implementation 

of policy in Indonesia, from the planning phase as it is stated in the medium-term National 

Development Plan (RPJMN) to its implementation. In spite of the constraints, the government of 

Indonesia has committed to achieve its MDG‘s, including improving the quality of the teaching 

workforce while maintaining high levels of student enrollment. The general conclusion of the 

lecture was that Indonesia is on track to achieve some goals but prospects across provinces are 

very uneven. However, increasing the overall number of S1, certified teachers, specifically 

through educational institutions. (FKIP‘s, IKIP‘s, etc…) such as this one at UB provides a 

foundation for improving teacher quality along with independent professional development, 

research, and language development. 

       I based my presentation upon numerous documents most relevant to the MDG‘s for 

Indonesia, including the Country Programme Action Plan (CPAP) 2006 – 2010 by The 

Government of Indonesia and the United Nations Development Programme (UNDP,) 

a statement by ―H.E. Dr. Susilo Bambang Yudhoyono, President of the Republic of Indonesia At 

the High-level Plenary Meeting of the 60th session of the United Nations General Assembly‖ 

New York, September 16, 2005, and Investing in Indonesia’s Education: Allocation, Equity, and 

Efficiency of Public Expenditures (The World Bank, 2007). This critical event was not only 

informative on the aspects of Indonesia‘s progress toward the Millennium Development Goals, 

but also exemplifies the lecturers and students enthusiasm to engage with the world, and to gain 

perspective into their nation‘s progress toward education goals. These interests clearly show the 

interaction between global influences impact attitudes toward the state and direction of education 

in Indonesia during this era of decentralization reforms. 
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       On January 11, 2009 Yudi, Sam and I traveled to Rangkasbitung Teachers College, about 

two hours drive south of Serang, and conducted the ―Rangkasbitung English Education 

Seminar/Conference.‖ Pak Yudi lectured on research methods in English education, and I was 

keynote speaker on the topic ―Strategies toward Mastery of the English Language.‖ With Pak 

Sam, the Rector, Deans, administration, faculty and students were wonderfully receptive, and 

including visiting students and teachers there were about 400 people in attendance. I concluded 

the seminar by playing and singing ―Yesterday‖ and a few other songs in English, and we stayed 

for half an hour afterword answering questions and taking pictures. The many teachers and 

students really seemed to enjoy the lecture on tips for language learning, and hearing songs in 

English. As with the MDG‘s lecture at UB, the many participants at this event surprised me, and 

although I can‘t say whether many lecturers, teachers and students attended simply because they 

were required to, the participation was excellent and the excitement obvious. The hundreds of 

lecturers and students really seemed passionate about learning, speaking and listening English, 

and this gave me reason to believe their dedication to their own education would be reflected in 

the investigation of responses to contemporary education policy reforms. 

        Two highly relevant insights can be taken from this event: 1.) The serious commitment to 

and excitement about teaching and learning English, and 2.) the strong ties of collaboration and 

cooperation between individual lecturers and between universities, colleges and other 

educational institutions. These two characteristics of individual and group enthusiasm and self-

determined motivation for the study of English, and the natural inclination toward cooperation 

and learning together, are characteristics that can and do contribute to the learning and 

implementation of decentralization of education policies. 

 

Summary 

 

       This discussion of the purpose, benefits and obstacles to learning and teaching English 

provides us with valuable background understanding of our study participants which inform the 

following sections exploring responses to three elements of decentralization of education policy 

for education in Indonesia. The lecturers‘ descriptions of their own school experiences and their 

training and experiences as teachers reflect the transitions and transformation in education policy 
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and practice tracing back to the 1990‘s curriculum and active learning methods, through the 

CBC, to the contemporary CBC-KTSP era. This means transition from more traditional methods 

toward the current emphasis on active learning (PAKEM) instructional methods, including 

greater teacher autonomy and responsibility implementing the national curriculum standards 

across subject areas. First, participants‘ reasons for learning English were discussed, and 

subthemes for the reasons and motivations to learn and teach English range from the global to 

the local, and include issues of status, culture, aptitude, personal beliefs, family, and chance. The 

first two main areas influencing the desire to learn English involve the participants desire to 

connect with individuals and the world within and beyond Indonesia. These are for reasons 

relating to professional life and personal life, and for the case of these English lecturers and 

students, global influences contribute in diverse and important ways to their views of knowing 

and teaching English. 

       The multiple perceptions of status, or ―professional advantage‖ is the most prominent reason 

for learning English, but other reasons such as family influences and cultural reasons were given 

as well. Lecturers and students cited various dimensions of professional, social and cultural 

status obtained by acquiring proficiency in English, and it is viewed as a valuable skill for 

interacting with the family, peers, society and the world.  

       These reasons also are reflected in the biographical portraits from the preceding section, 

which briefly describe their own schooling experiences, some more rural and some in larger 

cities, including Serang. The lecturers all demonstrated self-initiative in wanting to learn English 

and to become teachers, and hold degrees from reputable university teacher training programs. 

Furthermore, the lecturers are relatively young and have attended elementary and secondary 

schools during the decentralization era, and are a part of this newly public university (2001) in 

the newly autonomous Banten province. The lecturers are all adept at using current technologies, 

such as laptops and projectors in the classrooms and lab, and utilize contemporary research and 

textbook materials in their courses. They all also demonstrated a deep commitment to their work 

and to the important role of establishing meaningful and motivational relationships with their 

students. Thus, I expected these lecturers in this English Education program at UB FKIP would 

be an ideal site for exploring responses to educational decentralization in teacher training. 

       In the second half of this section, lecturers‘ reasons for becoming English teachers, 

pedagogical beliefs, and related educational experiences help us to understand the transition in 
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curriculum and instruction for teacher training. Finally, lecturers discussed the likely career 

directions may take after completing the teacher training program. These themes have frequently 

overlapped (Emerson, Fretz & Shaw, 1995, pgs. 157-168) and thus should not be conceived as 

artificially exclusive, they are intertwined in the ongoing dialectic of this FKIP program‘s past to 

present responses to decentralization of education reforms and the preparation of the next 

generation of English teachers. These findings show that the phenomenon of a global-state-local 

dialectic does not reflect a tension between imposed outside influences and efforts to preserve 

local identity, but rather an ongoing interplay between global-state-local attitudes and responses 

in educational practice. 

 

Decentralization and the Paradox of the Continuing Influence of the State on Teaching 

      

       In The Religion of Java (1960) Geertz discusses ―Fate versus Self-Determination‖ (pgs. 148-

161) and ―Conflict and Integration‖ (pgs. 355-386) in traditional Javanese society, and how the 

strong influences of traditional Animist, Buddhist, Hindu and Islamic religions contributed to 

and helped define a rigid hierarchical social structure, inculcating deference to authority into 

social mores. Takdir, or divine determininism, is counterbalanced by the ―Koran‘s command to 

work and to strive‖ (pg. 150). Geertz summarizes ―The result is a view of things in which human 

effort can as a matter of fact really do little or nothing in altering individual destiny, but in which 

it is necessary to work patiently, whether one gets anywhere that way or not, a patient and 

peaceful servant of one‘s divine Master following out the commands He has issued, neither 

complaining nor questioning‖ (pg. 151). These deep-seated beliefs stemming from the abangan, 

prijaji, and santri value systems served to delineate views toward freewill in traditional Javanese 

society. However, modern Indonesian society has changed dramatically since those times, and 

even more dynamically over the past two decades.   

       Later, in discussing ―Conflict and Integration‖ and ―Ideological, Political and Class 

Conflicts‖ Geertz provides a pyramid diagram of the traditional social hierarchy, with 

―government officials‖ at the top, ―clerks, high administrators, and high teachers‖ on the second 

tier and ―petty clerks and lower teachers‖ occupying the third tier. Geertz then observed that 

―The sense that the old barriers are down, that feats of mobility are possible and extremely 
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desirable, appears in many of the Thematic Apperception Test protocols…12‖ These views hold 

deeply embedded implications for modern Javanese society, in that at the time of this study, 

1953-1955, ―young modernists‖ Geertz interviewed were beginning to see opportunities for self-

improvement. These world-views are shared by many Indonesians today, and were reflected in 

the self- and collective-efficacy of the UB lecturers and students, and are further explored in 

chapter five. In the remaining sections of the text Geertz discusses the tensions between 

―Traditionalism and the Inherited Common Culture,‖ ―Nationalism and the Projection of a New 

Common Culture‖ ―Mixed Types and Marginal Groups: Social Structural Factors‖ and 

―Tolerance and Pluralistic Social Integration.‖  

       In ―Culture and Change: The Indonesian Case‖ (1984) Geertz describes how 

―economization,‖ increasing mechanization and industrialization profoundly impacted the 

nation‘s development and traditional ways of life.  In this piece, Geertz argues that as the 

population continued to grow rapidly, agricultural livelihoods and the patterns of life were 

changing dramatically, especially in rural Java. Geertz observed ―The cold winds of the free 

market in commoditised land, labour, and capital are now blowing through the land-short, 

labour-bloated, capital-thin village economy, little hindered by established practice or moral 

constraint, certainly not by fellow-feeling. Growth (about 4 per cent. a year since the mid-sixties 

is being purchased at the expense of equity.‖ Indonesians have continuously experienced and 

responded to dramatic changes since independence in 1945. 

       During a period governance dominated by President Sukarno‘s (1945-1967) autocratic 

―Guided Democracy‖ and President Suharto‘s 31 year dictatorship (1967-1998) in the modern 

era Indonesia was lead by a strong, centrally-ruling national government (Brown, 2003; Ricklef, 

2002)  As reforms during the 1960‘s sought to build a strong national identity, and a sense of 

―unity in diversity,‖ and Bahasa Indonesia as a national language, the ―New Order‖ curriculum 

of 1968 continued these emphases, as ―Pancasila‖ identity.‖  As discussed in chapter two, during 

1970‘s and 1980‘s science and technology became central to curricular reform, influenced by 

instructional design, and in the 1990‘s this was combined with problem-solving, critical thinking, 

and inquiry skills and the beginnings of the decentralization movement (Yulaelawati, 2005). 

Since 1998 four elected presidents, Presidents B.J. Habibie, Abdurrahman Wahid, Megawati 

Sukarnoputri, and currently second-term President Yudhoyono have lead Indonesia through great 

                                                 
12 The ―Thematic Apperception Protocol was a part of the research instrument used by Geertz and his research team. 
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changes. During this time a movement toward decentralization of education was implemented, 

with mixed results for education (Bjork, 2003).  

       The state continues to exert very strong control over the education system in many ways, 

including the improvement of quality through the CBC-KTSP curriculum, assistance with 

implementation of decentralization policies, and teacher certification.  The requirement of 

incorporating PAKEM active learning methods to teach in accordance with the CBC-KTSP 

standards is not necessarily contradictory, yet is ironic, in that teachers are now being compelled 

to assume greater autonomy and creativity in classrooms to improve quality, and are attempting 

to dutifully comply with decentralization reforms required from the central, national ministry of 

education. How MONE seeks to retain control over the quality of education through teacher 

certification and hiring practices, and decentralization policies involving innovation of methods 

for teaching national standards is explored in the teacher training program at the University of 

Banten in the following sections. Themes regarding the extensive knowledge and understanding 

of the CBC-KTSP and PAKEM active learning methods, positive attitudes toward them, and 

cooperation in training future teachers to implement the policies are examined. 

 

State Control over Certification: Civil-Service Teachers 

 

       The issue of teacher certification and being employed as a permanent, civil-service teacher 

versus a contractual teacher is perhaps the strongest influence the state maintains over the 

education system. A civil-service teacher is a civil servant of the state, and must have the 

required academic credentials (now a minimum S1 bachelors degree) and portfolio, and pass a 

civil service exam. Civil-service teachers receive a salary that is higher than contract, or 

temporary teachers, and have greater job security. All lecturers, students and senior high school 

teachers interviewed were familiar with this dimension of teaching in Indonesia, which is 

explained in this section, along with challenges it presents for teachers.  

       Becoming an English teacher may be the most conventional or expected career for these 

lecturers and students, however many alternative careers were suggested, especially by students. 

I learned that many graduates of the program did not find work as teachers, and students in the 

program told me they intended to pursue jobs as civil servants in other areas of government, 

while others mentioned working in tourism, writing, and translating, or anywhere they could find 
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a job if not as teachers. These jobs range from related careers involving the ability to 

communicate in English, including provincial and federal government positions, working in 

many forms of business, from sales, banking or tourism and travel, to media and the arts. The 

reasons for alternatives to teaching are further discussed here, along with the challenges of hiring 

the students with the best teaching abilities in the schools, and not letting them be attracted to 

other fields. 

       Enong continued this theme when asked about career options for students: ―I believe 

students are very clever…they know these are the methods taught… this is my favorite method 

or approach, or techniques… the way I taught them is to give effects to the way…like look in the 

mirror and give on the value or effect to their loves. English is a major language in the world, so 

to be able to read and then discuss in English, in a communicative way…is good…I always 

say—it doesn‘t mean you‘ll be a teacher—it‘s not the only option for you, maybe a writer, 

translator, …business, airlines or transportation, as a tourist guide..‖ The students I interviewed 

frequently expressed these alternative occupations for studying in the English teaching program, 

and attracting the most highly qualified new teachers is a challenge complicated by the structure 

of being a teacher in Indonesia. 

       When asked ―Do popular national values influence your choice of teaching as a career, and 

if so, in what ways?‖ John replied: 

 

―In 2001 or 2002, teachers were not as respected…the government has a commitment to 

improve salaries, and salaries have improved…it is a respected job…the position is 

respected in society… a teacher ―knows everything,‖ others will ask you for ideas… 

Yeah, actually, the objective of our courses at UB especially in English Language 

Teaching program we try to make them qualified to be a candidate for teachers for the 

junior and senior high school levels… so what we try to do is adapt to the dynamics in 

development of curriculum and school development and changes, so we try to guide our 

students to be very familiar with the curriculum and the schools, especially here in 

Serang and Banten…‖ 

Mike: ―Do you think that principals now, in schools, are they looking for new teachers 

that   are dynamic and who are going to promote active learning? Because if the students 

here at UB are being trained in this way, to use small group discussion and to try to make 
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the engagement between teacher and students active… do you think that is going to be 

expected of them when they go out into schools?‖ 

John: ―I think there are two different things…since will be different between state schools  

and private schools. Let‘s say in the state schools the principal of course having state 

teachers or fixed teachers, for those state teachers the principal has the responsibility of 

improving more and more about the quality of those teachers, but if they receive any new 

teachers, let‘s say the graduates from UB I think that will be beneficial for them to use 

the capabilities of our new teachers, since our graduates have fresh approaches and also 

high motivation for teaching they will use these new approaches in teaching…but in the 

private schools they have no fixed teachers and may use more teachers from UB, they 

always need new teachers more and more…this is quite different types of our teachers in 

Indonesia…but the main point is, they may use any kind of teachers, especially new ones, 

with the capacity of teaching with new approaches.‖ 

 

       John is explaining the critical difference between civil-service teachers, which he refers to as 

―state‖ teachers here, and contract, or temporary teachers. Because private schools employ more 

contract teachers, he thinks private schools may be a more viable opportunity for UB FKIP 

graduates. However, the salaries and benefits in these positions are much less than for civil-

service teachers in public schools. This has strong implications for responses to decentralization 

reforms, in that we may assume the younger teachers will be better informed on the CBC-KTSP 

curriculum and PAKEM active learning policies, yet may be more likely to gain jobs in private 

schools. Conjecturally, this may pose a problem for public schools if they are not adequately 

training their veteran civil-service teachers through professional development workshops. 

John and I continued this important conversation about the differences in opportunities for 

graduates to become civil-servant as opposed to contractual teachers. This phenomenon is 

important because it underscores the strong continuing role of the state in improving the quality 

of education and in implementing decentralization reforms. 

   

Mike: ―Do you think principals at the state, or public (we would say in the U.S.) schools 

are seeking out these kinds of young teachers who have been trained in the most 
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contemporary ways, the most progressive methods, or maybe it‘s different from one 

school to another and one principal to another…‖ 

John: ―I think the principals are the same…If they need new teachers I think they may 

find the teachers with these characteristics, but they may find that the candidate of the 

teachers to be appointed as civil government or civil servant so they can use them in the 

schools…but for the private ones I think it would be a big opportunity for our students to 

apply as candidates and to teach in the private schools, because they may not pass a test, 

like a civil servant test, first, to be a teacher, but they may apply and then the school 

needs their contribution in their school… 

Mike: ―Okay, so to be a teacher in a state or public school you have to pass a certification 

exam?‖  

John: ―Yes, and then we have to pass a civil servant test…but another way is if the 

teacher or the principal is seeking for ―additional teacher‖ what we call ―additional 

teacher‖ but it‘s not directly as a civil servant teacher, or state teacher.‖ 

Mike: ―So those additional teachers can be teaching in public schools, but they‘re not 

―fixed;‖ they‘re not permanent…‖ 

John: ―Yes, they‘re not fixed as a civil servant teacher…‖ 

Mike: ―Okay, huh. So, what types of teaching jobs do you think that your students want 

to get the most?‖ 

John: ―Okay, let‘s say talking about the graduates of the English department starting from 

2005…most of our graduates really expect to work as civil servant teachers, but if they 

couldn‘t pass any civil servant teachers test they may teach in a private school or teaching 

in a public school but not as a fixed teacher or as a civil servant teacher…but they really 

want to be a civil government teacher by following passing the civil servant test…‖ 

Mike: ―Why do young graduates want that?‖ 

John:  ―I think this is dealing with the salary, the, what is it? The security.‖ 

Mike: ―Job security? ― 

John: ―Sure, because to be a public, civil servant teacher is more prestigious for them and 

also is more secure about the salary and security.‖ 
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       John described here the options for teacher already in, and newly entering the workforce, 

and it is clear that being a civil service teacher is far more desirable than being a contract teacher. 

Civil service teachers have better salaries and much better job security. As Bjork‘s study 

indicated, this may influence experienced veteran teachers to be less likely to change their 

established ways of teaching, including adapting to decentralization of education policy reforms. 

However, at the school level, strong leadership, teachers‘ intrinsic motivation to improve their 

teaching and instruction, and collaboration can be strong forces for changing ―entrenched 

habits.‖ Newer, younger teachers entering the workforce must work toward gaining civil service 

status, and as this case study shows, already have been trained to teach in context of 

contemporary education policies. We continued to discuss the relationship of graduating students 

from this teacher training program with schools and the job market in Banten: 

 

Mike: ―Okay, we‘ve talked about the courses the students take…okay, one more question 

about when the students are going out getting jobs, you mentioned students (graduating) 

from 2005, do you think that they‘re well prepared, and that they understand the 

competition for jobs?‖ 

John: ―I think from 2005, they are the first generation of graduates from the English 

program of studies, they are the 2001 generation and they graduated in 2005… yeah, I 

think most of our graduates have already been accepted in several public and private 

schools, some of them as civil servants in local government, and also as staff in several 

departments, even if we need to continually improve the quality of our graduates, say the 

graduates of 2006 and 2007, we try to invite any suggestions or advice in order to 

improve this quality by inviting the graduates to have a committee so they can give us 

feedback and suggestions formally, this is what we call the Graduates Association for the 

English Studies Program.‖ 

Mike: ―Okay, and also, the fact that they‘re trained in English, I think you‘ve alluded to 

this, that may also open up other opportunities in working for government, not only 

teaching English, but the fact that they can speak and understand English very well. Do 

you think that‘s helpful?‖ 

John: ―Yes, the best thing they can achieve is to be appointed by the civil government, so 

one of the qualifications is an S1 degree in English Studies if they pass the civil 
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government test and are accepted in both local government and also some of the 

departments in our country (national) government. So yes, one of the tests for civil 

servant positions is related to English competence.‖  

Mike: ―So this is a reason why some students would want to learn English, besides just 

teaching English…‖ 

John: ―They will have the specific capability also to master English, and then they may 

get many beneficial things, let‘s say in business and in a variety of fields, English is very 

useful for them…‖ 

Mike: ―So in government and in private business, in many ways, being able to speak 

English, it may be considered an asset…?‖ 

John: ―Yes. And also possible to work in hotels, and in other areas in which English is 

required…‖ 

 

       Graduates of the UB FKIP English Education program will have options other than public 

school teaching, and these reasons for studying to be English teachers have been presented. 

There are students in the English teaching program who will pursue work in the job market 

outside of schools, including tutoring and translating, and there are graduates of the program who 

are currently teaching in Banten‘s schools. A challenge for the school system is identifying, 

recruiting and retaining highly qualified new teachers from FKIP‘s such as the one at University 

of Banten, and the extent to which this is accomplished impacts the quality of teachers and their 

effectiveness in adapting and responding to educational policy reforms.  

       Enong explained in greater financial detail why teachers strive to attain civil service status 

when teaching in public schools:  

 

―Contract teachers versus civil servant teachers… Contract teacher earns about 900,000 

rupiah in three months, or 300,000 per month, before taxes. 300,000 rupiah is about the 

equivalent of $30.00 in U.S. dollars. Civil servant teacher has to pass the test, makes 

about 1,100,000 to 2,000,000 per month. This is why for some being a teacher is the last 

option…. But if you are a teacher you still have to do your best.‖ 

Mike: ―No wonder everyone wants to be civil servant level teacher.‖ 
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Enong continued: ―In Malaysia it‘s about 5,000.000… but it‘s about the prime service to 

community, to schools, the students don‘t ask about the money. That‘s why there are 

many freelance teachers… There is a balancing act situation between teaching children, 

college students, and mature adults…the English First (EF) programs range from 5 years 

old… and it takes patience, smiling teachers…singing, coloring…etc…to help them 

learn…‖ 

 

       Enong‘s explanation was confirmed by the other lecturers and the many teachers I met over 

the course of the study. Teacher salaries are relatively low in Indonesia and many teachers have 

second jobs, including teaching in multiple schools, tutoring, and working a wide variety of jobs 

to earn their livelihood. When teachers are forced to divide their time, attention and efforts, in 

some cases literally traveling long distances after a regular school day to teach or tutor in other 

schools or privately, it is exhausting for them and impacts their ability to teach in ways they 

might be well-informed and capable of. These conditions directly contribute to the challenges of 

providing high-quality teaching, including effective integration of decentralization policies in 

instruction.  

       When I asked his opinion of the UB FKIP English program of study, and of the overall 

teacher training of the program, Rizal stated: ―What are the strengths and weaknesses of the 

course for student- teachers? One strength is the way it matches with the TOEFL subject, 

enabling learners to understand English…and the TEFL to learn to design concepts of teaching 

English…trying to make autonomous learners, who are prepared to be English teachers…‖ 

―Autonomous learners‖ well trained in contemporary TEFL methods represent the future success 

of implementing decentralization of education policies. Rizal added that some of the weaknesses 

in the teacher training program have to do with the costs for the students, and the availability, or 

scarcity, of materials like textbooks, and the lack of internet availability, for free, for all of the 

students all over the campus. 

       Rizal continued about the possibilities of students attaining teaching jobs after graduating 

from the program: ―Since 2005 was our first graduating class,  it‘s difficult to tell…not all 

become teachers…they find many different jobs…All of these courses teach learners to be more 

competitive…we have Translation, English for Young Learners…and there is more government 

attention to kindergarten and elementary school…and other areas like English for Tourism…but 
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really the UB FKIP English has just been established, so it‘s difficult to tell…Also, the facilities 

of UB could be better…‖ Rizal reiterated the possibilities and options for graduates cited by 

other lecturers and students, and yet all of the lecturers, in their twenties and thirties, are career 

teachers, and encourage the students to be teachers. Many of the students also have a primary 

goal of teaching, but as described, it is a challenging profession to pursue in Indonesia. Rizal‘s 

last comment was frequently expressed by students, as a challenge for their success in the FKIP 

English Education program itself, in that facilities such as campus-wide internet and desk top 

computer availability would be very helpful for the students.  

       The state‘s strong control over teacher certification and hiring practices impacts the entry of 

highly-qualified new teachers into the system, and thus impacts the quality of the teaching 

workforce, and the responses teachers make in adapting to decentralization policies. The issue of 

teacher certification and being employed as a permanent, civil-service teacher versus a 

contractual teacher is a powerful influence the state maintains over the education system, and 

while this may help to regulate, maintain and improve teacher quality, it may impede the state‘s 

own mission for the implementation of CBC-KTSP, PAKEM, and LCC policies. All lecturers, 

students and senior high school teachers interviewed were familiar with this dimension of 

teaching in Indonesia, and the challenges it presents for them as teachers. Alternative careers 

suggested by lecturers and students to teaching discussed here, along with the challenges of 

recruiting and hiring the students with the best English abilities and teaching abilities should be 

considered by the state toward achieving its goals. It seems well-trained graduates would prefer 

the higher salaries, benefits and job security of being a civil-service or ―state‖ teacher, but these 

jobs are scarce and highly competitive.    

       Decentralization of education reforms that encourage greater teacher autonomy and 

creativity, as with the implementation of PAKEM active learning methods to teach in accordance 

with the CBC-KTSP standards reflects the state‘s control of quality of education, yet 

concurrently reflects greater sharing of control and responsibility with teachers and 

administrators at the local level to improve quality of education and to strive towards the shared 

goals of greater student achievement and engagement in the learning process. Next, themes 

regarding the lecturers‘ extensive knowledge and understanding of the CBC-KTSP and PAKEM 

active learning methods, positive attitudes toward them, and cooperation in training future 
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teachers to implement the policies are explored in the teacher training program at the University 

of Banten.  

 

Continuing State Influence: Knowledge and Instruction of the CBC-KTSP Standards 

 

       This section primarily investigates research question two in regards to the CBC-KTSP 

curriculum standards. The CBC-KTSP curriculum establishes national standards for each subject 

area. In the U.S., the ―No Child Left Behind‖ act comes from the national level, and impacts all 

states education policies, but there are, at this time, no mandated national subject area standards. 

Educational standards in the U.S. are currently created at the state level, as with the Sunshine 

State Standards in Florida. The standards of some of the largest states, such as Texas and 

California, influence standards adopted by other like-minded states, and some reasons for this are 

similar to reasons given for the national curriculum standards in Indonesia: to raise the 

educational standards uniformly across the nation and to allow schools, parents and students to 

understand in comparison with benchmarks and by comparison with others to what extent they 

are achieving the standards (Yulaelawati, 2005). Yulaelawati also stated that the CBC curriculum 

standards promote high standards of learning and accountability, as they are represented on the 

national EPTANAS exam (2005). The CBC standards for English courses, as well as other major 

courses, are available on the Depdiknas website as well as in published form at the school level, 

in Indonesian, while CBC standards for LCC are developed at the local level and are not 

represented on the national exam. Just as ―KBK‖ means ―Kompetensi Berbasis Kurikulum‖ the 

acronym ―KTSP‖ (Kurikulum Tingkat Satuan Pendidikan) for Indonesian can be translated as 

―CLUE‖ in English, meaning ―Curriculum of Levels and Units for Education.‖  The KTSP 

guidelines provide greater structure and clarification of standards for the extant CBC standards, 

including methodical suggestions for active learning instruction toward mastery of these 

standards. While this may seem ironic, the purpose is to assist in the effective instruction of the 

standards and simultaneously allow for teacher input in the classroom. Even with educational 

decentralization in Indonesia, the national standards remain; however, the current movement is to 

make the implementation of these standards more effective at the provincial and school levels. 

        First, this section examines the lecturers‘ knowledge and understanding of the CBC-KTSP 

standards and how they are integrated into the teacher training program of the FKIP English 
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program. These standards, which are for teaching in elementary, junior and secondary schools, 

are taught mainly in the Introduction to Education, Curriculum, and Education Management 

courses. Coincidentally, these three courses were taught in Indonesian, so the data collected 

required translation help from students in the classes. The CBC-KTSP standards are mentioned 

in other education courses, and were much less applicable in the study of English courses. 

Finally, data on senior high school teachers shows that the knowledge, understanding and 

incorporation of the standards were strong in the five high schools visited. 

       The CBC and KTSP standards, and movement toward utilizing more active learning 

methods, began in the early nineties. Rizal finished junior high school in 1991, and recalls that at 

that time, ―the philosophy of teaching was focusing on the teacher—memorization for the 

students, words and vocabulary, repetition, drills, the classical approach…by senior high school 

there were some positive changing, all learners had to participate—go to the podium—debate. 

This was at the time of the CBSA, 1992 to 1994. The CBSA curriculum standards preceded the 

CBC standards. Rizal continued ―At Lampung University was a great English professor, 

‗Rosita,‘ a graduate of an American university. She modeled autonomous, dynamic teaching, and 

used to make performances, as in drama, of ―MacBeth,‖ and ―Hamlet,‖ and explaining the 

elements of conflict, climax, and resolution.‖ He explained how these influences on his own 

training showed a transition from traditional methods in his own preparation as a teacher, 

including knowledge and implementation of the newly-developing CBC-KTSP standards. 

       As Rizal understands it, ―the CBC‘s have been in some form as early as 1994, with the 

―CBSA, or Competency Belajar (teaching, or instruction) Standard Actif, which began to 

emphasize active learning and learner-centered classrooms. In 2004-2006 was the beginning of 

CBC integration at UB… This is important, especially the way the CBC relates to course 

materials and the TOEFL… Understanding CBC policies of government application differ… 

Education is about change…Learning is more than transferring knowledge…It‘s a process of 

moving forward… Progress to better achievement…Like UNESCO says, learning to know, to 

be, to do, to live together. The basic concepts, approaches, methodologies, and techniques of 

TOEFL and EFL, are here, but in an Indonesian context…‖ Rizal‘s insights about the purpose 

and function of the CBC standards are well-informed and cogently convey his support for the 

effective implementation of the policies through active learning methods. However, he also 
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expressed skepticism of the overall quality of teachers, and of the general understanding and 

utilization of the CBC-KTSP standards by elementary and secondary school teachers.  

       Rizal explained his position that teachers face additional challenges for integrating the CBC-

KTSP standards with active learning methods in classrooms:  

 

―One problem with  the implementation of the English CBC‘s is that not all teachers have 

been socialized about the CBC‘s—and for a big class of 40 students—the  CBC is only 

recommended for 25 students, to facilitate the CBC for the learning of English is very 

difficult. For example, 90% of students at Kabupaten Tangerang do not have labs at their 

senior high schools (and Tangerang is a very urban district)…Also, for English, many 

teachers in schools need much more training in English in order to teach the standards… 

The CBC is a great influence on teachers…It focuses on the English learners‘ 

competence and potential…It also deals more with the final assessment, and the national 

exam…A problem of the national exam is that it comes from the government, who put 

the scores, they determine the scores, and some schools protested and wanted them to be 

lower…The CBC‘s were then determining of students passing at the school levels… But 

teachers tend to fall back on traditional ways of teaching…It‘s really hard to change the 

paradigms…‖  

 

       Rizal is making several points here. First is the condition of teacher to student ratios, and the 

overall lack in school resources, challenges to any school system‘s implementation of education 

policy goals. Rizal specifically describes how virtually all schools to some extent are lacking 

materials, books, and access to the internet. These fundamental deficiencies in resources, in 

addition to teachers‘ under-preparedness to best incorporate the CBC-KTSP standards in their 

lessons, are obstacles to its implementation in his view. He is also thinking deliberately of the 

relationship of the CBC-KTSP standards for teaching English, as he is an English Teacher 

instructor, and this reflects his understanding and connection with the purpose of this study. 

The choice of the term ―socialized‖ could indicate that Rizal feels there is more required, and 

more at stake, in moving teachers from knowledge and surface understanding (as a minimum,) to 

actually appreciating and changing behaviors in teaching the CBC-KTSP. The term ―socialized‖ 

could also be interpreted as a perpetuation of the state‘s influence on teacher behaviors, and the 
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reluctance or determination of teachers to implement the policy. In saying that he thinks teachers 

may ―tend to fall back on traditional ways of teaching…It‘s really hard to change the 

paradigms…‖ Rizal, who has many years of teaching and teacher training in Banten, is 

expressing a realistic attitude on the whole of teachers willingness and capacity to adjust to 

dynamic changes in educational policy, just as Bjork had concluded in his extensive study in 

Malang, Indonesia (2003, 2005). Rizal continued: 

 

―One big difference is place, even here in Banten, for teacher autonomy. from rural, very 

remote villages to big cities… and there are sociocultural factors…not only for teachers, 

but for students…if it‘s expected for students to be active and dynamic…it‘s teaching but 

also leadership, the headmaster…there are so many factors…Principals ask teachers to 

make lesson plans…to use a form provided and adapted by the National Lesson Plan 

forms, teachers use forms to create plans, and some do consult the CBC…Jakarta-

Province-Kabupaten-Regency…teachers from junior and senior high schools sometimes 

see the guidelines, but there is constant change, like from the CBC to the KTSP…‖  

 

       These responses by Rizal are characteristic of multiple, overlapping themes in ethnographic 

interviewing (Emerson, Fretz & Shaw, 1995, pg. 193). His points resonate with the themes that 

have surfaced in this study: the disparities in quality and responses to decentralization of 

education between urban and rural schools, the basic needs for better resources, qualified 

teachers and school leaders, and the confusion caused by the frequently occurring updates and 

transformations in Indonesian education policies, including the CBC-KTSP standards. There is a 

common joke among teachers and other civil-servants that the policies, or at least (and 

especially) the names of the policies change every time new politicians are elected. This is not so 

unlike many nations, but the Indonesian inclination for acronyms and abbreviations may serve to 

unnecessarily confuse teachers and make them cynical in response to new policies. Another 

underlying problem that is recognized by education officials from MONE to the school level is 

the challenge of moving from an essentially untrained, or under-trained teaching workforce (D2 

or two year degree) that benefits from a guided, scripted system to a workforce with better 

training and a teacher‘s cultural transformation that will think and work autonomously and 
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creatively to implement decentralization policies. This is a challenge on many levels, especially 

economically.  

       The state‘s influence is further represented in the mention of the National Lesson Plan forms 

that teachers use; however, I saw copies of these forms and they are not particularly authoritative 

or prescriptive forms. They are intended to be helpful guidelines to provide structure for teachers 

in linking teaching methods and class activities with educational objectives consistent with the 

CBC-KTSP standards. Finally, Rizal‘s insights, like those of the other lecturers, demonstrate his 

own understanding of the policies, and his thoughtful engagement with their implementation. As 

with the other lecturers, this is a tremendous resource for the education students at UB. 

       John expressed his overall understanding and views of the current reform movement, and a 

very helpful explanation of its development and purpose:  ―The objective is to prepare candidates 

for teaching English in schools, now including elementary schools, who can adapt to 

developments and curriculum policy changes…the CBC is now supplemented by the KTSP 

(CLUE) with specific units of schools… basically the principles are the same…‖  

 

Mike: ―Okay, so about the CBC, these are standards and competencies that the 

(elementary and high school) students should meet, from the national level, and also I‘ve 

learned the CBC‘s are being supplemented with the KTSP, which means something like 

units and levels…‖ 

John: ―It‘s a kind of curriculum, set of standards, broken into units, that deals with 

specific schools, so each school has its focus on specific concentrations, they call KTSP, 

but basically the principles are the same with the CBC, Competence-Based Curriculum, 

but they more emphasize on two aspects, the local content itself and the second aspect is 

the viability of the time that is provided by the school unit. Each school needs to manage 

these. Each school has a focus on specific concentrations…‖  

 

       These two aspects, from John‘s viewpoint, demonstrate his understanding that the addition 

of the KTSP guidelines with the national CBC curriculum is intended to shift some control, 

planning and implementation to the school level, and ultimately to the teachers‘ decisions for 

instruction, but the extent to which this is occurring varies greatly among provinces and schools. 

The purpose is still to teach the standards of the national curriculum while infusing judgments 
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and action at the school level to help the students learn the skills defined in the standards, which 

are measured by national exams, such as the EPTANAS for senior high school graduates. This 

assessment was later confirmed with my visits to the five senior high schools. This excerpt 

continued: 

 

Mike: ―Do these CBC-KTSP apply to all subjects?‖ 

John:  ―Well, mainly for four to five subjects which are having national examinations 

(EPTANAS). Let‘s say there would be language, math, science, and social studies 

areas…‖ 

Mike: ―You‘re demonstrating to me that you‘re very familiar with these CBC‘s and 

KTSP, but I‘m interested to know, for this study, do these concepts and policies in the 

educational system here come up in some courses, in some of these classes (at UB)?‖ 

John: ―Exactly. That‘s what we call education, or faculty subjects (Facultas Keguruan 

Ilmu Pendidikan, FKIP, as opposed to English language courses) that start with 

Introduction to Education, and then Curriculum Development, Education Management, 

and uh, Teachers and Education Ethic Provision, and also they have, uh, Learning 

Planning in Education, that would be really based on the development of English 

Language Teaching, or Learning Planning on Indonesian Language Teaching (reflects 

John‘s position as Secretary of Arts and Letters) or let‘s say Learning Planning on 

Teaching Biology…Actually there are five to seven subjects which are dealing with 

curriculums and education…‖ 

Mike: ―Ok, so it makes sense, of course, that in these curriculum related courses these 

issues of the CBC or KTSP would be discussed…‖ 

John: ―Yes.‖ 

Mike: ―So the students are at least familiar with these ideas so that when they go out in 

schools, they are…not surprised if a principal asks them…‖ 

John: ―Yes, for making preparation in teaching for having actual teaching in the class, 

and also to talk about the curriculum and their lesson plans…‖ 

        

       First, John summarizes the relationship of the CBC-KTSP standards with him and his 

colleagues‘ work in training teachers at the UB FKIP: To prepare new teachers ―Who can adapt 
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to developments and curriculum policy changes.‖ John‘s explains the relationship of the 

standards with ―actual teaching‖ for his students, and the relationship with the standards for 

major subject areas, including English, on the national exam. Next, he explains how the teaching 

about the CBC-KTSP standards, and how they should be utilized in the design of lesson plans 

and instruction, occurs in the ―education, or faculty subjects,‖ as opposed to English Education 

or English Speaking, Writing, or Grammar courses. When John told me specifically which 

courses would include the CBC-KTSP curriculum, I knew that I should visit classes in these 

courses to better understand specifically how the standards are taught. As I would observe the 

transmission of the policy as integrated in classes, I wondered if these students would actually 

move out into the workforce and be able to use the knowledge of the curriculum and 

instructional methods in Banten‘s schools. 

       Shafira explained on both the CBC and Local Content Curriculum: ―In Elementary school, I 

forget the year, English was taught as a Local Content Curriculum. But now, it has become 

compulsory for schools to have English (as a separate subject)... I did a research with Ibu Arsi in 

2006 about the CBC application in schools. Most of the teachers were still confused about how 

to be applying the CBC‘s because it is still new for them. Also, the information about the CBC is 

not clearly explained by the government.‖  Shafira and Arsi are both senior lecturers in the FKIP 

program, and their involvement in research and training about the CBC-KTSP shows active use 

of their knowledge and understanding of the policy. Like Rizal, she also interpreted the question 

to apply for the CBC‘s for English teaching, and explained how English has been included as an 

LCC class in schools.  

       Ibu Ayu, a younger and newer teacher, but excellent instructor in the UB FKIP program, 

also showed a solid understanding of the role of the CBC-KTSP standards in Indonesian schools. 

I visited Ibu Ayu‘s Cross Cultural Understanding and Literature & Poetry classes, and witnessed 

vibrant and engaging teaching and learning, bridging the global with the local. I asked Ayu how, 

if at all, the CBC standards related to those courses. She explained her understanding of the 

integration of the CBC-KTSP standards in courses in the program saying: 

 

―All students in Education faculty have to take Introduction Education courses such as 

Religion and the Pancasila (national principles) courses, and this Cross-Cultural 

Understanding course, but they don‘t get ones like Physics because it belongs to the Math 
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department. Those courses are conducted in Bahasa Indonesia. Especially in the English 

Education department, the CBC‘s are mentioned in the TEFL (Teaching English as 

Foreign Language) course as well, and if I‘m not mistaken when I was one (as a student) 

in Learning Planning on English Language Teaching. This one, TEFL, is usually in 

semester five for the students. All those courses mention about the CBC standards…‖  

        

       So although the courses she taught, Literature & Poetry and Cross-Cultural Understanding, 

did not directly mention the national curriculum standards, Ayu explained how they are 

integrated into the teacher training in the two mentioned classes and also from her own 

recollections of her experience as a student in an FKIP program.  

       As explained, there are CBC-KTSP standards set forth from the national department of 

education for all subjects, including English, which may be found on the Departemen Pendidikan 

Nasional (also called the Miinistry of Education in English) department‘s website 

(depdiknas.go.id). The standards for English, as for all subjects, are in the Indonesian language, 

except for when English is necessary on the English CBC‘s. All of the interviews and classes 

visited at UB in the FKIP English program were conducted in English, except the Introduction to 

Education (Pengantar Pendidikan) course, taught by Ibu Atan, and Education Management 

(Pengalaloan Pendidikan) course taught by Pak Sudarman. These classes were taught entirely in 

Indonesian. Although interviews were conducted in English and there was not the need for a 

translator with the English lecturers, two students translated an interview with Atan, an education 

lecturer who taught Introduction to Education and Curriculum in Indonesian. Examination of the 

course syllabi and observations in these classes confirmed that the CBC-KTSP standards are 

discussed, particularly in relation to learning how to design and construct lesson plans.  

 

Ibu Atan 

 

       Ibu Atan attended elementary, junior and Senior High School 1 in Serang, and received her 

S2 degree from the Education University of Indonesia (Universitas Pendidiken Indonesia; UPI). 

She taught at public and private junior and senior high schools before coming to UB. In addition 

to Introduction to Education and Curriculum, she also teaches Teacher Planning, Study & 

Research Sources, and courses in Early Childhood in the Kindergarten department. She 
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explained, with the help of Ona and Dade as student interpreters, that her teaching approaches 

for any of her classes typically involves a syllabus structured with lecturing in the first and third 

class meetings of a semester, using more class-wide discussion and group work, including group 

projects (July 22, 2009).  Atan explained that ―traditional‖ methods in teaching, such as 

distributing materials and assigning reading, will always be a part of teaching, and that she 

agrees with the developments in the CBC-KTSP and PAKEM active learning methods, and their 

integration with teacher training and teaching in schools. When asked about the relationship of 

the CBC-KTSP standards with teacher training at UB, Atan said ―Yes, absolutely, I understand 

and I agree with the purpose and rationale of the CBC… for them as students and as future 

teachers. With the CBC-KTSP we have competency standards to teach the students and help us 

as teachers to be more effective.‖ Atan added that ―Actually, I think because the CBC-KTSP was 

decided by the government we have to follow the policy for our ways of teaching and try to do 

our best and implement the CBC-KTSP in the most effective way.‖  

       Although Atan, like her fellow lecturers and students at UB, expressed understanding of the 

CBC-KTSP curriculum and how it should be integrated with instruction, and general support of 

the national standards, she also expressed a view that in practice, the curriculum is not well 

understood and implemented by many teachers in Indonesia‘s schools, saying ―I think in reality 

there are still many teachers who really don‘t understand about the CBC-KTSP and that‘s a 

problem which makes the policy very hard to implement in schools. If we know the history of 

the CBC-KTSP I think many teachers don‘t agree about the standards.‖ She reaffirmed her 

position that ―The CBC-KTSP is impacting my teaching (of UB FKIP students) because, since 

2006 the government gets our teachers and schools to use the KTSP policy for teaching the 

standards. I think it‘s very good to have national standards for teachers and students because with 

national standards, we have standards for teachers… It is also useful for teacher competence and 

professionalism, and the students should reach the national standard score to graduate from the 

school. I think there is nothing bad from having national standards.‖  

       When I asked about the relatively new autonomy of Banten as a province, and how this 

impacts her feelings about teaching, she replied: ―Yes, I am really pleased with autonomy 

because we can develop our own educational growth without waiting for the central government, 

but also we should keep attention. With autonomy nowadays Banten starts to grow up, and that 

does provide that UB become a public university, and Tanggerang well know as a ―Kota Pelajar‖ 
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(Student City). Atan shows both an appreciation for national standards, for the reasons given, 

and also an appreciation of greater autonomy and the growth that has occurred in Banten. As 

mentioned, Tanggerang is a large city bordering on the west side of Jakarta, but many students 

come to Serang from there to attend UB. When she says ―…But also we should keep attention, 

this can be interpreted to mean she thinks development of education in Banten should be more 

autonomous, but consistent and supportive of the national government‘s education policies. 

       Atan explained that understanding of the CBC-KTSP standards are primarily discussed in 

the Curriculum course, which includes a unit on lesson planning, and that the standards are 

included in a later chapter in the Introduction to Education course. I was able to visit this course 

five times during the spring of 2009.The textbook titled ―Pengantar Pendidiken 2009,‖ or 

―Introduction to Education‖ begins with chapters addressing the definition and purposes of 

education in Indonesia, philosophical underpinnings of educational approaches, and proceeds 

with the development of the education system, including Formal, Non-formal and In-Formal 

education, and principles for the direction of Indonesian education in the 21st century. 

       The CBC-KTSP curriculum standards are first introduced and explained in these later 

chapters of the course, along with related issues of ―problems of quality‖ (Masalah-masalah yang 

berkenaan dengan relevansi dan mutu pendidiken‖ in chapter eight, the structure and policies of 

the present ―Sistem Pendidiken Nasional,‖ or ―The National Education System‖ in chapter nine 

and the ―Contributions of Education for Development‖ chapter ten. The LCC is not explicitly 

discussed in the textbook at this point as I understood, but Ibu Atan explained that she usually 

includes reference and discussion of these in these later chapters. 

       The second-year cohort ―B‖ or ―2B‖ students Ona and Dade were extremely helpful in the 

investigation of the CBC-KTSP policy instruction at UB. The three of us recorded fieldnotes in 

Ibu Atan‘s and Pak Sudarman‘s courses and met to translate and explain their meanings. They 

both agreed that they were ―very interested in studying English because it‘s ‗cool,‘ ‗identical 

with being smart‘ and a way to ―communicate universally.‘‖ When I asked ―What does CBC 

mean to you, or what can you tell me about it?‖ Dade replied ―You mean what does ―KBK‖ 

mean? Kurriculum Berbasis Competensi.‖ Like many lecturers and students in the study, they 

easily switched between Indonesian and English, for ―KBK‖ means ―CBC‖ in English. Dade 

continued that the KBK are national policy standards set for education and the teacher is to use 

these for ―guiding‖ instruction. Ona said she was not ―sure‖ about the KTSP, but that the words 
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―Tingkat‖ and ―Satuan‖ mean ―levels‖ and ―units‖ of education curriculum. Ona and Dade were 

both in Pak Sudarman‘s Education Management course, and we learned much more about 

current developments in decentralization and management of education.     

 

Pak Sudarman: An Education Professor at the University of Banten 

 

       Dr. Sudarman is a senior professor at UB and holds a doctorate in education. His course, 

Pengololaan Pendidikan, or Education Management, further described developments in the 

Indonesian educational system and policy, with many classes emphasizing the Indonesian school 

system, and educational theory in School-Based Management (Manajmen Berbasis Pendidikan; 

MBP) and Total Quality Management (TQM). It is notable to mention that a later unit in Pak 

Sudarman‘s Education Management course covered ―Class Management: an art to make the 

teaching process more efficient and effective‖ which included dimensions such as ―Human 

Aspects‖ of students, and ―Facility Aspects‖ such as teaching materials and methods,  

―Environment Aspects‖ such as the arrangement and resources in the classroom, and discipline. 

The classes were similarly structured as other courses I visited, with an introduction, panel 

presentations by four or five students, followed by questions and answers by classmates and the 

panel, with facilitation by Pak Sudarman. The final 30 to 45 minutes of the class included 

commentary on the issues raised and lecture that further explained that lessons concepts and 

presented new concepts and objectives for the following week. Not every student spoke in every 

class, but there tended to be certain students who were more outspoken, such as Ona and Dade. 

This class was also conducted entirely in Indonesian language. Observations in Pak Sudarman‘s 

Education Management class, and the translations of notes from this class by students, also 

confirmed that the CBC-KTSP standards are mentioned in relation to the overall structure of the 

national education system, and efforts for decentralization concurrently with the improvement of 

quality of education, especially related to ―School-based Management‖ and ―Total Quality 

Management.‖ 

       Pak Sudarman, who had contributed two chapters in the UB-published book ―Pendidikan 

Dengan Semangat Otonomi Daerah,‖ or ―Education in a Newly Autonomous Region,‖ in which 

Rizal had written a chapter on English education in Banten, used extensive diagrams to illustrate 

concepts for the students. The overview of the course presented three columns of 
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―Conventional,‖ ―School-based Management‖ (SBM) and ―Total Quality Management,‖ (TQM) 

along with characteristics of each. ―Conventional‖ included ―focus on quantity,‖ ―centralistic 

rules,‖ ―low participation,‖ and ―difficult bureaucracy‖ which seemed to represent the traditional 

structure of Indonesia‘s education system. ―School-based Management,‖ with a ―bottom-up 

focus on the production process,‖ and ―high participation‖ represented the principles of 

decentralization reforms, and ―Total Quality Management‖ or ―Manajamen Penitgkatan Mutu‖ 

(MPMBS) literally means ―management of increasing quality.‖ The principles of TQM also 

included ―satisfying the customer,‖ ―autonomy and no interference,‖ ―task distribution,‖ ―team 

work‖ and ―focus on process.‖ The functions of schools in society were related to these 

relationships of SBM and TQM and explained in great detail during the lecture. This data is 

directly taken from Dade‘s field notes. Because I was present in all of these classes and taking 

my own notes I was able to understand the lecture and following class discussion. Pak Sudarman 

was very welcoming of my visits and occasionally asked me if I understood, to which I would 

smile and nod my head ―Yes.‖ The discussion and assignment that followed focused on relating 

the purposes of education and administrative, psychological and economic functions of schools 

in society with these management approaches. The classes that followed explored the three major 

approaches in greater detail, with comprehensive hand-outs for the students, lectures and 

diagrams on the chalk boards, and small-group and class discussions. Later in the course the 

students did group presentations related to the course content. Pak Sudarman seemed to advocate 

a combination of SBM and TQM for improving the quality of schooling in Indonesia. He used a 

fish-bone diagram to explain how interrelated factors impact the knowledge of faculty and 

administrators in pursuit of the intended ―effect,‖ higher quality education. He recommended a 

continuous cycle of ―Plan, Do, Check, Action,‖ including the ―gathering and use of statistical 

data, repeatedly, to test‖ the progress of schooling efforts while maintaining a strong sense of 

―teacher empoweredness, relationships with the customers (students and families) and promotion 

of unity.‖ Again, these quotations are taken from Ona‘s, Dade‘s and my own notes from the class 

and the handouts. 

       In class on May 27, 2009 describing the relationship of decentralization policies with the 

CBC-KTSP standards, Dr. Sudarman drew a triangle with ―Quality‖ at the top, ―Evaluation,‖ on 

the lower left, and ―Accreditation‖ on the lower right. Arrows were then drawn from quality 

down to evaluation, over to accreditation on the right, and back up from accreditation to quality. 
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The CBC-KTSP standards (quality) and the national EPTANAS exam that assess progress 

toward the standards (evaluation) result in the government‘s assessment of school quality 

(accreditation.) All three are considered at national, provincial, city and school levels. In the 

center of the triangle, with rays extending outward to the three corners, Sudarman drew a circle 

and wrote the word ―Autonomy.‖ Ona and Dade later explained to me that this diagram was 

intended to show that greater autonomy at the district and school levels impacts all dimensions of 

the education process, giving more control at the local level to schools and teachers within the 

framework of the national system. The purpose of empowerment at the local level is to improve 

management and accountability of schools over quality, in order to satisfy the customers: 

students, their families, and communities. Whether greater autonomy from within this diagram 

(or from the local level) is being exerted outward to impact measurement of quality through 

standards, evaluation, and accreditation, or merely constrained and largely ineffectual is part of 

the central questions of this study. Thus far, the answer is that it varies depending on where and 

how closely one looks. 

       Sudarman continued to explain how decisions about the ―PN‖ or Pendidikan Nasional 

(National Education) policies are ―constantly in a process of change in order to provide better 

education for all people.‖ The intentions of dramatic changes in education over the past ten to 

fifteen years have quite plausibly been to improve Indonesia‘s schools, yet have undoubtedly 

caused confusion and problems for teachers and administrators trying to implement these 

changes. Sudarman then stated that the ―process of analysis of policy should be done by many 

people, and multidisciplinary,‖ and described a six-step problem-solving process. He concluded 

that the students should also consider that the education system is founded in laws beginning 

with the Undang Undang, (Constitution,) Peraturan Pemerinta (Government rules,) Peraturan 

Daerah (Regional rules,) that have been thus established. These classes of Dr. Sudarman 

connected the broad governance of Indonesian education from the national level with widely-

recognized approaches to decentralized management through a combination of School-based 

Management and Total Quality Management, and the CBC-KTSP standards‘ role in the system 

and processes. Finally, in a class discussion of ―Factors of Quality in Education,‖ six factors 

identified as contributing to ―quality‖ were 1) guru, or teachers, 2) kurikulum, or curriculum 3) 

manajemen, or management 4) sarana, or facilities, 5) biaya, or school costs, and 6) perserta 

didik, or students. The most important of these factors for quality is teachers, which are also the 
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most costly part, Sudarman continued. In response to a question from a student, Dr. Sudarman 

agreed that, of course, all of the factors could be improved with more money.   

     

Ibu Aiyda and Pak Kato, English Teachers at Serang Senior High Schools 1 & 2 

 

       Ibu Aiyda was an English teacher at Senior High School 1 and a graduate two years earlier 

from the UB FKIP English Education program. She said that she thought the UB FKIP English 

program was an excellent teacher training experience for her, because ―At that time both the 

English program and the university were new, and the lecturers were very great professional 

educators, and had very many experiences to share. I really liked studying at UB. I liked Ibu 

Shafira‘s classes, and I got very good grades. I liked songs and movies in English, and dance and 

theatre. I want to meet ‗Hanson‘ and speak to them in English! Do you know ‗Mmm Bop?‘‖ I 

said ―Of course,‖ and we laughed. Aiyda was in her mid-twenties, had an ebullient demeanor, 

and was excellent in speaking English. She also had attended this SMA 1 for senior high school. 

I discovered after visiting her classes she also had a highly competent understanding of English 

grammar and the logical sequencing of sentences in narrative composition, as was demonstrated 

in a lesson that featured many of the PAKEM characteristics. Ibu Aiyda‘s lesson plans for the 

classes I observed were detailed, organized, and engaging. I asked Aiyda about the development 

of the curriculum for the English courses, and she explained: 

 

―There two senior English teachers who work together with the MGMP school 

curriculum committee, which is like an association of teachers for each subject area, and 

they follow the CBC-KTSP curriculum to determine the syllabus for each grade level.  

We apply and develop in lessons plans that we make for each class based on the syllabus, 

which is based on the standards from the two senior English teachers on the curriculum 

team.‖ 

 

       I replied ―Sama sadja untuk U.S., dan dunia;‖ that this process seemed very similar to our 

curriculum development and instruction in the U.S. Aiyda further elaborated that she knew 

―KTSP‖ stands for ―Kurikulum Tengkat Satuan Pendidikan,‖ and thought the purpose of the 

KTSP is:  
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―So that students can enjoy the subjects more, and be more active… So they can develop 

themselves in skills and knowledge spontaneously, and fluently. The lesson plans and 

activities are different for different skills. It depends, if you want to teach Speaking, we 

have conversational role-play and dialogue. In general, I try to ask students to speak 

English as much as they can, even simple words like ‗Hello.‘ In Grammar or studying 

text, or how they can read and understand the text, for example, we use description, 

giving instructions, and procedural text, like the process of how to follow steps… Or we 

use narrative text, like telling a story. First they can tell a story in their own words, and 

we use drama to help encourage students with expression, and stresses, like ‗happy‘ or 

‗sad.‘ It‘s based on the concepts and skills we want them to learn. You know about the 

debate team—we use debate in the classroom, too. They work in teams and do ‗pros‘ and 

‗cons‘ and deliver it to the class…Sometimes I want to make new creations and games‖ 

 

       Aiyda‘s relating of the curriculum standards to the syllabi, lesson plans and instruction is 

similar to the views of the lecturers at UB, in that ultimately in the classroom the standards, 

objectives, concepts and skills influence the types of activities the teacher uses to engage the 

students with the material. In one class I visited, the students took on the assignment like a game 

and frantically worked in groups to decipher the correct order of phrases into proper, 

comprehensible sentences. I noticed that overall, more students in the high schools were not as 

proficient in English as those in the UB FKIP English program, but their enthusiasm and 

strongly-positive attitudes toward their school work was the same. I did meet some students, 

especially three students at SMA 1, who were on the high school‘s English debate team, and who 

were very fluent in English. I accompanied these students, along with their coach, Sani, to a 

province-wide English competition held at SMA 1 Tangerrang, and the students excelled in the 

English debate competition. In Ibu Aiyda‘s classes, as with teachers at the other senior high 

schools, the English teachers were very fluent in English and demonstrated the understanding 

and implementation of the CBC-KTSP curriculum standards in their lessons. 

       Pak Kato is an English teacher at SMA 2 who also teaches ―English Conversation‖ as an 

LCC course. He first studied English in the sixth grade in Lampung, mainly reading Indonesian 

stories in English. He told me ―I was fond of English because I was the best student; the first 
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rank in English through 7th, 8th and 9th grades. My teacher in junior high school was very good, 

and I helped him. He was active, always in class, diligent, creative and energetic.‖ Kato 

described how these influences in learning and teaching English continue to inspire him to do his 

best to teach his students. Kato graduated from the University of Lampung in 1991 and knows 

John, Rizal and Yudi from UB. He taught English at a senior high school in Lampung for five 

years and has taught senior high school in Banten since 1996. When I asked about his knowledge 

and understanding of the current CBC-KTSP curriculum standards, Kato responded:  

 

―The essence of the content is the same, but the names change. It was the TKI, then KBK  

(CBC). The names are different but the essence is the same. I think that for teaching the 

KBK different skills require different teaching methods. Like if we teach reading, we 

may use expository, explaining, and then add question and answer and discussion. The 

Cara Belajar Siswa Actif (CARA; Way of Teaching for Active Students) was added over 

the past years from DINAS or MONE. Of course, with the methods the textbooks are still 

very important to the structure of the class. The students must comprehend and discuss 

themselves, but the side effect of the CBSA (PAKEM) in teaching the CBC-KTSP can be 

the teacher being active enough… the opposite. But for the responsible teacher, a good 

teacher needs to introduce and conclude.‖ 

 

       Kato naturally expanded upon his understanding of the national standards by discussing their 

relationship with the earlier CARA active learning methods which are now represented as 

PAKEM methods for implementing the CBC-KTSP standards. He further elaborated his views 

about how student-centered instruction does not necessarily diminish the role of the teacher, but 

changes it to that of a facilitator of learning. He added that in his experiences ―students study 

English ceremoniously, but not seriously, so they seem okay, but their achievement is lower‖ 

than what might be expected. I interpret Kato‘s use of the word ―ceremoniously‖ to mean that he 

thinks the students study sufficiently to meet the teacher‘s expectations, and to pass the class. He 

said that in his opinion, the previous English teachers of the students have a very strong impact 

on their learning. For example, he said the students he has taught who were taught by Ibu Ica, the 

sister of Shafira from UB, seemed to be ―very good‖ and ―more enthusiastic‖ about learning 

English. I visited Ibu Ica‘s classes several times and she was very fluent in English and, like 
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Kato, demonstrated understandings of the integration of CBC-KTSP standards with active 

learning methods in the English classes I observed and participated in at SMA 2. This reaffirms 

my assertion that elements of understanding English, the CBC-KTSP standards, and PAKEM 

teaching methods are not mutually exclusive, but rather are overlapping in lesson planning and 

teaching of the subject. Global and national influences impact the process for teachers and 

students, while local factors such as the students‘ exposure to English at home and in daily life 

influence the process as well. These global-national-local influences all seemed to be related to 

the urban versus local backgrounds of the schools, teachers and students as well.  

 

Summary 

 

       The primary purpose of this section was to learn more about and from English Education 

lecturers and students about the knowledge and integration of CBC-KTSP standards in the 

teacher training instruction. Lecturers and students are very well-informed about the historical 

and structural development of the CBC-KTSP, and instruct the students about the standards in 

the specific courses discussed above. University FKIP teacher training programs that show a 

proactive conviction to incorporating and modeling the elements of decentralization policies are 

be a great resource for the education system as a whole; however, whether well-qualified 

graduates will be able to join the teaching workforce in the mass numbers required to meet the 

needs of Indonesia‘s millions of children will not be easily realized. English teachers in the five 

senior high schools I visited also expressed well-informed understandings of the national 

policies, constructed their lesson plans and classes according to skills identified in the national 

standards, and implemented these plans through varying activities in their classes toward the goal 

of teaching and students learning the national standards. While I was impressed by the teachers 

and senior high schools I observed in the city of Serang, and the rural school visited in 

Pandalayan, many of the UB lecturers, students and senior high school teachers acknowledged 

that the quality of teachers and responses to decentralization policies vary greatly around the 

country. 

       Utomo found that ―Teachers claimed to know what CBC is, but in actual classroom 

implementation of CBC, these teachers were lost, returning instead to the former curriculum, 

which they were more comfortable teaching‖ (2005) because educational reforms have 
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disseminated from a centralized national system, and teachers‘ implementation of policy seems 

to be ―professionally entrenched.‖ Utomo examined Bahasa Indonesia teachers‘ responses to the 

CBC prior to 2005, in a geographically-bounded region. I shifted my investigation to an English 

teacher training program at UB, and even observed a graduate of this program who was teaching 

at Senior High School 1 in Serang. I learned from the lecturers that the newer KTSP guidelines 

provide greater structure and clarification of standards for the CBC standards, which have been 

in effect since the 1990‘s.  

       I found that the lecturers in the UB FKIP program were very knowledgeable about the 

history and development of the CBC-KTSP standards and certain courses in the program 

(Introduction to Education, Curriculum, and Education Management) specifically discussed the 

standards and how they should be used in the development of curricula and lesson plans. 

Students in this FKIP English program also were well-informed about what the CBC-KTSP 

standards are and their purpose. Many lecturers and students suggested I could find the standards 

on the Depdiknas http://www.depdiknas.go.id, 2010) website. The lecturers‘ opinions partially 

confirmed Utomo‘s findings, as some felt that many elementary and secondary teachers they 

have worked with in Banten did not fully understand or incorporate the CBC-KTSP standards in 

their instruction. In contrast to this, English teachers I interviewed and observed at five senior 

high schools all were familiar with the standards for their English classes, and I observed the 

integration of the skills identified in the national standards in their classes. In one case I observed 

a graduate of the UB FKIP English program (Aiyda) at Senior High School 1 integrating 

PAKEM active learning methods with the CBC-KTSP standards with students happily and 

frenetically using critical thinking skills to compose comprehensible sentences out of a collection 

of words and phrases. I cannot link this activity with the specific CBC objectives it involved, but 

Aiyda had in her lesson plan, and this example reflects Aiyda‘s understanding and 

implementation of teaching skills generally prescribed by the standards. 

 

State Influence on Teaching Methods: Active Learning (PAKEM) 

 

       The following sections continue the examination of data gathered in relation to research 

questions one and three for this study: 

 

http://www.depdiknas.go.id/
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Q1: Since the CBC/KTSP standards, Active Learning (PAKEM) methods and LCC 

policies are intended to help effectively implement decentralization, what do 

professors/lecturers teach and student-teachers learn about these educational policies? 

Q3: Are the desired teaching behaviors and methods promoted by decentralization 

policy; i.e., autonomy, agency and relevance, being modeled and explicitly discussed in 

UB English Education classes? 

       Pembelajaran Aktif, Kreatif, Efektif dan Menyenangkan, (PAKEM) or ―Active, Creative, 

Effective and Joyful Learning,‖ is the Indonesian conceptualization of actively engaged, student-

centered teaching and learning. PAKEM is used primarily in elementary (Sekolah Dasar; SD) 

schools, while the term ―Contextual Teaching and Learning‖ (CTL) is often used at the junior 

secondary (Sekolah Menengah Pertama; SMP) and senior secondary (Sekolah Menengah Atas; 

SMA) school levels. The purpose of Active, Creative, Effective and Joyful Learning, and 

Contextual Teaching & Learning, is to improve the quality of teaching and learning in schools, 

and to make schooling more meaningful and enjoyable for teachers and students. By extension, it 

is hoped that this will result in greater student participation, especially at the junior and senior 

high school level, and fewer drop-outs.                                                                                                                        

       I am proposing that characteristics of Active Learning (PAKEM) methods promoted by 

educational decentralization policies are consistent with, and supportive of, the principles of 

democracy, namely, informed participation and the preservation of freedom and equality for all 

citizens. There is extensive research on Active Learning, especially for the elementary and 

middle school levels (Kauchek & Eggen, 2005) growing mainly from the progressive movement 

in the U.S. as explained in chapter two, and these approaches have influenced teaching around 

the world, including approaches to active learning in Indonesian contexts.  

       Though I have presented a rubric for ―Active Learning,‖ the ―Criteria and Characteristics for 

Assessing PAKEM and CTL‖ in chapter two, based upon trends in Indonesian education, I asked 

lecturers what their views are. For example, one question I asked was ―Can you describe or 

further elaborate on what you mean by ‗Active Learning,‘‖ and ―What kinds of methods and 

activities would this include?‖ The lecturers and students at the UB FKIP showed implicit 

attitudes and offered explicit statements and descriptions that they feel teaching for ―active,‖ 
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―relevant‖ and ―engaged‖ learning‖ could be accomplished while following a highly-structured 

national curriculum, resulting in greater student involvement, enjoyment, and achievement. 

 

Use of Discussion, Media, Research & Extracurricular Projects to Engage Students 

 

       While all lecturers agreed that teaching about and modeling active learning methods was 

important for their students, who would be expected to incorporate these methods in elementary 

and secondary schools, the extent of inclusion of active learning methods in all of the classes in 

this UB program, was not clearly agreed upon. Several lecturers suggested that differences in the 

subject matter of courses strongly influenced the nature of integrating active learning methods 

for different FKIP English Education classes, and that the goal of maximizing active learning in 

these classes was not always feasible, desirable or appropriate. These lecturers explained that for 

some activities in courses like Reading and Writing, class time was allotted for individual 

student reading and writing. Similar interview responses and field observations apply in the next 

section, concerning the integration of the CBC/KTSP standards in the diverse courses 

comprising the English Education program of studies. However, all lecturers and students 

indicated that they thought the extent of incorporation of active learning methods was, and 

should be, greater in the elementary, junior and senior high schools.  

       Interviews revealed that all of the lecturers had themselves studied in classes, from 

elementary school to their own teacher-training programs, with some teachers using active-

learning methods. Tubagus and John described their own schooling and teacher training 

experiences, and also were trainers on an Active Learning elementary school teacher training 

project. I observed many of their classes and we participated in numerous campus activities 

together as well. At the University of Banten FKIP, principles of PAKEM and CTL are taught 

explicitly and modeled and experienced implicitly by many lecturers in diverse courses in the 

program of study.  

       John‘s favorite classes to teach are Language Lab Management and Translation. Besides 

teaching the Language Lab course, in the interview he explained ―I work with the English 

language lab, and with media software that promotes and encourages motivation, and gives 

support for teachers. In the language lab the students do listening and dictation…they practice 

translations…work in groups, collaboration with a variety of tasks…‖ During the course of the 
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fall 2008 semester, ―odd‖ or ganjil, and the spring, ―even‖ or ganap, I observed in this lab 

management class and in addition to those activities described by John, he and students used 

Power-point presentations, overhead projectors, recorders, and the computers and materials in 

the language lab itself. Typically, there was always a good deal of question and answer, and 

group discussion. 

       John graduated from Lampung University FKIP for Bahasa Ingerris, in Lampung Province, 

Sumatra, across the Sunda Strait to the west of Banten. He described the incorporation of active 

learning in his classes there: 

 

John: ―Since junior secondary my teachers have used active learning techniques, such as 

games, media, using theory to practice…That institution (Lampung University) 

encouraged us to use active learning techniques because the students get bored learning 

English so that‘s why we have to solve that problem by having more interesting ways of 

teaching and learning. Take for one example, at that time (his undergraduate study at 

Lampung) we learned how to operate a Language Laboratory in the subject of Language 

Lab and Management to teach English, so how we can combine software and hardware, 

and using media to encourage the students‘ motivation and can help the teacher to be 

more comfortable with English and the students….When we are trained at the university 

in this area, yes this applies especially at the junior and senior high levels…when we 

learn about theories we are trying to apply it in our actual teaching…‖ 

Me: ―So, in coming here to UB, have you tried to keep the same methods and teaching 

style that you were trained in?‖ 

John ―Yeah, we do our best to teach our students, because the difference between 

secondary and university is the students, of course they are already quite mature enough, 

so that‘s why you have to treat them different…But the principles of teaching are the 

same; we have to teach them actively, in a way that is interesting and to enjoy…Let‘s 

say, at that time I was teaching listening or dictation, so I tried to provide or to make my 

class feel active, and that the students are really getting practice, not only learn about 

some theories without practical exercise… Well, in 2002 I taught first Dictation, and then 

also Language Laboratory, and Education Management, and Translation and English for 
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Specific Purposes. I have also taught, let‘s see, Teacher Training Experience, that‘s what 

we call PPLK1… ― 

 

       John emphasizes his views that the lecturers in the UB FKIP must integrate active learning 

in the English Education courses there in order to model the methods for the students, so that 

they will understand active learning techniques and use them in their own teaching, at all levels. 

All of the lecturers shared the attitude that their students need to have teachers as role-models of 

the best teaching practices, including active learning, so that they will emulate these practices as 

teachers themselves. John continued to elaborate on the integration of technology and materials 

with active learning methods: 

 

John: ―I worked with the English language lab, and with media software that promotes 

and encourages motivation, and gives support for teachers. In the language lab the 

students do listening and dictation…They practice translations and work in groups, with 

collaboration and with a variety of tasks…What is my favorite class to teach? I like to 

teach Language Laboratory Management, but actually my mastery is in 

translations…One of the principles is to work in groups and collaborative learning, and I 

try to provide them with a variety of tasks, and I try to guide them to have a source of 

texts of many varieties, so they have many sources…‖  

Me: ―The class I visited was ESP, and you were using a laptop and projector, and a 

variety of media to teach the lesson…Yes…‖ 

 

       In addition to his consistent attention to his teaching and his students, and exhibition and 

modeling of PAKEM methods in the classroom, as ―funkiest‖ lecturer in the FKIP English 

program John was always friendly and accessible to students. He was also described by students 

as very organized and consistent in his teaching style, and often used a wide variety of activities 

in class to keep the students actively engaged. John and the other lecturers also repeatedly 

mentioned the importance of the language laboratory to the program. I visited the laboratory and 

it had functioning computers that were integrated with lessons that focused primarily on 

speaking and listening exercises. 
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       About the action research project on the active learning training project, which was still in 

progress, Tubagus stated these observations based upon data collected at that point: 

 

―Observing and interviewing both students and teachers in the Madrasah gives me a light 

that active learning, so far, has been considered as an ideal way in helping students learn 

and actively participate in the classroom. Discussion for example, has helped students to 

be more active under supervision from the teacher. Implementing active learning through 

various games and instructional media, to my observation, attracts many students to be 

more active and to learn better.‖  

 

       These statements underscore many of the positive characteristics attributed to PAKEM 

methods, and it also indicates that Tubagus believed the active learning modules and training had 

been helpful for teachers and students. Two major problems for teachers in the elementary 

schools he was studying were described by Tubagus next: 

 

―However, the biggest barrier so far, as many teachers in the Madarash said, is supporting 

teaching media and facilities. Some of them are well trained in active learning to be 

implemented but they still find the lack of media and facilities are quite disturbing. 

Another problem is related to students' ―basic characters.‖ Many of them are introverted 

(say, "shy") in the classroom. This condition hinders them to fully participate and aspire 

in their learning process within the classroom.‖ A shortcoming is that the ―shy students‖ 

find it difficult to cope with active learning more than ―brave students‖ who ―naturally‖ 

like being active in the classroom.‖  

       

       These observations of Tubagus were confirmed by teachers I visited in the senior secondary 

schools. A lack of resources and class materials are a hindrance for teachers implementing active 

learning, as are the cultural norms of deference to authority and the reserved nature of some 

students. However, I observed many students who embraced and enjoyed participating actively 

in lessons at the UB FKIP and in the senior high schools. Many students I observed over the long 

course of the study were as ebullient and outgoing as I‘ve seen anywhere. There is a likely 
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possibility of the ―Hawthorne Effect‖ taking place in class observations, as students will often 

―be on their best behavior,‖ or sit still and be quiet, when a stranger is visiting a classroom.   

       Pak Yudi explained how the use of active learning in the UB English classes is intended not 

only as a means for effective teaching, but also as a model to be emulated by the students when 

they are teaching. He said: 

 

―I like teaching TOEFL and Learning and Planning ELT because of learning more about 

concepts of teaching, and how to relate  concepts and practices…this is what I want to 

know…It gives students ideas on recent ideas and issues which students should know, or 

be familiar with…We try to integrate principles of active learning… We do not want our 

classes to be teacher-centered here…For example, we have students go to the internet and 

share with your friends, then highlight major points for discussion, and we try to select 

our own materials…For example, learning concepts but also producing, as in speaking 

and listening, if it‘s 60% to 70% passive, then we need to draw together to speak, to talk, 

and to encourage the students to produce language…‖ 

 

       I observed a lesson in which Tubagus had different cards with job descriptions written on 

them, for the ―employers,‖ and cards with personal and professional attributes on them, for the 

―job candidates.‖ These cards were distributed amongst the students, and after a brief moment to 

prepare, the interviews commenced. This lesson clearly meets several of the criteria presented in 

the ―20 CHARACTERISTICS FOR ASSESSING PAKEM AND CTL‖ in chapter two. Many of the 

lessons in all nine lecturers‘ classes combined the use of games and puzzles linked with the 

learning objectives and the use of use teaching aids, as with object lessons. This particular lesson 

links the practical tasks of interviewing and role playing, including using the students‘ social 

environment, with the Speaking course objectives of describing oneself, and one‘s qualifications 

for a job position. 

       Ibu Ayu related similar experiences in her teaching first at an Islamic elementary school in 

Semarang for grades four and five: 

 

―It was nice explore how to make lesson, they moved around a lot…We sang a lot, and 

told stories…There was a separation of classes—boys and girls, and the stories would 
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make them more calm. And they really liked the games and songs… like ‗Keep baby 

brother, baby sister, Pa and Mom safe Allah…‘ A lot about the family, but all in 

English…‖ 

 

       Ayu also shows an integration of local culture with active learning as this song for her 

elementary school students is a popular traditional song for children in Indonesia. Ayu later 

taught English Speaking and Writing at a private university, and described how she enjoyed 

helping students to understand other cultures—especially American—through learning English. 

She said:  

 

―I use these kinds of stories in my CCU course, also, when we talk about cultural 

backgrounds…And in my Introduction to Literature course. In my class for example, we 

will have a topic… I ask the students to use the internet or library for sources, and they 

do group presentations. In our group discussions I will let them choose themes, like the 

mosaic or cultural melting pot…And that many ethnicities together don‘t have to be 

mixed…Like ‗Bhineka tunggal Ika‘… ‗Berbeda beda tapi tetapa satu saja‘… ‗different 

but one‘… and the Garuda Pancasila is the national bird, the condor…They are not 

sculptures… They are human…Give them a chance to speak— This is not meditation 

class—so please speak up‘ I say… And being a friend is important…‖  

 

       Ayu consistently modeled these best practices of active learning and encouraging the 

affective domain in her teaching of Cross-Cultural Understanding and Literature and Poetry. In 

this description, she is also including elements of the state ideology of Pancasila, and of the idea 

of ―Unity in Diversity.‖ Ayu incorporated interactive and fun activities in most of her classes. In 

a Literature and Poetry and I observed, after analyzing poetic elements of Robert Burns and 

Emily Dickinson poems, such as rhythm, tone, stress, and metaphor, students were encouraged to 

give poems and songs in English that they liked, and which they would analyze in small groups. 

Students mainly listed popular songs in English such as ―Unbreak My Heart,‖ ―Don‘t Speak,‖ 

―My Heart Will Go On,‖ and ―Umbrella‖ all by popular female artists. One young man 

suggested a heavy metal rock song by the band ―System of a Down‖ and another student a song 

by Jimi Hendrix. Ayu worked together with the groups of students and pointed out the repetition 
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and alliteration in the song ―Umbrella,‖ and drawing upon the first classic poems from the text 

pointed out the importance of compactness of word usage and metaphor for making a good poem 

or song. Ayu said ―Remember from last week when we discussed rhythm, and the beat, like in 

‗Who Has Seen the Wind.‘ Do you remember the difference between poetry and prose? Which is 

more compact? Do you know the word ‗compact‘ girls? It means ‗pendek‘ [This is another 

example of code-switching] It is not easy, you need to choose your words very carefully…‖ Ayu 

went on later to emphasize the differences between denotation and connotation, and between 

simile and metaphor, using the classic song ―You Are My Sunshine,‖ and continuously moved 

among the groups of students checking on their progress. There was a great deal of talking and 

occasional laughter among the students. 

       Ibu Enong, who was voted ―most disciplined‖ lecturer by the students, integrates active 

learning with traditional methods. In her view, reading and writing will always require some 

solitude and concentration. She discussed her classes: ―My syllabi are structured with objectives 

based on the competencies decided upon for the course…And these lead to the choice of 

activities. In the first meeting we have a ‗Class agreement‘— if you break it, the punishment is 

clear. I want to have a fair teaching and learning process. If you want to attend at least 80% of 

the time, or 11 out of 14 times, you need to know that is a minimum…‖ Enong continued to 

describe her emphasis that students come to class prepared, having completed the necessary 

readings in order to participate actively:  

 

―How can you begin to say without reading what you are talking about? Based on your 

own ideas?  Or the experts ideas? It‘s bullshit. It‘s like blank I guess; not informed. Yes, 

there are financial problems… The one book to one book idea, where the students are 

responsible for their material and share it with the other students is helpful to deal with 

this… Books are available from KICKANDY, and you can buy one for one month.‖ 

        

       Thus, Enong mediates her strictness with sympathy for the financial burdens the students 

face. This summary statement on her views of active learning methods for teaching and her 

commitment to her students: ―Of course…the teacher is the role model, and should be a 

completely active instructor. Without interaction, I guess that would be a boring class. Put 

yourself into the position, or the role, of the student.‖  
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       The lecturers and students at UB are very well-informed and engaged with active learning 

methods in their studies. Strategies for active learning in Indonesia presented in the rubric from 

chapter two were consistently integrated and modeled in English and education courses during 

the school year, and seem to be the status quo. Students assume personal responsibility for their 

assignments and are eager, often according to their abilities in English, to participate in 

classroom activities. Lecturers and students encourage one another to ―not be shy‖ and to be self-

directed and independent in responding to the challenges of course requirements like reading, 

writing, and participating in class discussions and activities. 

 

CRITICAL EVENTS: The English Student Association (ESA) Carnival and the English Debate 

Club (EDC) 

 

       The English Student Association (ESA) and The English Debate Club (EDC) are both very 

popular extracurricular groups for the UB students.  Virtually all students in the FKIP English 

teacher training program are members of the ESA. In some cases, non-English majors are in 

these groups and attend meetings and activities, especially in the case of the debate club. I asked 

John his views of these groups. 

 

Mike: ―Is there, what are the best things you can say about the UB and the FKIP English 

programs here? Are there some kind of ratings nationally or awards that students have 

won? Like the EDC for example?‖ 

John: ―Well, the students are very active in extracurricular and intracurricular activities, 

this is proved with several data that all of the budgets for the student activities are 

covered by the English Student Association and English student activities, and then, if we 

try to have a competition we have the most dynamic and valuable activities. Also, the 

EDC English Debating Club participated here local in Banten and national or even 

international, and is preparing the team for the national competition…sometimes they 

have won at the national level, so this is also shows and proves to us that the English 

Student Association and English Student Activities really are active at the level of 

national, and also at the level of this university…‖  
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       The English Student Association is a major extracurricular event coordinated mainly by the 

ESA student committee. All of the students take great pride in the event, which is held in the 

main auditorium and last all day. The lecturers were all present and participate as planned by the 

students. Several students from the committee serve as emcees, and the event is almost entirely 

in English. There is a good deal of code-switching, and students sometimes speak in Indonesian 

to better express themselves. There were competitions and games of various kinds, in English, 

and skits, dance performances, songs, and poems read. The competitions match the various 

cohorts within in year, one through four, against one another and a champion is crowned at the 

end. Awards are also given for the most outstanding students. Pak Yudi, as head of the English 

Education program welcomed all in the introduction and gave a closing speech. The event 

combines the accomplishments of the students‘ English studies with fun and comraderie, and 

there was a great deal of noise and excitement throughout the day. This event and its activities 

demonstrated the self-directed motivation for learning by the ESA and debate club students and 

are substantial evidence of the ―Attitude that learning can occur anywhere is encouraged; 

learning inside and outside of school is stressed‖ (#6) and that ―Students are responsible for 

interacting with teachers and other students, for finding information, for assessing their own 

work and for participating in planning their learning‖ (#1) from the PAKEM rubric, and the 

students autonomously pursue their own mastery of English and debate skills independently in 

their own free time. 

       The remaining components of the PAKEM Characteristics from chapter two, such as 

―Recognizes the importance of emotion in learning (the affective domain)—therefore teachers 

actively promote joy and pleasure in learning,‖ a ―Focus on learning cooperatively with other 

students (and teamwork),‖ ―Greater flexibility in arranging learning and teaching facilities 

(rooms, desks, locations) and grouping pupils‘ in their learning,‖ ―Greater emphasis on a long-

term perspective: emphasis on lifelong learning and learning how to learn to face future 

challenges and changes,‖ ―Assessment of learning (tests and examinations) used to provide 

students with feedback to help them learn,‖ ―Accommodating diverse learning styles and diverse 

qualities of past experience,‖ ―Emphasis on activity (problem solving, discussion, inquiry) and 

higher-order thinking such as application, analysis, evaluation,‖ and ―Intrinsic motivation to 

learn through interest, curiosity, and responsibility‖ (Cannon, 2005) were all observed in practice 

over the course of the study. 
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Sani and Defi, Reza, and Students in the University of Banten FKIP  

 

       Sani was a second-year student in the UB FKIP English program, and a leader of the English 

Debate Club. She and fellow students in the club extended their speaking and rhetorical skills, 

and were able to practice discussing educational issues in English in the development of debate 

proposals. She also was active as a coach of the Serang Senior High School debate team, and I 

attended practices and a major competition with them in Tangerang. She was actively involved 

beyond her own university classrooms and campus by sharing her English and debate skills with 

the high school students, and modeling the most effective forensic strategies to win competitions.   

Leading the UB debate club, with minimal interference from the lecturers, Sani showed 

incredible enthusiasm and commitment along with the other club members. Debate also falls in 

the thirteenth characteristics of PAKEM, and ―Important endeavors (Like ―Project-based 

Learning‖) including Current Issues (i.e., environmentalism, technology, and politics)‖ is the 

eleventh; so active learning is taking place beyond the classrooms at UB as well. The topics 

pursued by the UB debate club and the Senior High School 1 debate club included all of these 

current issues and more, especially issues directly related to students. Sani was one of the best 

performing students in her fourth-year class at UB, and she took the initiative to lead and coach 

the debate club at Senior High School 1, with Ibu Aiyda as the club‘s sponsor. She is just one 

example of the self-motivation and conviction of the UB English Education students I 

encountered. I asked Sani about her knowledge and understanding of the CBC-KTSP and 

PAKEM active learning methods based on her experiences at UB: 

 

Mike: ―You may have heard about the CBC, or KBK standards in your education 

courses... So what have you ever heard about the competency based curriculum?‖  

Sani: ―Yes, I‘ve heard of it in Introduction of Education. CBC is actually implemented in 

some schools or other primary or senior high schools… I believed it started in the year 

2000 or 2001. The curriculum itself is basically changing based on the needs of what the 

outside environment needs and what is expected from the students. CBC is not the whole 

main point of the Introduction to Education class, though… Well, based on my 

experiences, first, before the CBC standard is implemented here in the educational system 
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in Indonesia, the assessment system that is used by the teacher is only focusing on scores, 

they are more concerned about how much score will the students make in every subject 

that they take. What I know about the CBC is more concerned about the active learning, 

what the students do in the class and also the competence which stands for ‗C‘ in CBC. 

And now days the teacher should encourage the students to a kind of involving… there 

should be a good media for the students between their knowledge. Not like the previous 

system; the teacher stands as the commander to the students to do what they have to do… 

it‘s so much different than that the CBC system. And I thought that is such a good new 

thing here in the educational system.‖  

 

       Sani mentions that the CBC standards are mentioned during the curriculum section in the 

Introduction to Education course, and links the use of active learning methods with the purpose 

of teaching the competencies set forth in the CBC standards. In order to effectively teach the 

CBC standards, Sani contrasts what she views as the traditional, teacher-centered methods of 

instruction with current efforts to involve and engage students with the subject matter, and 

master the material, rather than simply focusing on outcomes and ―scores‖ the students make on 

exams. Next, I asked Sani her opinion about having nation-wide educational standards, as 

opposed to developing curriculum at the local level: 

 

Mike: ―Do you think that it‘s good to have CBC standards that are consistent, or the 

same, so that the people in all different part of Indonesia can look at the guidelines for the 

CBC to develop curriculum in schools?‖ 

Sani: ―I think in every single part of area of Indonesia, there has to be one broad 

guideline. But the implementation or the need itself should be based on the condition of 

school itself. Specifically here in Indonesia, we have so many diversities that are 

concerned, and we cannot determine one specific system or methods that actually should 

be implemented in every single school, every province, area or district… They have their 

own conditions, whether the environment, the people, or the cultural, or something like 

that. So it has to be suitable to the conditions. But they might have one guideline or goal 

from the very center of the government, but when they reach the very the local level, it 

has to be adapted well.‖  
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Mike: ―It seems you agree with the CBC standards, but they should be adapted…‖ 

Sani: ―One more thing about the CBC is the teacher should be more creative, because 

based on that guideline we can determine that the teaching method. For example, what 

you teach in Jakarta is going to be so much different than what you teach in Papua or 

Serang. How do we reach the goal based on the local. That‘s the challenge for the 

teacher.‖ 

   

       Sani is clearly expressing her opinion that national standards are helpful for maintaining 

consistency in what students are learning across the country, but that it is important to modify 

them according to local contexts in order to maximize students‘ learning. This is a fundamental 

purpose of the addition of the KTSP guidelines and the utilization of PAKEM methods in 

instruction. As a student in the UB FKIP program, Sani shows with this comment a very 

sophisticated level of understanding of the purpose and application of Indonesia‘s 

decentralization of education policies, reflecting both the state‘s interest in maintaining uniform 

standards for accountability and the local schools needs to actively participate in the 

implementation of the curriculum in schools. Sani‘s classmates also expressed support of the 

idea of having national standards, often mentioning the relationship of the curriculum learned 

with the national exams. Many students stated that they thought too much emphasis was put on 

the exam scores as well. I asked Sani which courses she felt helped her the most as far as 

incorporating PAKEM active learning methods: 

  

Mike: ―Sani, you said Speaking, Pronunciation, and Structure were courses that helped 

you most? Why is that?‖ 

Sani: ―I would say why I chose these courses first is just because the lecturers. In the 

Speaking class, as a new student, I needed time to adapt with the new environment, 

which is totally different from senior high school. This kind of transition is pretty hard. 

But, I thought that the lecturer was successful. He encouraged me to be brave; to speak 

my thoughts and my mind. The lecturer started from simple things like daily questions 

that he always asked before starting the material, like ‗How was your day?‘ ‗How was the 

holiday?‘ Or ‗What did you do last night?‘ I admitted that the first time that we had this 

class, only a few people were brave to speak in front of the class, because maybe they‘re 
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not used to it. It‘s only about three or four students who are brave to come in front of the 

class.  As the time goes by on the second and third semester, there were more students 

who made positive progress in terms of speaking. Well, I think this is the rule of the 

lecturer to encourage the students through the very simple things and talking.‖ 

 

       The lecturers Sani is referring to are Tubagus and Shafira, and as I visited their classes I 

found that the teachers did encourage students to relax and used a communicative approach that 

encouraged speaking and listening for practical purposes. They also consistently used active 

learning methods in their instruction, modeling the techniques for the students to use as teachers 

themselves. I asked her about the Introduction to Education and Management of Education 

courses I had observed in which the CBC-KTSP curriculum was mentioned, and how active 

learning methods were used for instruction: 

 

Mike: ―You mentioned two classes—one was Introduction to Education and one was 

Management of Education. Were those classes in English?‖ 

Sani: ―No, they were in bahasa (Indonesian). In semester two, I started to get the 

educational courses like Management of Education (Pengalolaan Pendidikan) also with 

Pak Sudarman He‘s a great lecturer, because not only his doctoral degree, but also he is a 

highly experienced lecturer. He wrote a lot of books about education. He often attends the 

workshops or seminars as the speaker. And the most important thing is he teaches in an 

interesting way, so the students won‘t get bored. He is very expert in his field… He not 

only told us to do the presentations, but the most interesting part is that he shared 

experiences that he had.‖ 

 

       As described earlier, in Management of Education Pak Sudarman covered several models of 

school management, explaining the transition in recent years from ―conventional‖ management 

to ―School-based Management‖ and ―Total Quality Management,‖ representative of current 

decentralization reforms. Sani recalled the same concepts Ona and Dade had documented about 

the movement from a highly-centralized, complex bureaucratic education system to one that 

promotes greater autonomy at the district and school levels, empowering schools at the local 
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level to improve teaching quality, and the role of the CBC-KTSP standards and PAKEM active 

learning methods within the changing structures of decentralized management. 

 

       Defi, a fourth-year student whose Skripsi paper I read and watched her present before 

lecturers and classmates, expanded on her interest in the English Debate Club. She listed 

structural points to cover in debate:  ―Background of the case, team split, urgency, stance, 

definition, POI, definition challenge, rebuttals, parameter and limitation, first speaker, 

affirmative, negative, second speaker, third speaker, reply speaker, verbal adjudication, case 

building and brainstorming, motion preference, impromptu motion…‖ Sani, Defi and all of the 

students showed similar enthusiasm and self-motivation for the English Student Association and 

the English Debate Club.                                                                                     

        

       Radin, an outstanding student in the FKIP English program and his UB classmates, Amon, 

Misar and Aref and the SMP junior high school students they taught English as part of the PPLK 

(Program Pengalaman Lapangan Kependidikan) interning requirement would meet to walk 

around downtown and practice English with each other. Reza recalled a unique experience with 

the CBC standards in senior high school:  

 
Radin: ―My senior high school was piloting a project of CBC and became one of 40 

schools around Indonesia that were in an experiment.‖ 

Mike: ―What year was that? 

Radin: ―2002-2004. It was based on that project there are significant differences between 

my school and another which was not included in this project. We adapted totally new 

classes by using this CBC.‖ 

Mike: ―Why was it big different? Was it better?‖ 

Radin: ―Yes, because the CBC was focusing in whole things in each area of cognitive, 

psychomotor, and affective. So I think that was very good, it focused on primary skills 

like speaking, listening, writing, and reading.‖  

Mike: ―Maybe like individual learning, or independent learning?‖ 

Radin: ―Yes, just like in the university and almost similar. One of the best things that I 

got from the teacher is he told me to speak by using many media in the language 
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laboratory, like give a song and fill in the missing lyric. Also for speaking we act as a 

reporter by using a handycam just like a news presenter and review it again. And 

sometimes I ask to my friend in other school and they told me they were not getting the 

same material like we did.‖ 

Mike: ―It sounds really helpful for you… you were lucky!‖ 

Radin: ―Yes, because only 40 school in Indonesia. But the negative one for me is we got 

so many changes in each semester about the material according to government order. So 

sometimes we feel confused about it because maybe it is still in experiment progress in 

CBC.‖ 

Mike: ―Based on your description it sounds like it was kind of positive and helpful.‖ 

Radin: ―Yes, because it different with my previous school and Full of active learning.‖  

 

       I was surprised that Radin had such a familiar experience with the development of the CBC 

curriculum, and the first-hand knowledge he had gained of the standards as a high school 

student. He even contrasted the nature of his studies in English with a friend from another 

school, explaining that he thought that the identification of areas of the ―cognitive, psychomotor, 

and affective‖ and focusing on ―primary skills like speaking, listening, writing, and reading‖ 

were an improvement of the CBC. I cannot verify these specific qualities of the CBC; however 

his recollections are an indication that teachers in his school were progressively adapting the 

reform in this pilot project at this school. 

 

Mike: ―About the CBC… do you remember from any of the courses that you took what 

the CBC is?‖ 

Amon: ―I think CBC is the way of study how students have a bigger role, so if we make a 

percentage it students are 60% and teacher is 40%. So the main point is the students 

should perform up to their ability.‖  

Mike: ―Did any of your classes that you take here ever tell you about CBC for English?‖ 

Misar: ―Yes we got in Kurikulum Pembelajaran (Curriculum for Teaching,) and 

Pengantar Pendidikan (Introduction to Education).‖ 
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Mike: ―Let‘s say if you become a teacher of junior high school or something, you know 

there‘s a part of the teaching profession, when you plan your lessons, that you are 

expected to have lessons that are going to work toward achieving CBC‘s?‖ 

Radin: ―Exactly… we didn‘t get completely enough about lesson planning, when we are 

taking the related subject we didn‘t get such complete explanations. I think we just try to 

learn outside the college… We believe that our department should fix it about the 

Learning Planning on ELT subject. I think the problem came from the lecturer. He was 

always asked to give any example without any guidance of the lecturer.‖ 

Mike: ―You mean without specific explanation about lesson plans? Do you think the 

teacher should have independence about making the lesson plans or do you think that 

there should be some set of curriculum from national level? What do you think, or maybe 

a combination?‖ 

Radin : ―We have to follow what the government says, but we should adapt what the 

government gives us, but we have to involve students and be contextual with the 

situation. I believe our government doesn‘t know much what happens in the schools 

because they only give the curriculum. What about the schools in the village, we have to 

adapt with the situation and do collaboration and modification and try to find something 

new.‖ 

Mike: ―Do you agree?‖ 

Misar :  ―As I know in elementary school until the senior high school the teacher are 

adapting and modifying. But in elementary school the teacher use the curriculum from 

the government without adapting and just do what government orders.‖ 

Mike: ―So you also agree that it‘s okay to have CBC standards, structure or 

standardization for the whole of Indonesia, and yet teachers should involve students 

actively for the specific situation that happens at a particular school.‖  

 

       First, the four young men all agreed that the CBC standards were discussed in the 

Introduction to Education and Curriculum courses, and Radin had already described his high 

school experiences with the curriculum being piloted at his high school. Among initially 

describes the CBC in terms of student-centered learning, which seems to have become associated 

with the CBC-KTSP along with the concurrent emphasis on active learning methods. Reza 
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suggested that the incorporation of the CBC‘s with lesson planning could have been more 

comprehensively taught, and specific examples could have been provided in the Learning 

Planning on ELT course. Most importantly, these future teacher candidates are learning what is 

expected of them for implementing the current educational policy reforms. Radin continued: 

 

―We have to follow what the government says, but we should adapt what the government 

gives us, but we have to involve students and be contextual with the situation. I believe 

our government doesn‘t know much about what happens in the schools because they only 

give the curriculum.‖ 

 

       Radin‘s explanation here epitomizes the challenge for Indonesian teachers in responding to 

changes in education policy: ―We have to follow what the government says, but we should 

adapt… and involve students and be contextual with the situation.‖ This particular student seems 

to have a very insightful perception of the current situation and needed direction for education in 

Indoneisa. Radin‘s next observation echos Bjork‘s views that the central government is largely 

detached from the realities of schooling practices. Radin‘s reference to ―the schools in the 

village‖ reinforces the theme that the quality of teaching and the implementation of 

decentralization policies varies greatly between more urban and rural communities.  

       Misar described his elementary school experiences, which would have been between 1997 

and 2003:   ―As I know in elementary school until the senior high school the teachers are 

adapting and modifying. But in elementary school the teachers use the curriculum from the 

government without adapting and just do what government orders.‖ This recollection from first 

years of decentralization implementation summarizes and confirms Bjork‘s research conclusions 

from a student‘s point of view. 

 

Summary 

 

       Lecturers and students shared elementary and secondary experiences involving both 

traditional and active learning teaching methods, and lecturers described their own teacher 

training involving the use of active learning methods, and how they are easier to integrate with 

instruction in some courses as opposed to others, depending on the subject matter. I also 
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observed the implicit and explicit modeling of active learning instruction in classrooms and in 

activities around the UB campus, including the use of discussion, media and technology, 

research and extracurricular activities to engage students. Lecturers incorporated many active 

learning approaches in their instruction, such as utilizing group work in and out of the class, role 

playing, interviewing, debate, cooperative learning, flexibility in arranging learning and teaching 

facilities, and showing care and concern for the students‘ success. Lecturers and students also 

participated in workshops on active learning methods, at times working together with elementary 

and secondary teachers (Shafira and Arsi) Several lecturers, including John and Tubagus, were 

working on an action research project assessing and promoting the use of active learning 

methods in the province of Banten. The lecturers, students and teachers all shared the opinion 

that active learning strategies, together with clearly-structured learning objectives, can help 

promote retention and progress of students, and encourage interest in learning and better 

achievement.  

       Related subthemes that reinforce PAKEM active learning and the relationships between 

teachers and students are the ritual events and extracurricular activities such as the flag raising 

ceremony, customary faculty meetings, workshops, seminars, etc., the arrival and departure from 

such events, and the power relations involved with being a ―speaker,‖ i.e., ―having the floor,‖ 

and speaking in front of a group. At times students were very sensitive to relationships in 

speaking and listening, and very attentive to lecturers and classmates, yet at times would become 

so engaged in learning activities, as when in small groups, that it would take stern directives by 

the lecturers to bring the class back together and focus on the next phase of instruction. These 

dynamics all influenced the interactions between teachers and students particularly when more 

student-centered, active learning strategies were in use. 

 

Local Influence? Knowledge and Instruction of the Local Content Curriculum 

 

       The Local Content Curriculum (LCC) as a subject in elementary and public schools 

represents a part of Indonesia‘s commitment to decentralization and the localization of 

educational methods and curricula for communities and schools. As stated, the broad goals of the 

LCC are to 1) Delegate authority to localities, 2) Reduce the percentage of student exiting the 

system/provide vocational training, 3) Create tighter links between curricula and local 
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conditions, 4) Increase community involvement in the schools and 5) Improve the instructional 

process (Bjork, 2005, pgs. 30-37). The purpose is to make national CBC-KTSP standards and 

subject matter more relevant to students in their regions and localities, promoting the retention 

and progress of students from grade level to grade level. The LCC is a separate subject area and 

course, and in some cases students learn facts and concepts derived from their communities, like 

art, crafts, architecture, theater and fashion; history, geography, science and linguistics, as with 

local dialects. The selection of topics and development of curriculum depends upon the types of 

resources and industry of the community and occurs at the school level. 

       One fundamental aspect of my LCC research question was ―What is the Local Content 

Curriculum, and how does it reflect local influences on schooling in the context of 

decentralization?‖ More specifically, I also wanted to know if Social Studies, Indonesian or 

English Language, Pancasila13 and Civics, Religious Education, or other subject area teachers 

provided training in university programs to develop and teach Local Content Curriculum (LCC,) 

or if this was a separate major for student-teachers. The answer to this specific question is ―no.‖ 

While the English education lecturers at the UB demonstrated a great deal of knowledge about 

the Local Content Curriculum subject area in schools, they explained to me that there is no 

program of study or courses to prepare teachers specifically to teach LCC at the elementary and 

secondary levels, at UB or any teacher training institutions in Indonesia. This section discusses 

the lecturers‘ knowledge and views of the LCC, and then ventures beyond the case of UB into 

four large public senior high schools in Serang and one public senior school in a rural village 

near Pandalayan, Banten. 

       I discovered there is no major, and no course, for the Local Content Curriculum at UB, or 

any other institutions that anyone knew of. This may indicate the government‘s intention to 

concentrate the development of LCC subjects at the K-12 school level. It is discussed, however, 

in the Curriculum course (Atin) and courses directly related to second-language teaching (Rizal 

and John). Two purposes became to learn more about lecturers understanding of the 

development, design, and implementation of LCC, and to learn more about the actual 

development, design, and implementation of LCC at the secondary school level. 

       Yudi described the relationship of the recently gained autonomy of Banten province in 

relation to English and the Local Content Curriculum:  

                                                 
13 See glossary and Chapter Two for an explanation of Pancasila. 
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―Before 2001 Banten was part of West Java and Bandung Sundanese…all is more 

decentralized now, like for the LCC schools can choose what language can be 

given…Under Suharto emphasis on Bahasa Indonesian was stronger…not such a need of 

English, especially in elementary schools. Now times are changing…English has now 

become part of LCC in some schools. When I ask experts … they say we lack English 

teachers. We need to make it an obligation or it will be a problem in elementary 

schools… and it is optional in some areas a lot…‖  

 

       Yudi explains that English is included as an LCC subject in response to school resources and 

the interests of students. The Local Content Curriculum courses do not always reflect the ―local‖ 

culture, industry and language, but rather, the decisions about the content of the courses are 

determined at the local level, to be relevant and desirable for the students. Often, though, the 

LCC course content does reflect local culture and industry, as will soon be discussed. Yudi also 

points out that the role of English as a course in the curriculum, and an LCC subject, seems to 

have increased during the transitions between four democratically elected presidents since 

Suharto, presidents B.J. Habibie, Abdurrahman Wahid, Megawati Sukarnoputri, and currently 

President Yudhoyono. 

       Rizal maintained a viewpoint heard frequently in and out of schools in Serang and around 

Banten: That Banten‘s heritage and traditions are a source of great pride for citizens here, and 

not simply for deeply personal reasons of identity, but for welcoming visitors for business and 

tourism as well. Banten has been famous for its location on the Sunda Strait, an important 

shipping lane, and ports, and industry from Serang west to Cilegon and out to the coast. 

Regarding the inclusion of cultural and language courses in the LCC, he explained: ―Banten 

province really pays attention to national heritage, for example, the Baduy—it‘s about 

empowering…their traditions, how they learn, they are prohibited from going to school, but 

some can read and write…its fantastic…their symbol is the gollok (like machete)…‖ Schools at 

the elementary level often include Sudanese or Javanese languages as LCC classes, and some 

classes I visited in the senior high schools were related to local industry, similar to vocational 

subjects. Schools often include local arts, crafts, and horticulture as LCC subjects. However, I 
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also found global influences in LCC courses I visited, including foreign languages such as 

English, Arabic, Japanese and German, and in the more industrial/vocational classes. 

       John described his views on the LCC in elementary and secondary schools: ―First for the 

implementation of the LCC is the viability of time, second, is to consider the four to five subjects 

of national exam: Language, Math, Science, Social Science. The LCC may be viewed as 

contributing to these courses for the preparation of students.‖ The major subjects indicated by 

John are consistent in the CBC-KTSP standards, and the national EPTANAS test, for the entire 

country, and thus reflect state monitoring of the curriculum. The standards for English are also 

included with these, but with LCC courses, because they are created at the school level, 

standards can be adopted from national curriculums or developed originally. John continued:  

 

―English is now compulsory from the fourth grade in elementary school, since 2004, as 

EFL…and Sundanese, Javanese, and in Lampung, Lampungese are taught as part of the 

LCC classes… I believe it is different in each school…‖ John continued to explain the 

incorporation of English and local languages as LCC subjects in schools: 

Me: ―Are there other languages (besides Indonesian and English) being taught in 

schools? English is taught…in Banten now even in elementary school level…?‖ 

John: ―English is taught as a foreign language…now, yes in all of Indonesia English has 

been introduced starting at fourth grade level elementary…‖ 

Me: ―And that was just over the past few years?‖ 

John: ―Yes, I think uh, it‘s from 2004. Yes.‖ 

Me: ―What about other languages, though? Like in that local content curriculum class? 

Obviously Bahasa Indonesia is taught from kindergarten, right? Kindergarten all through 

university?‖ 

John: ―Even in post-graduate…‖ 

Me: ―English is compulsory at junior and senior secondary, right?‖ 

John: ―Yes.‖  

Me: ―What about other languages?‖ 

John: ―In dealing with local content curriculum especially in Banten and Serang, they 

provide also Sundanese language, and also Javanese with Bantenese accent, as 

LCC…also, I can show you, let‘s say in my province of Lampung, they also have a local 
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content about Lampungese, the students learn about the Lampung language even starting 

from elementary school and until senior high school, and this is what proves for us as a 

really local content, because each province will be different local content especially about 

language, in Banten that would be Sundanese language, and  Javanese language with 

Bantenese accent...‖  

Me: ―Okay, that‘s very interesting that‘s a good example you‘re saying, in Lampung, 

which is, to the west? That‘s Sumatera?‖ 

John: ―They have Lampung language included as local content curriculum…‖ 

Me: ―Okay, so the local is being preserved, you would say, is being appreciated?‖ 

John: ―Yes, and preserved and taught as local content…‖ 

Me: ―And at the same time English is being integrated, and of course the national 

language of Bahasa Indonesia is taught…‖ 

  

       Local languages are often included as Local Content Curriculum courses, more commonly at 

the elementary level, but at the secondary level, foreign languages are included. Again, decisions 

about the content and development of LCC courses are made at the school level, under the 

supervision of school principals and teachers working as an LCC team. The primary purpose of 

the LCC curriculum courses are to provide students with stimulating and interesting subjects that 

will increase participation and retention of students, and not primarily to emphasize the ―local.‖ 

Rather, many LCC courses I observed seemed to be what might be considered ―elective‖ 

subjects, not necessarily focused on preservation of local customs and practices, but in response 

to global influences (as with languages) and practical economic and vocational subjects. 

       

       Shafira described her views on the diverse languages spoken in Banten:  

 

―In Serang, some people can speak Javanese and Sundanese and also Bahasa Indonesia. 

Villagers, most of them can speak very well Sundanese and Javanese in their daily 

conversation. But in the city around Serang, they know about Javanese and Sundanese 

even only some vocabularies. There are also some areas where the people can speak both 

Sundanese and Javanese. Like that area around Baros (where she is from)… My first 

language is Sundanese. But when I started to learn Bahasa Indonesia I don‘t find any 
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difficulties because the environment made us speak in Bahasa Indonesia… One of the 

differences between Bahasa Indonesia, Local Language (Sundanese, Javanese) with 

English is placed on the tenses. In English, there is present, future and past. But in Bahasa 

Indonesia, we use words to give information of time (tenses) such as ‗suda,‘ ‗akan,‘ 

‗belum.‘ That‘s why I think Bahasa Indonesia is easier to learn than English.‖ 

 

       Shafira was explaining how local languages are often taught in the home, and so when they 

are additionally taught in schools as LCC subjects, especially at the elementary level, they are 

more readily acquired by students. The national language, or Bahasa Indonesia, is taught as a 

regular subject in elementary and secondary schools, and at the junior and secondary levels 

students are encouraged to study foreign languages as well, often in LCC classes. 

       Enong is also very knowledgeable about the language situation in Indonesia in general, and 

as a subject in schools. She stated ―As I mentioned English and Mandarin Chinese were offered 

at my schools. For students, I can‘t give a response…It‘s easy to understand Sundanese and 

Javanese from an elementary school level. My parents—my father speaks 6 or 7 local languages 

from here and Lombok and Bali. Sumatra has nine major regions and Malay has a very different 

pronunciation of English than Indonesia.‖ From my personal experience I would also say that it 

is relatively easy to learn Indonesian at a basic level; however, as for any language attaining 

natural fluency takes time and effort. What is important for the issue of language inclusion in the 

Local Content Curriculum is that local languages and dialects are not necessarily included. 

Especially at the junior and senior secondary levels, foreign languages may be taught in the LCC 

courses. The inclusion of foreign languages as LCC subjects reflects the resources of schools and 

the interests in students according to the LCC‘s purposes. 

       Privileging a language in education; that is in schools, by grade level and course emphases, 

is a serious choice (Baker, 2006; Crawford, 2004; Milligan, 2005, Willinsky, 1998). In some 

cases, English, Arabic, German, Chinese, Japanese, and other foreign languages are incorporated 

at Local Content Curriculum classes. As with the design and implementation of all LCC classes, 

the choices are made at the school level according to the expressed needs and desires of the 

students, the resources available (especially the knowledge and abilities of the prospective 

teacher) and the judgment of the principal, administrators and teachers involved with creating the 

class. 
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       Instructors‘ and student-teachers‘ enthusiastically expressed their views on the inclusion of 

diverse languages in schools related to LCC, mainly that it is helpful and beneficial to provide 

students with courses of all kinds, including local culture, crafts,  industry and language that the 

students themselves want to take and study. These lecturers and students are very interested in 

learning English, and highly motivated in their studies, but they also shared a love for learning 

language in general, and unanimously agreed that learning local languages should be 

encouraged, as well as studying other foreign languages. Local languages are studied as part of 

the LCC, especially in elementary schools, the study of local languages such as Javanese, 

Sundanese, or Lampungese seems to give way to the study of foreign languages at the junior and 

senior high school levels. Because there is no formal training of LCC teachers in higher 

education teacher preparation programs such as UB, I sought access to five senior high schools 

in Serang and a rural village in Banten to learn more about LCC course design and 

implementation. 

 

Local Content Curriculum at Five Senior High Schools in Banten 

 

       At the Hotel Taman Sari, where I stayed for the duration of the study, I met a young woman 

named Ibu Etin, who was very fluent and articulate in English, and who taught English through a 

private foundation. She offered to assist me with my study, and was extremely helpful in 

acquainting me with the principals and teachers at two of the largest and oldest public, academic 

senior high schools, and two large vocational-academic senior high schools in Serang. After 

writing formal letters requesting a visit to the schools, I met with each principal and offered my 

services as a workshop facilitator, and later lead workshops with teachers on effective English 

instruction and incorporation of English within other subjects. The principals were very 

supportive of my study, granting me permission to visit the English and LCC classes. During the 

spring of 2009 I interviewed English and Local Content Curriculum teachers at these schools and 

visited and observed in many English and LCC classes. I also participated in campus activities at 

the high schools, such as the grand opening of an ―English Café‖ at the SMK 2, a small area in a 

corner of the campus gaily decorated with small ―shops‖ and food and drinks, where all the signs 

and books are in English.  
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       The campuses and classrooms of all five of the senior high schools visited are very clean, 

well-maintained, and very beautifully landscaped. The rural high school was exceptionally 

beautiful, situated near a river and surrounded by rice fields. Classrooms in some of the four city 

high schools were air-conditioned, which was unusual. Examining the actual development, 

design, and implementation of LCC at the secondary school level, I interviewed teachers and 

observed classes at the five senior secondary schools, and found that for all LCC classes choices 

are made at the school level according to the expressed needs and desires of the students, the 

resources available (especially the knowledge and abilities of the prospective teacher) and the 

judgment of the principal, administrators and teachers involved with creating the class. 

       Senior High School 1 (Satu Sekolah Menenga Atas Negeri, or SMANSatu) is in the center 

of Serang, and is Serang‘s oldest high school. I interviewed and observed Ibu Aiyda, an English 

teacher at Senior High School 1 and graduate of UB, and her senior English teacher, Ibu Ann, 

and then was introduced to Jon, an LCC teacher on April 28, 2009. Jon was very enthusiastic to 

meet Etin and I, and was passionate about teaching the LCC classes. He spoke some English, and 

Etin translated all he said in Indonesian. Jon is a Geography and Art teacher by training, but also 

has backgrounds in ―Tamanan,‖ or horticulture, and electronics. Jon explained that SMA 1 

offered LCC courses in gardening/landscaping/horticulture in 10th grade, and ―Elektro‖ in 11th 

grade, and which was about all kinds of machines and appliances. Jon said he was selected to 

teach these courses as part of the school LCC committee, with the principal‘s support, in 

response to students‘ interests. I asked Jon if he could explain exactly why these two courses 

were chosen and developed, and he said:  

 

―This city, Serang, and province of Banten, and the whole country of Indonesia, has a 

rich tradition of gardening. This class first started in 2002, and was included regularly 

since 2006. The country also has a need for knowledge and improvement of 

technology… How things work, especially all kinds of practical machines and electricity. 

So, Elektro was started in 2008.‖ Etin continued to translate Jon‘s understanding: ―They 

say ‗Lokal‘ because it is developed locally, like ‗Tamanan‘ (gardening) at SMA 1. And 

other senior high schools might have different Muaton Lokal, depending on teachers that 

they have and the needs of their students. Maybe like Dagum-dagum, the traditional 

music.‖  
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       Jon actually extended the rationale for these classes to the city‘s, province‘s and nation‘s 

past traditions and to their future needs, providing practical and enjoyable subjects for the 

students that appeals to their interests. These are the core purposes of the LCC courses. I asked if 

Jon could describe how the curriculum for the two classes was created, and he said: 

 

―The curriculum was partly based on Depdiknas ―Life Skills‖ courses curriculum, but 

finally designed by the school team. The LCC committee also was thinking of the 

enjoyable and active learning lessons, in order to make the students feel free from the 

hard subjects. They like to study Mulok, the students, because it is skills… it‘s practical 

and fun… I like teaching these Mulok classes, and the students like taking them. Did you 

see the gardening in the (school) entrance? And in front of this class? Before they make 

this garden, they must make a plan… like a picture.‖ 

Mike: ―Oh, like an architect makes a plan?‖ 

Jon: ―Yes, they have to plan first, and get matierials. For ―Elektro‖ class, they also must 

make plans. We do the wiring for the whole house, drawings and diagrams, and for 

appliances and electronics… And we use the electronic symbols, like for the electric 

currents…‖  

 

       Jon and the LCC committee‘s consideration of ―enjoyable‖ and ―active learning‖ lessons, 

overlaps the goals of the LCC with the PAKEM initiative for methods and instruction, 

demonstrating a strong understanding of the intentions and purposes of the decentralization 

reforms examined in this study. In the classes I visited I witnessed examples of these plans, 

drawings and diagrams, and they were impressive. The students were not simply relaxing and 

having fun in the classes; they were enthusiastic and working hard on their projects. Jon proudly 

offered me lesson plans and sample projects his students had done, and insisted I take some with 

me as artifacts. He showed us an experiment his students had done using a chemical to check the 

purity of water, and then invited us to the Elektro class. On the way, Jon explained to Etin and I 

that other LCC courses were offered in foreign languages such as English, German, Japanese, 

and Mandarin, depending on the available teachers‘ abilities to teach them. In this sense, the 

LCC seems a venue for playing out local responses to global influences. I asked about computer 
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or internet classes for the LCC and he said there is a separate IT course that students can take for 

this. 

       The Elektro class discussion was entirely in Indonesian, but the teacher began by saying 

―Hello Mr. Mike. Welcome to our class.‖ Pak Jon stood by in the front of the class guiding the 

questioning. Two male students were giving a Powerpoint presentation before a class full of 

students on the design and operation of a washing machine. Students asked questions about what 

to do if certain parts, like the belt, broke down, and what to do if the washer was not balanced 

and began shaking. A student asked whether hot or cold water should be used, and the students 

said they did not know, there was no difference. Pak Jon explained that clothes could be soaked 

first in hot water and that cool water was better if you are worried about colors bleeding. The two 

students presenting were very happy to explain the machine. One student asked ―Is there electro-

magnetic in the machine?‖ The boys said ―yes‖ and continued with their slides to explain the ―V-

axis‖ or ―off-load‖ and the ―H-axis‖ or front-load washers. They said they thought the front load 

was best for cleaning clothes. Pak Jon later explained that the students enjoy this class, because 

it‘s very practical and different than the other classes, and that‘s why it is offered. This is 

consistent with the LCC goals of relevance and interest for the students. Jon said that in this 

Elektro class, students talk about the over-all components of many common household machines, 

their power supply, purpose, design and function, and move from theory to actually taking apart 

the machines in class. They progress toward actually coming up with ideas for new products. Jon 

said ―This does not interfere with the other subjects. There is no homework in the MULOK 

course, and it‘s good for entrepreneurs, and innovative students to be able to create… they don‘t 

feel bored…‖ Stimulating interest and relevance for the students in the LCC courses is the 

second goal of the LCC policy, and the practical and relevant skills learned in this course directly 

related to the students‘ everyday lives in Serang, goals two and three of the policy.  

       SMK 1 and 2 are urban, located in downtown Serang, and academic-vocational senior high 

schools. Senior High School 2 (SMK 2) Serang is attended primarily by boys and in addition to 

academic courses offers programs in operation of large industrial machines and motors. There 

were also electronics and computer LCC courses, as with the traditional industrial arts 

curriculum. The Senior High School 1 (SMK1) Serang is attended primarily by girls and besides 

academic courses offers programs in hotel and restaurant hospitality and Information 

Technology. I observed classes in which students had prepared restaurant menus and were role-
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playing at serving a couple in a restaurant. The table had been properly laid out and the server 

took the orders of the guests. These lessons were entirely in Indonesian, and incorporated 

numerous elements of the PAKEM characteristics. The teacher explained to me that she had 

extensive training and background in this field, and offered to teach the classes as part of the 

LCC. She also said that many students specifically come to SMK 1 because they offer this 

program, and the school helps to place students in internships and jobs at restaurants and hotels 

in Serang. During my stay at the Hotel Taman Sari there were four female students who served 

training internships there. These vocational skills are of great interest to the students studying at 

SMK 1, thus are consistent with goals one, two and three of LCC policy. The skills are also 

valuable to the students in the particular contexts of their city, and similar large cities in 

Indonesia, where they can be used in work and daily life, ―creating tighter links between 

curricula and local conditions.‖ 

       The Senior High School 1 (SMK1) Pandalayan is about 2 hours southeast of Serang, and 

west of Rangkasbitung, in a very rural region of Banten. The school sits to the east of a major 

river, and is surrounded by expansive fields and padis. Mountains can be seen in the distance to 

the south, east and west. The principal of SMK 1 is a friend of Tubagus from UB, in his mid- to 

late-thirties, and a friendly yet serious man. In addition to interviewing and visiting the classes of 

two female English teachers, and doing English workshops, I visited and inquired about the LCC 

classes here. The main LCC class deals with the making of shoes and sandals. The teacher of this 

course had experience designing and making shoes and sandals for a corporation in Tangerang, 

and as with the other schools‘ LCC programs, the principal said the students there really enjoyed 

this class because it is considered ―fun‖ and a break from the standard academic courses. The 

principal also showed me a large and carefully tended fish pond on the edge of the campus that 

students cared for as part of the LCC curriculum. The principal and students took a great deal of 

pride in the pond, and the footwear course as LCC courses, consistent with all five of the broad 

goals and purposes of the LCC policy. 

       Senior High School 2 was the second major public senior high school I visited (SMAN 2, or 

Dua Sekolah Menenga Atas Negeri) on the south side of Serang. SMAN 2 is on a major highway 

going south from Serang to the city of Pandeglang. It sits on a hillside facing wide-open rice 

fields, and is expansive and beautifully laid out—also in a modified rectangular manner. The 

sister of Ibu Shafira, from UB, Ibu Ica is an English teacher here and I visited her classes many 
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times. Biotecnology, as an extension of Biology, Arabic, Japaanese and English are also offered 

as LCC subjects, and Pak Kato teaches English Conversation as an LCC course. When I asked if 

we could discuss his LCC course, Pak Kato replied ―Oh, Mulok, you mean?‖ LCC is an English 

acronym, and the LCC teachers I met with all refer to LCC as ―Muaton Lokal,‖ or ―Mulok.‖ 

English Conversation is taught as an LCC course at SMA 2 in both the ―Social‖ and ―Science‖ 

programs in the eleventh grade, with Kato teaching all students in the Social program and 

another English teacher, Ibu Li, teaching students in the Science concentration. Kato said English 

Conversation was developed as an LCC course since the previous school year, and when I asked 

who created the course, he replied: 

 

―It‘s not really ‗who‘ created it, but it‘s the needs of the school… We, all of the Mulok 

team agreed. We used to have ‗English Day,‘ but it was hard to manage all of the 

students with only two teachers. Ibu Li and me proposed English Conversation as a 

Mulok subject because Mulok must be different than the original English class. English 

class is for the sake of evaluation, (as with the national EPTANAS test) and English 

Mulok is more for the skills. That‘s the difference. So, I selected the material about 

something needed for daily life and communication… What we need, that‘s the key. Like 

going to eat, at the restaurant, how much you have to pay, how to express or give 

suggestions, how to invite people, etcetera…‖ 

        

       I asked about the Mulok team‘s collaboration in actually deciding which subjects to include 

as LCC courses, and Kato said the present LCC courses were the one‘s selected and approved by 

the team and the school principal, according to the student‘s ―needs‖ and teachers‘ areas of 

expertise. ―It‘s based on the school conditions,‖ he said. He further explained that pilot courses 

for tenth grade were ―Sekolah Kategori Mandiri,‖ relating to schools and national independence, 

and ―Sekolah Berbasis Internasional,‖ or ―International School Basis,‖ reflecting both national 

and international influences on the development of LCC courses at SMA 2. I asked if students 

have a choice of which LCC course they would take in each grade, and he said ―No, all students 

must take all three of the Mulok courses (in eleventh grade, for example) in a formal schedule‖ 

that rotates during the school year.  I asked why Pak Kato wanted to teach the LCC (Mulok) 

course and he again said ―It‘s based on the school‘s need.‖ I asked why Pak Kato would want to 



184 
 

volunteer to take on the extra work of developing and teaching English Conversation as an LCC 

course, and he explained that it‘s not really very much additional work. ―I have been a civil 

servant teacher, so it is compulsory,‖ he said, meaning that he must be teaching a certain number 

of classes at the school, and the LCC English Conversation classes he teaches take the place of 

the regular English classes required for the students.  

       He and Ibu Li ―consulted and discussed‖ together in developing the curriculum and 

materials for the LCC English Conversation course. ―We give the concepts, then have students 

practice, and then we test, or evaluate, the students speaking and listening skills... The students‘ 

skill level really influences the methods… Some students really like it, and it does also help for 

the national exam (in English). I‘ve also found that female students seem to like it more…‖ He 

explained to me that the students are of very different abilities. Some have very limited English 

proficiency, but like the additional help of English as an LCC course, because they‘re required to 

take it as a regular course, and this gives them more practice. Other students who are more 

proficient in English like to take it as an LCC class because it is not that difficult and they enjoy 

it. 

       In Pak Kato‘s English Conversation classes I observed that the materials were developed 

independently, with sections from textbooks, and the students engaged in small group, pairs, and 

class-wide practice of the basic communicative skills in English. The selection of English as an 

LCC course is consistent with goals one and two of the LCC, to ―delegate authority to localities,‖ 

empowering teachers and administrators at the school level in choosing a subject that students 

would have an interest in taking. It is unclear how goal three of the LCC, to ―create tighter links 

between curricula and local conditions,‖ is served by including English as an LCC course. This 

shows that the five broad goals of the LCC may be potentially inconsistent, and must be 

negotiated at the local level. English as a foreign language, which I‘ve proposed to represent 

―global‖ influences, also (potentially) contributes to the students‘ performance on the national 

exam taken in the twelfth grade, showing that LCC courses can be selected and developed by 

schools in response to global and national influences.   

       John from UB had many friends at many schools in Serang and across the province of 

Banten. He and I visited Junior High School 3 (Sekolah Menenga Pertama Tiga, or SMP3) 

Serang for a series of workshops on effective English instruction, which included grammar 

basics and helpful phrases for beginning speakers, and the teachers there were very enthusiastic 
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and pleasant. I also spoke as much Indonesian as I could during these visits. Unfortunately, I was 

never able to meet with or visit the LCC teachers at this school. Although Local Content 

Curriculum is neither a major nor a course within the FKIP teacher training program, the English 

program lecturers and students are all familiar with the LCC as a subject, its origin and purpose. 

They also are aware that the course is developed at the school level, depending on the needs and 

interests of the students and the resources available to each particular school, especially in 

regards to teacher expertise. The LCC classes I visited in the five senior high schools also 

reflected the understandings of lecturers and students at the UB FKIP program, as the courses 

were designed and developed by school teams lead by the school principal, and utilizing 

resources available and appealing to the interests of the students. The teachers interviewed and 

observed also were well aware of the purpose of the LCC classes, to retain and engage students, 

and to give them subjects that are interesting, enjoyable, and relevant to their lives. 

 

Summary 

 

       My findings at the UB FKIP, and from the senior high schools, substantiates and differs 

from Bjork‘s findings about the implementation of LCC in public schools. Compared with 

Bjork‘s junior secondary public school teachers in East Java, the UB lecturers‘ well-informed 

knowledge of the CBC‘s and LCC development and adaptable teaching styles depict a 

completely different outlook for Indonesian education, and the teachers in the senior high 

schools were well-informed on the purpose of the LCC and had developed interesting LCC 

courses. Could the lecturers‘ and students‘ knowledge and teaching methods be influenced by 

their added proficiency in English? I was not able to investigate lecturers and students in other 

programs of study, and this could be an area for future research. The administrators and teachers 

coordinating the LCC at the senior high schools had developed and implemented these courses 

over the past four to five years, and were quite satisfied with theses classes and students seemed 

to enjoy them very much. These differences from Bjork‘s findings may be related to the 

difference in time since the initiation of the LCC, and the difference of the location of these 

schools between the cities of Malang and Serang, and their proximity to Jakarta, and also to the 

difference between junior and senior high schools. Bjork found that private schools in Malang 

were more proactive and concerned with students‘ learning, and less affected by ritual practices 
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and authority relationships. The faculty of the senior high schools I visited were appreciative of 

ritual customs like the morning flag ceremonies, and the formality of relationships, yet were also 

concerned with high-quality teaching and students‘ learning. 

       Recalling the five ―broad goals of the LCC‖ (Bjork, 2005, pgs. 30-37) the first, ―to delegate 

authority to localities,‖ is clearly taking place in the schools observed; principals and teachers 

worked together to design and implement LCC courses. The second, ―to reduce the percentage of 

student exiting the system/provide vocational training‖ is difficult to measure, but some courses 

observed reflect both vocational and local attributes. The third, ―to create tighter links between 

curricula and local conditions,‖ is occurring in the sense of local industry, vocations and 

traditions, such as with the horticulture and fish pond courses. The fourth, ―to increase 

community involvement in the schools‖ was not directly examined in this study. The fifth goal, 

―to improve the instructional process,‖ is a broad goal that, in the stimulating of interest in 

school, integrating active learning methods, and in some cases supporting national curriculum 

objectives, is supported by these LCC courses. None of the broad goals of the LCC policy 

explicitly state that a goal is to represent local traditions like art, crafts, architecture, theater, 

fashion, music, and history in Local Content Curriculum courses, but rather, to pursue the five 

broad goals. The purpose is to select and develop courses at the school level with subject matter 

more relevant to students in their regions and localities, promoting the retention and progress of 

students. The selection of topics and development of curriculum depends upon the types of 

resources and industry of the community and occurs at the school level, and in the senior high 

schools also included courses in foreign languages including English, reflecting global influences 

upon the development of LCC curriculum. 

       Hundreds of local languages and dialects are spoken throughout Indonesia, and in Banten 

the main local languages are Sundanese and Javanese.  The UB FKIP department offers teacher 

training in Indonesian and English languages, which are also subjects secondary (and some 

elementary) schools. Local languages are taught in some schools as part of the LCC curriculum. 

Both local-language instruction, at the elementary level, and English instruction are incorporated 

into the LCC, and English is required in the junior and senior secondary schools I visited. All 

participants exhibited an inherent pride and appreciation for their local languages and traditions, 

and in some cases students did not fluently speak Indonesian languages other than the national 

language.  The many reasons given by university lecturers and students, and high school 
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teachers, showed that English does represent global influences and aspirations, while in many 

ways the Local Content Curriculum represents localization not only through language and 

cultural offerings, but horticultural, mechanical, industrial, and business influences in the 

communities. How can English become a subject in a Local Content Curriculum course? Due to 

the characteristics and purposes of the LCC explained previously: Student interest and resources 

available at the school level, as decided upon by principals and school LCC committees. The 

LCC also represents cooperation and collaborative involvement between teachers, administrators 

and communities, and for the participants in this study, an awareness and desire for teacher 

autonomy and participation in the implementation of decentralization policies. 

       The LCC courses in these senior high schools reflect a mixture of local and global 

influences; however, in ways local desires are being shaped by global influences. It is not 

surprising that LCC courses in the SMK (academic-vocational) high schools supplement the 

fields and occupational trainings provided at these schools, and the fish pond and footwear 

course at the rural SMA Pandalayan also reflect local industries. The students in these classes 

also enjoyed taking them as a diversion from the regular academic classes. Foreign languages as 

LCC courses reflect global influences, and the interests of students and resources of the schools 

to include them. In the case of English, the LCC courses are also serving as supplemental to the 

required English classes, which are measured on the national EPTANAS test. In this way the 

influence of the state is, perhaps inadvertently, still present in the LCC curriculum. The main 

point is that the LCC courses are being autonomously developed by the school principals and 

teachers, according to available resources and students‘ interests.   

 

Chapter Review 

 

       This chapter has presented and analyzed the data collected during this study at the 

University of Banten during the 2008-2009 school year. It provides a brief introduction to the 

context of educational decentralization reform and the purpose of this study at the University of 

Banten in the newly-autonomous province of Banten. I‘ve attempted to vividly describe the 

campus and the lecturers and students, using biographical portraits of the nine participants, and 

described in detail the program of studies for the UB FKIP English teacher training program. The 

dynamic lecturers of this teacher training program are well-trained and well-informed on the 
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three elements of decentralization policy examined in this study. As described in the previous 

chapter, the implementation of the Competency-Based Curriculum, (CBC-KTSP) curriculum and 

instructional standards through the integration of Active Learning, or PAKEM methods, and the 

Local Content Curriculum (LCC); also known as Muaton Lokal, or (MULOK) represent major 

components of decentralization policy (kebijakan decentralisasi), and are undergirded by the 

principles of democracy, autonomy, and self-motivation for learning. The knowledge and 

implementation of the CBC-KTSP, Active Learning methods, and the LCC were explored 

thematically in this chapter through ethnographic analysis. 

       These interviews, class and campus-wide observations show that each individual‘s sense of 

purpose, enthusiasm, and self-reliance, when encouraged, can contribute to improvements in 

teacher training and the communication of autonomy among teachers and students. This reflects 

and can help to shape the future of federal educational policies, social and political life in 

Indonesia. This case study attempts to link the attitudes and behaviors of individual actors with 

broader concepts and ideals of decentralization theory.  

       The data from interviews and field notes shows answers to the research questions could be 

found to a greater extent in some courses. PAKEM Active Learning Methods were consistently 

modeled in all courses, but more so in Speaking than Psycholinguistics or Writing. Explicit 

instruction about the CBC-KTSP policy and its implementation in schools was observed in the 

Curriculum, Introduction to Education and Education Management courses. The CBC-KTSP 

were mentioned to a lesser extent in courses such as Teaching English as Foreign Language 

(TEFL) and Learning & Planning English Language Teaching. Active Learning methods were 

consistently observed in most classes. Critical events, drawing from activities ranging from the 

―The Millennium Development Goals Conference‖ in December to ―The English Student 

Association Carnival‖ in April, provide additional context to support the interpretations in this 

case. 

       The data gathered on this unique case helps us to better understand the processes and 

activities of teachers and students of the FKIP Department at the University of Banten. This 

chapter documents the processes of this teacher training program, and provides insight into how 

such programs adapt at an institutional level to changes in federal education policy. The 

University of Banten English Education program was the case for this study; however visits to 

five Senior High Schools in Serang and a rural village in the province of Banten provided greater 
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depth of understanding for the implementation of the CBC-KTSP standards for English and the 

development of Local Content Curriculum (MULOK, LCC) and teacher autonomy. 
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CHAPTER FIVE 

 

THE HARMONIZATION OF GLOBAL, STATE AND LOCAL 

INFLUENCES ON DECENTRALIZED EDUCATION IN BANTEN 

 

       This study has attempted to relate broad theories of educational decentralization with the 

present contexts of Indonesian education reform in order to identify specific challenges which 

impact teacher preparation, and to link these principles of autonomy and democratic participation 

to the attitudes and actions of individual lecturers and students. The methodology has been 

inductive and interpretive, in order to identify motivations and characteristics of the lecturers, 

students and teachers in responding to changes in approaches to education. It should not be 

construed as evaluative, in either the formative or summative sense. The knowledge and 

implementation of the Competency-Based Curriculum (CBC-KTSP) curriculum and 

instructional standards for English instruction, the concept and implementation of PAKEM 

Active Learning methods, and the Local Content Curriculum (LCC), which represent major 

elements of decentralization policy, autonomy, and self-motivation for learning, were explored 

thematically through ethnographic analysis. The analysis and discussion followed in-depth 

accounts of professors and students at the campus over 10 months and provides extensive and 

diverse evidence of dynamic responses to policy changes. 

 

The three primary questions and five sub-questions for this ethnographic case study were:  

              

       1. How do professors/lecturers and student-teachers in one province negotiate the competing 

tensions of global, state and local influences unleashed by the decentralization of education in 

Indonesia? 

1A: As the state attempts to lessen its direct influence, what forms of influence fill the 

gap? Local, as decentralization advocates suggest, or state or global influences? 

1B: Why do students want to learn English, and learn to teach English? Do the 

motivations of English Education lecturers and student-teachers reflect global influences 

on responses to decentralization? What are the deeper social, cultural and religious 
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contexts, and factors of global and local sources, which contribute to and influence 

teacher preparation? 

 

       2. How are new teachers being trained to respond to ongoing state influences in the form of 

the new standards of the CBC/KTSP policies, Active Learning (PAKEM) methods, for English 

and the Local Content Curriculum while simultaneously responding to these global and local 

influences?  

2A: Since the CBC/KTSP standards, Active Learning (PAKEM) methods and LCC 

policies are intended to effectively implement decentralization, what do 

professors/lecturers teach and student-teachers learn about these educational policies? 

2B: Are the desired teaching behaviors and methods promoted by decentralization policy; 

i.e., autonomy, agency and relevance, being modeled and explicitly discussed in UB 

English Education classes? 

 

       3. What are the deeper social and cultural contexts and factors—either  global or local—that 

contribute to and influence teacher preparation, and which may serve to impede or facilitate the 

training of English teachers and the implementation of English as a foreign language and LCC 

instruction in schools? 

3A: Are Social Studies, Indonesian or English Language, Pancasila14 and Civics, 

Religious Education, or other subject area teachers provided training in university 

programs to develop and teach Local Content Curriculum (LCC,) or is this a separate 

major for student-teachers?  

 

       In the introduction to this dissertation I explained Indonesia‘s commitment to the national 

maxim of ―Unity in Diversity,‖ or Bhinneka Tunggal Ika, and how it relates to decentralization 

reforms to strengthen national cohesion, and how the education system is responding to these 

changes and demands with reforms including increased curricular and instructional autonomy, 

higher teacher qualification standards and improved teacher training. I hypothesized that the 

subject of English might be a likely site of global influence and the subject of Local Content 

Curriculum a likely site where I might find efforts to preserve and promote local knowledge and 

                                                 
14 See glossary and Chapter Two for an explanation of Pancasila. 
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cultural understandings. Because the University of Banten is relatively new as a public university 

in this newly autonomous province, I expected the relatively young lecturers of the the Teacher 

Training Program, or Facultas Keguruan Ilmu Pendidikan (FKIP) would likely be well-trained 

and well-informed on the three elements of decentralization policy examined in this study. 

Furthermore, I anticipated that because these and all subjects are impacted by the CBC-KTSP 

standards, these should be of particular interest in teacher training. After explaining in detail the 

nature of English teacher training at UB, I‘ve shown that knowledge and use of the CBC-KTSP 

standards, and the use of active learning methods, are emphasized in courses within the program 

of studies. LCC as a subject is not a specific major or minor area of studies at this FKIP; 

however, lecturers and students are very familiar with its many dimensions. English and LCC 

teachers in the senior high schools also were knowledgeable and proactively incorporating the 

national curriculum standards and active learning methods in classes. 

       The Republic of Indonesia has pursued decentralization reforms like the CBC and LCC 

concurrently with efforts to increase and improve English as a common language in business, 

government, at higher education levels, and as a foreign language in junior and senior secondary 

schools, and currently in some elementary schools. This case study found that each lecturer‘s and 

student‘s unique background and reasons for studying and wanting to teach English, and their 

understanding of the changes that have taken place during their past to present experiences, 

shows that these participants are very well informed on educational policy reforms of the past ten 

to twenty years. My sustained participant observation in classrooms and in campus-wide 

activities demonstrated the lecturers and students are proactive in changing and adapting to the 

challenges and expectations around them. Social and cultural contexts and factors, of global, 

state and local sources influence the reasons for learning and teaching English and influence the 

participants‘ responses toward the three elements of decentralization reforms. Each of the 

following sections summarizes the findings regarding knowledge and implementation of the 

PAKEM Active Learning methods, the CBC-KTSP curriculum standards, and the Local Content 

Curriculum (LCC) in relation to the research questions. To help clarify the findings of global, 

state and local influences upon the areas of English teaching and learning and the understanding 

and implementation of the CBC-KTSP, PAKEM and LCC, please refer back to the overview of 

the research questions and the ongoing global, state and local influences on page 87 of chapter 

four. 
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1. How do professors/lecturers and student-teachers in one province negotiate the 

competing tensions of global, state and local influences unleashed by the decentralization of 

education in Indonesia? 

 

1A: As the state attempts to lessen its direct influence, what forms of influence fill the 

gap? Local, as decentralization advocates suggest, or state or global influences? 

1B: Why do students want to learn English, and learn to teach English? Do the 

motivations of English Education lecturers and student-teachers reflect global influences 

on responses to decentralization? What are the deeper social, cultural and religious 

contexts, and factors of global and local sources, which contribute to and influence 

teacher preparation? 

 

       Global, state and local influences were all evident in the backgrounds and dispositions of the 

lecturers, teachers and students, but in a complementary as opposed to competing way. Local 

culture, values, and ways of interrelating socially—the ―local identity‖ of the people of Banten, 

has developed over centuries in western Java. The authoritarian central government‘s impact on 

Indonesian society endured from 1945 to 1998 under Presidents Sukarno and Suharto. 

Democratization and decentralization of education are ambitious national goals, and the state‘s 

reform policies explored in this study have great potential to improve the quality of education in 

Indonesia. This study explores how educators are responding at the local level as the state 

devolves more centralized control, and how global, state and local influences are affecting their 

understandings and approaches toward teaching.  

       In this English education teacher training program, lecturers and students valued English as 

a means for connecting with the world beyond Banten, and have greater access to educational 

theory and research written and spoken in English. For these lecturers and students, global 

influences exert a powerful influence on the views toward education practice and their 

understandings and implementation of decentralization policies. All nine lecturers, five females 

and four males, participating in this study expressed similar and unique reasons for and 

experiences with learning English and becoming teachers. These background motivations and 

experiences as students and teachers have influenced their dispositions and actions at the UB 

campus and in classrooms in response to decentralization reforms. Perhaps coincidentally, their 
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ages range from the mid-twenties to late thirties, and correspondingly their schooling and 

university experiences were during the 1990‘s, while decentralization of education reforms were 

beginning in Indonesia.  This was also a period leading to the autonomy in Banten Province in 

2001, and the transformation of the University of Banten from a private to public institution. 

Participants‘ reasons and motivations for learning English were influenced by global and local 

forces, and included multiple dimensions of professional and cultural status (both actual and 

perceived,) cultural interests and entertainment, scholarly interests and aptitude for learning, 

personal life and beliefs, family, and chance.  

       Another main area influencing the desire to learn English involved the participants‘ desire to 

connect with individuals and the world within and beyond Indonesia; lecturers‘ and students‘ 

conveyed a ―global outlook.‖ Lecturers‘ and students‘ backgrounds in becoming English 

teachers, and related educational experiences during this period of dramatic change helps us to 

understand the transitions being made in curriculum development and instruction for teacher 

training at the University of Banten. I also found that all nine lecturers were concerned with 

professional development in the form of collaboration with other universities, agencies, and 

public and private elementary and secondary schools, and that all nine lecturers were very 

knowledgeable about the historical developments of education in Indonesia, informed by their 

own schooling experiences and from their own teacher training experiences.  

       The description of the UB FKIP English teacher training program of studies, from the 

Introduction to Education course to the final Skripsi research paper and PPLK1 teaching 

experience in community schools is remarkably similar to teacher training programs in the U.S. 

and other countries, with the exception that student-teachers, or education majors, are grouped in 

cohorts depending upon their subject of specialization, and there are no elective courses. Also, 

for this FKIP English teacher training program, there are numerous courses which deal with 

language fundamentals over four levels, such as Speaking & Listening, Morphology & 

Grammar, Reading, Writing, teaching English as a Foreign Language, and Research Methods for 

English Education. At this point the learning of English blends with the teaching of English, as 

students learn English while learning contemporary educational theory and practices for teaching 

English from around the world. In this way, the program of study differs from one in which 

English is the first language of all of the students. Lecturers and students become familiar with 

the directions of global education, and of the influence of global pedagogy on Indonesian 
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education. The textbooks and materials used in courses, technologies used to engage students, 

and variety of active learning and traditional teaching methods reflected global influences, 

overlaid upon local ways of behaving and interacting. Long established-state and local influences 

remain and will continue to impact implementation of instruction, but as the state has attempted 

to reduce direct influence in educational practice, global influences are increasing for the 

participants in this study. The continuing influence of the state and local will be summarized 

after further conclusions regarding the study of English at the UB FKIP. 

       This study parallels and strongly confirms the findings of Martani‘s (1996) reasons for 

higher education students wanting to study English and their perceptions of the English 

curriculum. The interview questions were open-ended and there were no preconceived categories 

in this study, however the reasons given for learning English and pursuing teacher training are 

similar to Martani‘s research. 32% of Martani‘s participants named ―Employment Opportunity‖ 

as the most important reason, and all of the participants in this study described English as a 

means for gaining professional and cultural status.  Martani‘s categories of ―Language 

Competency,‖ ―Personal Knowledge,‖ and ―Cultural Communication‖ were all directly and 

indirectly given as reasons for learning and teaching English in this study as well.  

       The lecturers and students in this study also communicated ―clear and decisive motivations‖ 

for pursuing English teaching. One major strength cited which relates to this study was 

―Increased knowledge about culture and literature, along with helpful faculty members and 

methods that encouraged student participation in learning‖ (1996). The weakness of ―too much 

lecturing as a teaching method, a teacher-oriented approach,‖ however, was not given by 

students, as the data from these class and campus observations shows a progressive and dynamic 

integration of active learning methods. In contrast, the lecturers at UB are highly competent and 

caring, consistently encouraging active participation in and out of the classroom. Martani 

concluded: ―It is the task of the institutions, administrators and faculty alike, to design better 

curricula to benefit both learners and institutions, instead of waiting for governmental directives‖ 

(1996). It is strikingly coincidental that this suggestion is consistent with the underlying premises 

of educational decentralization policy and proactive autonomy, which the UB lecturers 

demonstrated. The study of English and teaching English at UB are strongly influenced by global 

and local factors, and help connect these lecturers and students (often through technologies like 

the internet) with global pedagogical approaches and research. The status of English in the 
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professional world, the ability to communicate with English-speaking visitors, and family 

encouragement are some examples of local factors of influencing the interest in studying 

English. 

       State and local pressures also contribute to the study of English, as English is commonly 

used in business and government, particularly in large cities like Jakarta, and is considered a 

form of social capital or status in smaller cities as well. Some students and lecturers who had 

come from rural backgrounds explained how they viewed English as a symbol of erudition, and a 

valuable skill for pursuing higher levels of education. This is an example of how traditional local 

customs, beliefs, and ways of interacting socially (Geertz, 1960) influence aspirations toward 

social and professional mobility from rural backgrounds upward to higher status, and higher 

paying positions in society. The global impact of English is also reflected locally in the close 

collaboration lecturers and students share among other college and university departments, and 

working with public school teachers and students. These findings show that the phenomenon of a 

global-state-local dialectic does not reflect a tension between imposed outside influences and 

efforts to preserve local identity, but rather an ongoing interplay between global-state-local 

attitudes and responses in educational practice to global factors. Research question one can be 

more thoroughly answered in the answers to questions two and three.  

 

2. How are new teachers being trained to respond to ongoing state influences in the form of 

the new standards of the CBC/KTSP policies and Active Learning (PAKEM) methods, for 

English and the Local Content Curriculum while simultaneously responding to these global 

and local influences?  

 

2A: Since the CBC/KTSP standards, Active Learning (PAKEM) methods and LCC 

policies are intended to effectively implement decentralization, what do 

professors/lecturers teach and student-teachers learn about these educational policies? 

2B: Are the desired teaching behaviors and methods promoted by decentralization policy; 

i.e. autonomy, agency and relevance, being modeled and explicitly discussed in UB 

English Education classes? 
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       Despite years of educational decentralization, the state continues to exert a significant 

influence on education in Banten through mandated student competencies such as the CBC-

KTSP curriculum standards and teaching methods. As described, the CBC national curriculum 

has been in effect for almost two decades, and all of the lecturers, students and teachers I met in 

Banten were familiar with it to some extent. The addition of the KTSP, in English ―Curriculum 

of Levels and Units for Education,‖ represents state influence in attempting to assist teachers‘ 

use of active learning methods to effectively teach the objectives of the national curriculum, 

while also encouraging teacher input and creativity. The rationale for the CBC-KTSP standards 

is to raise the educational standards uniformly across the nation, to provide comparison among 

schools and students, and to promote high standards of learning and accountability, as they are 

represented on the national EPTANAS exam (Yulaelawati, 2005). The civil-service versus 

contract teacher status issue also strongly reflects the state‘s influences on schools at the 

provincial and local level, as the state controls the certification exam and process. Figure 3 is a 

theoretical representation of changes in curriculum and instruction under decentralization, 

including the ongoing state influence of the CBC-KTSP curriculum standards, PAKEM active 

learning instructional methods, and the courses taught in schools. This study focused on the 

subjects of English and Local Content Curriculum. Figure 4 provides another perspective 

comparing the former, more centralized system and the current more decentralized system: 
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Figure 7: Centralized System and Decentralized Systems 

 

 

State Influence: Competency-Based Curriculum (CBC-KTSP) Standards for English Instruction  

 

       Utomo found that ―Teachers claimed to know what CBC is, but in actual classroom 

implementation of CBC, these teachers were lost, returning instead to the former curriculum, 

which they were more comfortable teaching‖ (2005) because educational reforms have 

disseminated from a centralized national system, and teachers‘ implementation of policy seems 

to be ―professionally entrenched.‖ Utomo examined Bahasa Indonesia teachers‘ responses to the 
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CBC prior to 2005, in a geographically-bounded region. I shifted my investigation to an English 

teacher training program at UB, and observed a graduate of this program who was teaching at 

Senior High School 1 in Serang. I learned from the lecturers that the newer KTSP guidelines 

provide greater structure and clarification of standards for the CBC standards, which have been 

in effect since the 1990‘s.  

       I found that the lecturers in this program were very knowledgeable about the history and 

development of the CBC-KTSP standards and certain courses in the program (Introduction to 

Education, Curriculum, and Education Management) specifically discussed the standards and 

how they should be used in the development of curricula and lesson plans. Students in this FKIP 

English program also were well-informed about what the CBC-KTSP standards are and their 

purpose. Many lecturers and students knew exactly where to find the standards on the Depdiknas 

http://www.depdiknas.go.id 2010 website. The standards for all subjects are written in 

Indonesian, except for when English is necessary as with the English CBC‘s. Classes visited at 

UB in the FKIP English program were conducted in English, and as described in chapter four,  

the CBC-KTSP standards were incorporated in the Learning Planning on English Language 

Teaching course (taught by Rizal during my study) and the Teaching English as a Foreign 

Language course (taught by John and Yudi)  using, and modeling, active learning methods. 

English language texts and articles reflect global influence even in instruction on the CBC-KTSP 

standards in these courses. Two classes which included attention to the CBC-KTSP, Introduction 

to Education (Pengantar Pendidikan) and Education Management (Pengalaloan Pendidikan) 

were taught entirely in Indonesian, but students assisted in translating the content. Examination 

of the course syllabi and observations in these classes confirmed that the CBC-KTSP standards 

are discussed, particularly in relation to learning how to design and construct lesson plans. If 

students in FKIP teacher training programs such as this are receiving instruction on the 

curriculum‘s incorporation into teaching practice, the graduates of these programs should be 

well-qualified to implement the policy as they enter the teaching workforce. 

       The lecturers‘ opinions partially confirmed Utomo‘s findings, as some felt and reported that 

many elementary and secondary teachers they have worked with in Banten did not fully 

understand or incorporate the CBC-KTSP standards in their instruction. In contrast to this, 

English teachers I interviewed and observed at five senior high schools all were familiar with the 

standards for their English classes, and I observed the integration of the skills identified in the 

http://www.depdiknas.go.id/
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national standards in their classes. In one case I observed a graduate of the UB FKIP English 

program (Aiyda) at Senior High School 1 integrating PAKEM active learning methods with the 

CBC-KTSP standards with students happily and purposefully using critical thinking skills to 

compose comprehensible sentences out of a collection of words and phrases. It is possible, and 

perhaps likely, that the lecturers were referring to teachers in junior secondary (SMP) and 

elementary schools (SD), especially in more rural and remote areas. This supports my conjecture 

that implementation of the CBC-KTSP curriculum varies greatly between urban and rural 

schools 

 

State Influence: Active Learning Teaching Methods (PAKEM) 

 

       The encouragement of particular instructional strategies is another area in which on-going 

state influence is observed. PAKEM Active Learning methods have been integrated for 

instruction in Indonesian schools to increase student attendance, involvement, interest and 

achievement. I witnessed many elementary and secondary teachers, beyond the scope of the case 

of lecturers and students in the teacher training program at UB, who were developing and using 

active learning methods, as identified in chapter two, for instruction. In addition to making 

learning more relevant to students‘ lives and school more enjoyable, these diverse approaches, in 

addition to traditional lecturing, recitation, and bookwork, are intended to more effectively help 

teachers and students meet the national standards of the CBC-KTSP. During my study, Pak John 

and Tubagus were conducting research on the integration of active learning in public and private 

elementary schools in Banten, and Rizal and Yudi had previously done studies on English 

education in Banten. Ibu Shafira and Arsi had been actively involved with the MGMP Teacher‘s 

Association, meeting and working together with English teachers in Banten to discuss and 

improve ―the teaching and learning process.‖ The lecturers used their own research as examples 

in the English teacher training program at UB, encouraging students to pursue their own research 

projects in the form of the skripsi undergraduate thesis. 

       Lecturers and students recalled memories of their own elementary and secondary teachers, 

and of both traditional and active learning teaching methods, and explained how and why they 

believed active learning methods can be more effective for engaging students and increasing the 

relevance of course material. Lecturers also explained their own teacher training (many of the 
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University of Lampung) involving the use of active learning methods, views of PAKEM active 

learning methods, and how they are easier to integrate with instruction in some courses as 

opposed to others, depending on the subject matter. Finally, I observed the implicit and explicit 

modeling of active learning instruction in classrooms and in activities around the UB campus, 

including the use of discussion, media and technology, research and extracurricular activities to 

engage students. Lecturers incorporated many other elements of the ―20 CHARACTERISTICS 

FOR ASSESSING PAKEM AND CTL‖ in their instruction, such as utilizing group work in and out 

of the class, role playing, interviewing, debate, cooperative learning, flexibility in arranging 

learning and teaching facilities, providing students with helpful feedback, and accommodating 

diverse learning styles and diverse qualities of past experience and generally caring about the 

students in regard to the affective domain. Pak John and Tubagus were involved with research on 

active learning methods in Banten as part of a USAID Decentralized Basic Education (DBE2) 

project, which may explain their thorough understanding of the PAKEM initiative. All of the 

lecturers shared the attitude that their students need to have teachers as role-models of the best 

teaching practices, including active learning, so that they will emulate these practices as teachers 

themselves. 

       Lecturers and students from the UB FKIP department also actively participated in nationally 

and provincially sponsored workshops on active learning methods, at times working together 

with elementary and secondary teachers (Shafira and Arsi) and John and Tubagus were working 

on an action research project assessing and promoting the use of active learning methods in the 

province of Banten. The lecturers, students and teachers all shared the conviction, in concert with 

the national education policy development; that active learning strategies, combined with clearly-

structured learning objectives, can help keep students in school and progressing from grade to 

grade, and promote engaged interest in learning and better achievement. It is ironic that the 

mandating of PAKEM active learning methods by the national government reflects the state‘s 

ongoing influence on educational practice, and simultaneously devolves greater autonomy to 

schools and teachers in the implementation of these methods. Active learning methods are 

fundamentally democratic in nature, encouraging participation, and represent the core rationale 

and purpose of decentralization reforms. Unlike the participants in Welmond‘s study, these 

lecturers, teachers and students, global influences generally were not viewed as threatening to 
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local, traditional cultural teaching practices, but as potentially advantageous means for 

improving schooling. 

 

State Control over Certification & Civil-Service Teachers versus Contract Teachers 

 

       Bjork‘s Figures 1 and 2 (from Chapter Two) illustrate the forces of the state, parents, and 

student influences, mediated by the teachers‘ values about education, contending that because the 

role of the state is so powerful change is slow to occur. However, subtle global forces such as 

interest in academic competition and access to educational research, and less-subtle ones like 

international agencies, institutions and corporations working to improve Indonesian schools, 

along with progressive actions by the national and provincial levels of education, have been 

exerting guidance for change toward better teaching and learning for over a decade, and continue 

to do so. 

       Bjork‘s qualitative study on Indonesian education found attitudes and practices discouraging 

to the central purpose of education: student‘s academic and vocational learning, and learning to 

learn and think critically (2005). This is not the whole picture for Indonesian education, 

however. Teachers around the world are compelled to abide by complex regulations in doing 

their best to help students meet specific objectives for learning skills and concepts across the 

wide spectrum of subjects studied in schools. In the case of a dynamically changing system, 

serving 3,758,893 students  in 10,239 senior high schools (SMA), and  8,614,306 students in 

26,277 junior high schools (SMP) the compliance and commitment to perform these duties is 

taken very seriously (Depdiknas, 2008). Now, teachers are being asked to adapt to the CBC-

KTSP and LCC curriculum while incorporating active learning methods. Especially for younger 

and newer teachers, the sense of purpose is to be more autonomous and respond to expectations 

while participating in long-established ways and structures. 

       Bjork found that deeply rooted school cultures and sociopolitical contexts exert a powerful 

influence on public school teachers‘ perceptions and behaviors, and I‘ve found they do also. But 

the cultures and sociopolitical contexts are gradually changing, and varying between provinces, 

communities and schools, and the participants in this study are also changing in response to 

education policies. Bjork‘s theory of ―civil service culture‖ and center-local relations affecting 

teacher autonomy and adaptation, and  serving as aspects impeding the implementation of the 



203 
 

LCC initiative and changes in curriculum and pedagogy is partially supported by the data 

collected in this study, and yet was also found to be unsupported by the lecturers, students and 

teachers in this study. While traditional customs and protocols like flag raising ceremonies are 

observed, and required, lecturers and teachers are eager to take on greater autonomy and utilize 

engaging methods in their teaching. They also took pride in their work and showed genuine 

caring for their students learning. 

 
 

 
 
 
 
 
 

 
 

 

Figure 8. Proposed Theoretical Model for Teacher Training in the Context of Educational 
Decentralization in Indonesia in Response to Bjork. 
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learning a much lower priority. There are multiple perspectives from which to examine this 

phenomenon. One prominent perspective that the over-reaching structure of the education 

system, historically, strongly reinforces authority roles and loyalty and compliance from all 

actors, students, teachers and administrators alike, within the hierarchy. Starkly depicted, these 

relationships seem authoritarian and even possibly un-democratic and anti-autonomous. An 

alternative explanation of this is that, if actors are customarily loyal and compliant, they will do 

what is expected and increase their own knowledge, qualifications and credentials, and will 

integrate the educational standards with effective active learning teaching methods. 

       Bjork contends this culture affects public junior high school teachers in East Java who were 

generally indifferent to the quality of instruction and actual learning. Public senior high school 

teachers I interviewed and observed, in the subjects of English and LCC, did not seem so 

adversely affected by civil service culture. These teachers I worked with as participant-observer 

prepared and implemented quality lessons, and showed a commitment to student learning while 

also adhering to the formal protocols of school relationships. My observations in FKIP teacher 

training courses at UB showed that contemporary school management structures promote 

parental and community involvement; during visits and observations at high schools I witnessed 

parents in the administration offices meeting with teachers. While in this case study the interests 

of students, parents and the community are more strongly considered in relation to national 

influences than Bjork‘s model suggests, there is ubiquitous variation in schools across Indonesia 

and surely an ongoing need for improvement.  

       ―Civil service‖ culture did not directly impact the training of teachers at UB, but the 

phenomenon does impact students in serious ways after graduation when trying to gain 

employment as a teacher. This is addressed in the training of secondary school English teachers.      

Pak John explained that gradually since 2001 teaching has become more respected, and that 

salaries have improved, and that the objective of the UB FKIP English Language Teaching is to 

train highly-qualified teachers for the elementary, junior and senior high school levels in Serang 

and Banten. In addition to facing daunting financial burdens such as tuition and books, with very 

little or no assistance from grants or student loans, the students must also be prepared for 

teaching in a school job market that, while direly in need of quality teachers, still does not 

provide adequate salaries, especially for ―additional,‖ non-permanent teachers. Several lecturers 

explained in greater financial detail why teachers strive to attain civil service status when 
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teaching in public schools, as contract teachers earns about 300,000 rupiah per month, before 

taxes (About $30.00). Civil servant teachers make about 1,100,000 to 2,000,000 per month 

($110.00 to $220.00). This is why for some being a teacher is the last option, and what prompted 

me to recognize ―No wonder everyone wants to be civil servant level teacher.‖ 

       Public, or ―state‖ school principals seek to improve the quality of their ―fixed‖ civil-servant 

status teachers, who have years of experience teaching, through professional development, as 

described by Shafira, Arsi, Yudi, John, Tubagus and Enong. But highly qualified new teachers 

from UB have ―fresh approaches and also high motivation for teaching‖ (John) and the best 

candidates need to be recruited and hired, as in the case of Aiyda at SMA 1 and Isa at SMA 2. 

UB graduates may have a much greater likelihood of teaching in private schools, but they will 

also likely be ―contract‖ teachers, with weaker job security and less pay, especially if they do not 

pass the civil servant test. Lecturers consistently explained that, due to the disparities in salary, 

job security, and prestige, graduates of the English department since 2005 ―really expect to work 

as civil servant teachers,‖ And since the first class of 2001-2005 many graduates have been 

accepted in several public and private schools, some of them as civil servants in local 

government, and also as staff in several departments. If new teachers pass the civil service test, 

and a principal is seeking an ―additional teacher‖ they may not initially be hired as civil servant 

teachers, they‘re not permanent, but may have the opportunity to be promoted. The lecturers 

work with the students and schools across the province to help connect graduates with jobs. The 

FKIP English program recommends students to principals, and in turn requests suggestions and 

advice from students, through involvement in the English Student Association, and in the form of 

an English Studies Program Graduates Association committee which formally gives feedback in 

order to improve the program and help gain employment. The nature of the continuing state 

control over certification and civil-service teachers versus contract teachers is intended to insure 

accountability and high quality education, but also impacts teachers‘ responses to education 

policy in that some civil service level teachers may become complacent, as Bjork‘s study 

showed, and contract teacher may be discouraged by poor compensation. 
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3. What are the deeper social, cultural and religious contexts and factors—either  global or 

local—that contribute to and influence teacher preparation, and which may serve to 

impede or facilitate the training of English teachers and the implementation of English as a 

foreign language and LCC instruction in schools? 

 

       Factors influencing the lecturers‘ and students‘ motivations and actions regarding teaching 

and learning have been discussed in response to question one. The English Education lecturers 

and students at UB view English as a means of connecting with individuals and information 

within and beyond Indonesia, and as a skill for pursuing success in their professional lives and 

enriching their personal lives. Proficiency in English is viewed by these lecturers and students as 

social capital, cultural capital, and professional capital, and a valuable skill for interacting with 

friends and professional colleagues, within Indonesian society and throughout the world.  The 

sense of accomplishment and status expressed by participants in being able to communicate in 

English reinforces a sense of agency that encourages greater confidence in their abilities to learn 

and teach, and to act and respond to contemporary policy reforms.  

       Lecturers and students viewed English as a language for communicating with people 

internationally, and are also encouraged at the state and local level to study English as a means 

for academic and professional advancement, as discussed in chapter four. The variation of 

abilities in students, described in terms of urban-rural comparisons and contrasts, became 

apparent from interviews and observations. For example, lecturers and students explained that it 

is far more challenging for students and teachers in rural areas to gain proficiency in English due 

to many factors, such as lower-qualified teachers, less access to learning materials, and less 

exposure to English in daily life. Lecturers and students in the study all expressed differences in 

English usage and in educational opportunities in general between urban and rural areas, citing 

fewer opportunities in rural communities. Indonesia has instituted a program to provide incentive 

pay for teachers in rural and remote areas, with mixed results. Proficiency in English not only 

conveys a certain sophistication and worldliness, but connects these lecturers and students with 

educational research directly supporting and driving decentralization reforms.      

       A primary reason students and lecturers gave for learning and learning to teach English, 

besides actually teaching English, was to open opportunities in other professions of business and 

government. Also, one of the tests for civil servant positions is related to English competence, 
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reflecting state influence. With the qualifications of an S1 degree in English Studies and passing 

the civil government test, graduates may find employment in other areas of local and provincial 

government, and possibly national government. A major challenge for Indonesian education is to 

attract and adequately compensate the next generation of highly qualified teachers from 

programs like that at the University of Banten‘s FKIP department. 

       Participants described how their families influenced their pursuit of teaching, as many 

lecturers and some students have relatives who are also teachers. Teaching traditionally has been 

viewed as a high status profession in Indonesia (Geertz, 1960). Lecturers and students were very 

sociable, and code switching between languages was very common in classes and around the 

campus. Lecturers and students consistently showed respectful and supportive attitudes toward 

one another, and this group-centered social dynamic has been described as ―Asian 

communitarianism‖ in the work of Tan & Ng (2007).  

       In addition to more practical reasons related to working and academic opportunities 

responses also related to a natural aptitude and curiosity for learning English seemed to be due to 

cultural factors such as family, films and television, music, advertising, and began at an early age 

for many of the study participants. Beyond professional and academic advancement, proficiency 

in English seems to become a form of cultural capital and status in terms of understanding and 

enjoying entertainment, such as music, movies, television, news, and the internet, and also 

influenced lecturers‘ and students‘ reasons for learning English, and the influence of American 

popular culture is very evident everywhere in Serang and Banten. Many students explained that 

they thought it was ―cool‖ to be able to study English, and that was the reason and a prevailing 

factor in their desires to be teachers. Some students stated that if they could not find teaching 

jobs, English was still a valuable skill in the job market. Lecturers‘ and students‘ own teachers 

also strongly influenced their learning and current views about teaching English and teaching in 

general, and about which approaches work best. These experiences influence participants‘ 

attitudes and actions toward the decentralization policies explored in this study. 

 

Knowledge and Instruction of the Local Content Curriculum    

 

       The Local Content Curriculum (LCC) as a subject in elementary and public schools 

represents one aspect of Indonesia‘s commitment to decentralization and the localization of 
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educational methods and curricula for communities and schools. The purpose is to make national 

CBC-KTSP standards and subject matter more relevant to students in their regions and localities, 

promoting the retention and progress of students from grade level to grade level. The LCC is a 

separate subject area and course, and in some cases, especially at the elementary level students as 

reported by lecturers, students and teachers, students learn facts and concepts derived from their 

communities, like art, crafts, architecture, theater and fashion, history, geography, science and 

linguistics, as with local dialects. The selection of topics and development of curriculum depends 

upon the types of resources and industry of the community and occurs at the school level. 

       Although Local Content Curriculum is neither a major nor a course within the FKIP teacher 

training program, the English program lecturers and students are unanimously familiar with the 

LCC as a subject, its origin, purpose, development, design, and implementation. They also are 

aware that the course is developed at the school level, depending on the needs and interests of the 

students and the resources available to each particular school, especially in regards to teacher 

expertise. The LCC was discussed in the Curriculum course and courses directly related to 

second-language teaching.  Because the LCC is not significantly represented in the UB FKIP 

teacher training program, I felt it was necessary to visit public high schools in Banten.   

       To examine the actual development, design, and implementation of LCC at the secondary 

school level, I interviewed teachers and observed classes at five senior secondary schools, and 

found that for all LCC classes choices are made at the school level according to the expressed 

needs and desires of the students, the resources available (especially the knowledge and abilities 

of the prospective teacher) and the judgment of the principal, administrators and teachers 

involved with creating the class. The many manifestations of LCC classes in the five high 

schools shows that, for this case, English is more commonly included as a LCC subject than 

local languages such as Javanese or Sundanese, along with other foreign languages. Local 

languages are more likely to be included in elementary schools, and local arts, crafts, sports and 

traditions were reported to be included in LCC courses in elementary schools. However, in the 

senior high schools I observed local customs were represented only in the form of means of 

earning a livelihood, such as in the LCC courses at the rural senior high school with horticulture, 

the fish pond and shoe and sandal-making classes. LCC classes I observed such as horticulture-

landscaping and the fish pond are local traditions as well as means of earning of living. LCC 

courses in the urban senior high schools focused more on foreign languages and 
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vocational/elective subjects, reflecting more global influences. English as a required subject and 

as a LCC course in some schools is a unifying common language within the nation, as well as 

internationally. 

       My findings at the UB FKIP, and from the senior high schools, substantiates and differs 

from Bjork‘s findings. Compared with Bjork‘s junior secondary public school teachers in East 

Java during the 1990‘s, the UB lecturers‘ well-informed knowledge of the CBC-KTSP, PAKEM 

active learning methods, and LCC development and adaptable teaching styles depict a 

completely different outlook for Indonesian education. Bjork concluded that: 

 

―Indonesia‘s long history of top-down authority structures, failed experiments with 

democratic rule, economic uncertainty, and emphasis on the schools‘ obligation to 

support national integration are preventing individuals at all levels of the system from 

altering their behavior. Teachers, in particular, are choosing not to adopt the role of the 

autonomous educator that government officials have designed for them. These influences, 

more than technical factors highlighted in macro assessments of the LCC, have impeded 

a redistribution of authority to the local level.‖ (2005, pg. 174) 

 

       In this study, could the lecturers‘ and students‘ pedagogical knowledge and progressive use 

of teaching methods be influenced by their added proficiency in English? I was not able to 

investigate lecturers and students in other programs of study for comparison, and this could be an 

area for future research. However, beyond the UB FKIP program, I found that the administrators 

and teachers coordinating the LCC at the senior high schools had developed and implemented 

these courses over the past four to five years, and were quite satisfied with theses classes and 

students seemed to enjoy them very much. These differences from Bjork‘s findings may be 

related to the difference in time since the initiation of the LCC, which had just begun in the mid-

nineties during Bjorks‘s study, and to the difference of the location of these schools between the 

cities of Malang and Serang, and their proximity to Jakarta, and also to the difference between 

junior and senior high schools. Although changes in behaviors and practices require changes in 

training and culture, I believe changes have been occurring over the past decade. Bjork found 

that private schools in Malang were more proactive and concerned with students‘ learning, and 

less affected by ritual practices and authority relationships. The faculty of the senior high schools 
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I visited were appreciative of customs like the morning flag ceremonies, and the formality of 

relationships, yet were also concerned with high-quality teaching and students‘ learning. 

       Hundreds of local languages and dialects are spoken throughout Indonesia, and in Banten 

the main local languages are Sundanese and Javanese. The UB FKIP department offers teacher 

training in Indonesian and English languages, which are also subjects secondary (and some 

elementary) schools. Local languages are taught in some schools as part of the LCC curriculum. 

Both local-language instruction, at the elementary level, and English instruction are incorporated 

into the LCC, and English is required in the junior and senior secondary schools I visited. All 

participants exhibited an inherent pride and appreciation for their local languages and traditions, 

and in some cases students did not fluently speak Indonesian languages other than the national 

language.  It is not surprising that the English lecturers, students and teachers expressed a 

proclivity for learning English; however I did not interview Bahasa Indonesia teachers, or 

teachers and students of other foreign languages. In some cases, English, Arabic, German, 

Chinese, Japanese, and other foreign languages are incorporated at Local Content Curriculum 

classes. This would be an excellent area for future research. The many reasons given by 

university lecturers and students, and high school teachers, showed that English does represent 

global influences and aspirations, while in many ways the Local Content Curriculum represents 

localization not only through language and cultural offerings, but horticultural, mechanical, 

industrial, and business influences in the communities. How can English become a subject in a 

Local Content Curriculum course? Due to the characteristics and purposes of the LCC explained 

previously: Student interest and resources available at the school level, as decided upon by 

principals and school LCC committees. The LCC also represents cooperation and collaborative 

involvement between teachers, administrators and communities, and for the participants in this 

study, an awareness and desire for teacher autonomy and participation in the implementation of 

decentralization policies. 

 

Implications 

 

       The lecturers, students, and teachers in this study demonstrated attitudes and actions that are 

positive and enthusiastic about the dialectal interplay between global and the local influences, in 

negotiating local-state-global tensions for learning and teaching English in light of policy 
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changes in the education system. They consider their pasts while looking optimistically toward 

the future of educational development. The lecturers, students and teachers expressed and 

showed positive perceptions of and progressive adaptation to the integration of PAKEM active 

learning methods, and the CBC‘s for the subjects of English and Local Content Curriculum in 

the UB FKIP teacher training program and senior high schools. The forces of traditional ways of 

teaching and the forces of globalization are in a constant flux of transformation and 

simultaneously contribute to the maintenance and transformations of established practices into 

new practices for implementing decentralization of education policies. It is difficult to claim that 

global influences have a greater impact on the lecturers, teachers and students in this case study 

than centralized habits or desires for greater localization, but is clear that multiple dimensions of 

the global-state-local dialectic all exert powerful influences on the participants in this research. 

For the lecturers and students at UB, the global influence of English is not perceived as a threat, 

but as an opportunity. They view fluency in English as a source of empowerment, personal 

agency, and a contribution to individual and national development. This also seems facilitated by 

their youth, and the fact that they have come of age during the era of decentralization, and 

possess a sense of solidarity of purpose in their teaching and implementation of current reforms. 

If traditional patterns of behavior reflecting deference to authority and social-professional 

hierarchy are evident, than these participants are channeling those attitudes and behaviors to 

comply with the expectations accompanying the educational policies examined in this study. 

       This study confirms the hypothesis that relatively young lecturers and education majors in a 

newly developing education program, at the recently-turned public University of Banten (2001), 

in a newly chartered province (2000), are undertaking progressive action in response to current 

educational reforms. Lecturers and student-teachers at UB negotiate and balance the competing 

tensions of loosening but enduring state influence, including ―civil service culture‖ together with 

contemporary decentralization policies encouraging autonomy, self-determination, innovation 

and democratic participation, in the context of localization and globalization. It has become clear 

in this case that decentralization policy reforms have significantly impacted teacher education at 

University of Banten FKIP English teacher training program in positive ways for the preparation 

of quality teachers. It is also important to acknowledge the continuing influence of the state, 

which mandates the national CBC-KTSP curriculum, PAKEM active learning methods, the 

national EPTANAS exam, Teacher Certification exams and processes, and the Civil-service 
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versus contract status of teachers in the field. Thus, the degree to which decentralization is 

intended, as well as the degree to which it is occurring in schools across the nation, should not be 

overestimated nor exaggerated. However, I observed and have documented substantial 

knowledge and understanding of, and responses to, the three elements of decentralization policy 

reform in this case study at the University of Banten FKIP English Education program and in 

five senior high schools in Banten. Progress toward adaptation to decentralization of education 

reforms has also been assisted by international agencies such as USAID, and international 

businesses. 

       If advocates of decentralization policy assume greater local autonomy promotes increased 

responsiveness to local needs, how can we predict what those local needs and preferences are? 

Examination of English and Local Content Curriculum subjects at the university and senior high 

schools revealed locally-determined preferences and globally-determined preferences, and 

showed both local and global influences on teachers as they respond to decentralization reforms 

in education, yet it seems that for these lecturers, teachers and students of English global 

influences are ―filling the gaps‖ left with less government control, and through educational 

borrowing global pedagogical theory and research has caused a degree of convergence in the 

implementation of decentralization policies. Local needs are central to the implementation of the 

CBC-KTSP standards through integration of active learning methods, and development of LCC 

courses, and they are determined at the school level, with collaboration of city and provincial 

education offices and colleges and universities. Lecturers,‘ students‘ and teachers‘ values toward 

learning and teaching are simultaneously adapting between highly-centralized school cultures 

remaining from the past and contemporary decentralization reforms (Figure 3). I surmise the 

degrees of progress vary greatly from urban to rural schools, and among the different levels of 

schooling. The lecturers, teachers, administrators and students I worked with at UB and in 

Banten‘s senior high schools have made great progress in the implementation of educational 

policy reforms. 

 

John: ―The latest improvements are changing the paradigm…the old paradigm of 

teaching… the new regulations of government are improving salaries and compensation, 

and ask to improve the competence and qualifications for all teachers…like from a study 

background of S1 to S2…‖ 
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Me: ―Are you pleased with the relatively new autonomy of the Province of Banten? 

Why? Does this impact your feelings towards teaching?‖ 

John: ―Yes, exactly…since 2001 teachers in Banten…with improved salaries from 

government, more autonomy, will do more for the welfare and quality of teachers…it is 

more possible to respond more accurately from a local level…and more responsible to 

local schools and students…‖ 

 

       In the Global—Local Dialectic, there is evidence of educational borrowing and convergence 

in terms of theory and practice, curriculum and instruction methods. The UB Lecturers all 

demonstrate and model personal and collective efficacy, both important, and essential, in the 

exercise of human agency (Bandura, 1995). Bandura states: ―Without commitments to shared 

purposes that transcend narrow self-interests, the exercise of control can degenerate into personal 

and factional conflicts of power. People have to be able to work together if they are to realize the 

shared destiny they desire and to preserve a habitable environment for years to come‖(1995). He 

maintains that people‘s ―Sources of Efficacy Beliefs,‖ ―Motivational Processes,‖ and ―Affective 

Processes,‖ here depicted through the biographical portraits and backgrounds of the participants, 

provide a foundation for the pursuit of autonomy and achievement of shared goals, and 

specifically can promote ―Students Cognitive and Regulatory Efficacy.‖ Different tensions 

develop between self and collective interests in different cultural settings. Furthermore, the 

history of centralized government and adherence to authority make the nurturance of 

autonomous behavior complicated, but not impossible. Bandura explains how, depending on 

established social beliefs and patterns, personal and collective interests must be continuously 

balanced under strong leadership and a sense of social solidarity and purpose. His quotation of 

John Gardner is appropriate: ―Getting things done socially is no sport for the short-winded‖ 

(Bandura, 1995). In more collectivist societies where norms of cooperation and compliance with 

authority structures prevail, personal interests can be encouraged and directed toward the 

attainment of personal and collective goals. This is what I perceived at UB and in Serang‘s 

senior high schools. 

       Bandura and colleagues demonstrated that beliefs and perceptions of personal efficacy and 

achievement influenced academic goals, prior grades predicted parent‘s expectations and goals, 

and these in turn influenced the grades students received (Zimmerman, Bandura & Marinez-
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Pons,1992). These and findings from similar studies give credibility to theories of personal and 

collective efficacy in classrooms, and the concepts of self and collective efficacy are promoted in 

some of the most popular teacher training textbooks in America, such as Kauchek,& Eggen‘s 

(2008) Introduction to Teaching: Becoming a Professional.  

       Asian communitarianism is characterized by community-oriented values such cooperation, 

maintenance of group harmony, cooperation, and a desire to ―save face‖ in awkward situations. 

(Tan & Ng, 2007; Zialcita, 1999). The University of Banten FKIP lecturers demonstrated these 

attributes and ―Asian communitarianism‖ (Tan & Ng, 2007) in their teaching approaches, and 

the students learn these dispositions for their own study and for teaching younger students that I 

observed.Students show dispositions in and out of class that are more and less passive and 

assertive, but all students showed independence and a willingness to work hard. Many lecturers, 

teacher and students were familiar with the LCC and CBC-KTSP curriculum due to their own 

educational experiences. Across Indonesia, university FKIP and IKIP teacher training programs 

can do more to clarify the CBC-KTSP standards integration in the design and development of 

curriculum. Beyond courses such as Curriculum or School Management, which included School 

(or site-) Based Management (SBM), specific units within a course on the LCC, or a specific 

course on LCC, and the other components of decentralization policies could be developed. 

Currently at the University of Banten; however, the integration of the components of 

decentralization examined in this study is extensive, relevant and vibrant. While state influence 

continues in the overall structure of the school system and the mandating of decentralization 

policies, global influences are having a significant impact on the lecturers, students and teachers 

in this study, while local concerns, except insofar as they relate to responding to opportunities 

created, or perceived to be created, by globalization remain intact and provide a cultural 

foundation in Bantenese society and schooling. 

 

Areas for Future Research 

 

       The major challenge facing Indonesian education is the need for thousands of well-qualified 

teachers, including upgrading the qualifications and abilities of current teachers. Bjork (2005) 

Sadiman (2006) Anen (1992) Utomo (2005) and others recommend teacher training and 

incentives to improve teacher quality and instruction for the implementation of the CBC, like 
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that of the LCC, but recognize there are deeper issues concerning past social norms and 

expectations. This study can help to extend understanding of the progress toward these 

educational goals by clarifying the qualitative positions of the teachers and potential teachers 

involved. Seventeen years have passed since Anen‘s study, thirteen years since Martani‘s, and a 

over a decade since Utomo‘s and Bjork‘s studies. This study documents the changes that have 

taken place at UB and senior high schools in Banten, but clearly great disparities exist in 

responses to education policy across provinces, and according to circumstances in more urban 

and rural communities. As changing people‘s knowledge, attitudes and practices takes time, it is 

not surprising that evidence of proactive responses to policies beginning mainly in 2001 have 

taken time to observe.  Characteristics of this particular university, and its leadership, and the age 

and experience of the lecturers and backgrounds of all participants, are responsible for the 

findings in this study.   

       As noted in the introduction, Anen (1992) recommended ―improving cooperation and 

coordination between teacher training institutions and provincial offices of education‖ (p.xv). 

Evidence from this study showed that there was extensive cooperation and collaboration between 

individuals and institutions at all levels within Banten province‘s education system. Cooperation 

and collaboration often extend beyond provincial boundaries to the national level. One future 

possibility for extending this line of research is to carry out simultaneous surveys of other similar 

English teacher training programs in Western and Central Java by designing a survey based upon 

and generated from the interview and focus group questions of this case study, to market and 

distribute it to interested similar-sample participants, gather and enter the data into SPSS, and 

analyze for comparison with my case study findings. This could be expanded to a larger sample 

of provinces and school districts across Indonesia. Examining teacher training in other major 

areas of study, such as Indonesian language, Math, Science, and Social Studies in response to 

decentralization reforms involving the CBC-KTSP and PAKEM Active Learning is a natural and 

potentially very helpful next step to learn more about the changes (or lack thereof) taking place 

in Indonesian schools. 

       Finally, an important approach to understanding responses to educational decentralization 

that stems directly from the literature review would address fiscal control and management 

issues, such as the allotment of funds from the national and provincial level, to the school level, 

to better understand if fiscal and territorial devolution has resulted in greater local control of 
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resources for schools and teachers, and how that control is working out. This could also be 

accompanied by research in the use of incentives such as compensation, job security and status 

since the era of decentralization reforms has begun, and how, if at all, things have changed and if 

these changes have an effect on teacher behaviors. 
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APPENDIX 1. 
 
Coding Table 1: UB Lecturers 

 

Lecturer Gender Course Title(s) InterviewDate 

John M English for Specific Purposes 
Theoretical Review: Methodology 
English Lab Mgt. 

January 17, 
2009 

Shafira F Morphology February 9, 
2009 

Yudi M Seminar: English Language Teaching 
Research Methods 
 

January 29, 
2009 

Arsi F Reading February 2, 
2009 

Rizal M Seminar English Language Teaching 
Learning Planning on ELT 

January 2009 

Enong F Writing January 30, 
2009 

Kila F Psycholinguistics February 4 
Interview 
 

Ayu F Cross-cultural Understanding         
Poetry 

January 28, 
2009 

Tubagus M Speaking January 27, 
2009 

Tom M Speaking III Exam 1/12 
 

January 28, 
2009 

Sudarman M Education Management ---- 

Atan F Introduction to Education       
Curriculum 

April 
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APPENDIX 2. 
 
A Case of the Global – Local Dialectic: Decentralization and Teacher Training in Banten, 

Indonesia 
 

Professor Name: _____________________________(Names will be kept confidential) 

Male/Female 

Age: _______ 

Current Position: ________________________________ 

School: ____________________________ 

Date: ____________________ 

 

Primary Questions of the Study: 

 

 How are new teachers being adequately trained to adapt to the new standards of the CBC 
policies for the teaching of the Local Content Curriculum and English subjects in junior 
high schools?  

 What are the deeper social, cultural and religious contexts which contribute to the ―civil 
service culture,‖ described by Bjork, and which may serve to impede or facilitate the 
training of English and LCC teachers and the implementation of English as a second 
language and LCC instruction in junior secondary schools? 

 

General Background Questions (Q1)  

Q1: What beliefs do professors and student-teachers have about teaching in general? 
 

     1.    How long have you been at your current position? 
     2.    What is your past education and experience? 
     3.    Can you describe your teaching philosophy? 
 What is the purpose of schooling? What are the best methods for teaching? 

 

Program of Studies Questions (Q2) 

Q2: What do professors teach and student-teachers learn about Indonesian educational policy, 
the CBC, and English and LCC instruction, including a.) pedagogy and methods, b.) curriculum 
and learning materials, and c.) administrative and professional conduct? 
 

     1. Can you describe the program of study for student-teachers? What are the courses     
         for Education and subject areas of English and LCC majors? 
     2. What are the syllabi for these courses? 
     3. How well are the objectives of these courses being achieved? 
     4. What are the strengths (merits) of the program of study for student-teachers?  
     5. What are the weaknesses (shortcomings) of the program of study for student-  
         teachers?  
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Teaching the Student-Teachers Questions (Q2) 

 
     1. How long have you been teaching education courses? 
     2. What methods do you use in the different courses? 
     3. What activities and assignments do you use in the different courses? 
     4. What are the strengths (merits) of the program of study for student-teachers?  
     5. What are the weaknesses (shortcomings) of the program of study for student-  
         teachers?  
 

CBC Policy Questions (Q3, Q4)  

Q3: How are new teachers being adequately trained to adapt to the new standards of the CBC 
policies?  

Q4: Are expectations and ―realities‖ communicated clearly in teacher preparation programs and 
for beginning teachers in schools? 
 

1.  Do you feel you completely understand the purpose and rationale of the CBC        
     policy? Do you agree with the purpose and rationale of the CBC? 

     2.  How can the CBC policy be most effectively implemented in schools? 
     3.  How can understanding of CBC be most effectively taught to student-teachers? 
     4. What role do teachers play in the implementation of CBC in schools? 
     5. Are expectations and ―realities‖ communicated clearly in teacher preparation   
         programs and for beginning teachers in schools? 
 

LLC Teacher Training & Policy Questions (Q5, Q6, Q7) 

Q5: How do student-teachers and beginning teachers feel about the prospects of greater 
autonomy and influence in schools, and the work this requires? How does this relate to findings 
of similar studies? 
Q6: Are there students who specifically want to teach LCC (Social Studies or other majors) and 
why?  
Q7: Are Social Studies, Bahasa Indonesia, Pancasila and Civics, Religious Education, or other 
subject area teachers provided training in university programs to develop and teach Local 
Content Curriculum?  
 
     1. Can you describe the program of studies for LCC teacher-students? What are the  
         courses for LCC majors? 
     2. What are the syllabi for these courses? 
     3. How well are the objectives of these courses being achieved? 
     4. What are the strengths (merits) of the program of study for student-teachers?  
     5. What are the weaknesses (shortcomings) of the program of study for student-  
         teachers?  
     6. What role do teachers play in the development of LCC in schools? 
     7. What role do teachers play in the implementation of LCC instruction in schools? 
     8. Is there more work involved with greater teacher input and autonomy? How do you  
         feel about this? 
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English Teacher Training & Policy Questions (Q5, Q8) 

 

Q8: What are professors‘, student-teachers‘ and active teachers‘ views on the inclusion of 
diverse languages in schools? Why do students want to learn English, and learn to teach English? 
 

1. Can you describe the program of studies for English teacher-students? What are the     
    courses for English majors? 

     2. What are the syllabi for these courses? 
     3. How well are the objectives of these courses being achieved? 
     4. What are the strengths (merits) of the program of study for student-teachers?  
     5. What are the weaknesses (shortcomings) of the program of study for student-  
         teachers?  
     6. What are professors‘, student-teachers‘ and active teachers‘ views on the inclusion  
         of diverse languages in schools?  
     7. Why do students want to learn English, and learn to teach English? 
     8. What role do teachers play in the development of English curriculum in schools? 
     9. What role do teachers play in the implementation of English instruction in schools? 
   10. Do you think there is more work involved with greater teacher input and autonomy?  
         How do you feel about that? 
 

Sociocultural, Political & Belief Questions (Q5, Q9, Q10) 

 
Q9: What are the deeper social, cultural and religious contexts which contribute to the ―civil 
service culture?‖ How do these serve to impede or facilitate the training of English and LCC 
teachers and the implementation of English as a second language and LCC instruction in junior 
secondary schools? 
Q10: How do past center-periphery cultural and political traditions affect response to the CBC? 
What current support and assurances are provided for teachers? 
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APPENDIX 3.  

 

RESEARCH INFORMED CONSENT FORM 

 
Fall 2008 
 
Dear Participant: 
 
This research is being conducted by Michael S. Young, Ph.D. candidate in the Sociocultural 
International Development Education Studies (SIDES) specialization, Department of 
Educational Leadership and Policy Studies at Florida State University. The project is titled: A 
Case of the Global – Local Dialectic: Decentralization and Teacher Training in Banten, 
Indonesia. This research is studying how teachers are being prepared to understand and 
implement Indonesian education policy. The project will take place between September 2008 
and April 2009 at Universitas Sultan Ageng Tirtayasa in the city of Serang as partial fulfillment 
of my doctoral degree. 
 
In this project, you will be asked to participate in interviews about teaching and decentralization 
reforms. The interviews will take between 30 minutes and an hour, and will be audiotaped. Your 
participation is voluntary; there is no penalty for not participating. Your answers will be held in 
confidence to the extent allowed by law. Your name and the name of your school will not be 
identified. In all publications, pseudonyms will be used and any identifiers will be removed. 
Participants will not be liable or harmed in any way and there are no risks. I will not request any 
documents from participants. 
 
All interview audiotapes and transcriptions will be kept under lock and key in my office in 
Serang, Banten. There will be no videotaping. These materials will be kept for the duration of the 
study and will be destroyed at the conclusion of the study. You have the right not to participate 
or to withdraw from the project anytime without prejudice or penalty. This project will provide 
benefit us with better understanding your educational program, as well as providing insight into 
qualitative research methodologies. 
 
Please keep a copy of this informed consent for your records. If you have any questions, please 
contact Michael S. Young, Florida State University College of Education. You may contact my 
Advising Professor Dr. Jeffery Ayala Milligan.  
 
You can also contact the Human Subjects Committee at Florida State University, 2035 E. Paul 
Dirac Drive, Box 16, 100 Sliger Building, Innovation Park, Tallahassee, FL 32310. Tel. 850-
644-8633. Email: www.research.fsu.edu/humansubjects. 
 
I have read and understand this consent form. 
 
___________________________  _______________________             ______________ 
Signature of Participant                                                                             Date 
 
 

http://www.research.fsu.edu/human
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To: Michael Young 
 
Address:  
Dept.: EDUCATIONAL FOUNDATIONS AND POLICY STUDIES 
 
From: Thomas L. Jacobson, Chair 
 
Re: Re-approval of Use of Human subjects in Research 
Responses to Decentralization and Teacher Training in Banten, Indonesia 
 
Your request to continue the research project listed above involving human subjects has been 
approved by the Human Subjects Committee. If your project has not been completed by 
6/28/2010, you are must request renewed approval by the Committee. 
 
If you submitted a proposed consent form with your renewal request, the approved stamped 
consent form is attached to this re-approval notice.  Only the stamped version of the consent 
form may be used in recruiting of research subjects. You are reminded that any change in 
protocol for this project must be reviewed and approved by the Committee prior to 
implementation of the proposed change in the protocol.  A protocol change/amendment form is 
required to be submitted for approval by the Committee. In addition, federal regulations require 
that the Principal Investigator promptly report in writing, any unanticipated problems or adverse 
events involving risks to research subjects or others. 
 
By copy of this memorandum, the Chair of your department and/or your major professor are 
reminded of their responsibility for being informed concerning research projects involving 
human subjects in their department.  They are advised to review the protocols as often as 
necessary to insure that the project is being conducted in compliance with our institution and 
with DHHS regulations. 
 
Cc: Jeffery Milligan, Advisor 
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