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Abstract

Competence Based Education (CBE) is quickly gaining ground in vocational and higher
education in western societies. Successfully connecting the education initiatives with labour
markets and societal demands, the concept has not stayed unnoticed within the realm of
international education reform. Often serving the objective of the development of an
international competitive economy and workforce, increasingly, education initiatives are
promoting the incorporation of Competence Based Education in developing countries. As the
majority of these initiatives are fairly new, little has been written on the success of introducing
the western developed education concept in non-western societies. Taking the comparative
education perspective as a starting point, this research investigates the feasibility of the concept
of Competence Based Education as being introduced in Indonesian Higher Education. Not
limiting the study to issues of implementation, a thorough framework of analysis allows the
research to capture deeper societal embedded practices within the Indonesian education
context. Providing an insight in issues ranging from culture, politics and labour markets towards
policy implementation of the Education Institutes, classroom practices and student incentives
the research compares a wide range of contextual factors as identified on three Public University
faculties in two highly differing provinces in Indonesia. Aiming to clearly outline similarities and
dissimilarities between the three faculties, the data from more than 60 interviews and
observations included in the multiple case study, are analysed along the lines of the framework
of analysis.
Reflecting upon the findings of the three levels of the contextual analysis, the outcome of the
research clearly outlines the need for adaptation of the concept of Competence Based Education
to the unique, but diverse Indonesian society. Issues within the realm of labour market demands,
employment opportunities and historically embedded cultural practices demand a deviation
from the western approach of competence development.
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Preface

Involved in the daily practices of education, my years of teaching at a Dutch primary school
made me realize how important education is in determining future opportunities of children. As
our school was situated in one of the disadvantaged suburbs of a large Dutch city, the majority of
the children experienced the daily challenges of their social environments. In many instances
education proved to be their only resort; their ticket into the future. Surprisingly, during my
work with youth in Africa and Asia I found a comparable spirit amongst these young members of
the societies. This resemblance, underlining the uniform global importance of education made
me decide to focus my research on education.
As education is subject to constant reform aiming for continuing improvement, my initial
experiences with education research has not been positive. Aiming to be in the forefront of the
pedagogical and didactical developments, during my work as a teacher, the management of my
school often volunteered to become involved in academic research programmes. As our school
population proved a valuable source of data, researchers were eager to pilot new education
methods in our classrooms. As any teacher would probably immediately agree, education
reforms are often lovely initiatives, but the teachers, coping with their demanding daily issues,
have often little time left to become involved in additional practices. Serving a shared objective
to increase the quality of education, the distinct differences between the worlds of researchers
and education practitioners are easily causing misunderstandings to occur. I can recall the many
occasions when we cursed the researchers requesting us to develop and pilot another new type
of instruction methods. Did they think we had nothing else to do?
Guided by these experiences, it made me aware of the need for practical applicability of
education research and the reform processes attributed to it. Whereas new education initiatives
in a western context are often highly debated and effects need to be proved before
implementation occurs, many developing countries rely on donor initiated education reform
projects, leaving them with little choice but to comply with the “western generosity”. Having
personally experienced the frustration of enforced new practices, well-funded within findings
from research, but lacking practical applicability, the demands of the education practitioners
should receive more attention. Keeping this perspective in mind, the opportunity to conduct a
study on the introduction of Competence Based Education in Indonesian Higher Education
provided the starting point for this research. Currently implementing a large project with the
objective to enhance the relevance of Indonesian Higher Education in the country’s eastern
provinces, the implementing organisation, MDF, searched for methods to effectively introduce
Competence Based Education. Triggered by the practical nature of the assignment, eager to
contribute to a practical issue I hope to provide the MDF and the Indonesian education
practitioners with additional insights to successfully become involved in the introduction of
Competence Based Education.
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Chapter 1

Introduction

Few people would disagree with the statement that education is of vital importance in
maintaining and developing societies. Seen as a system through which knowledge, skills, social
norms and cultural values are promoted, obtained and passed on to new generations (Van Der
Stouwe and Oh 2008), it is often perceived being the living engine of a society; a ticket into its’
own designed future. Although the role of education in providing positive future prospects is
evident, a large number of developing countries are struggling to improve and maintain quality
education. Instead of changing towards the desired prospect of a successful future, limited
contextual preconditions cause educational systems in developing countries often only to
reproduce the past. Many developing countries have been colonized for centuries and it has only
been since the 1950’s that the majority of these countries have gained independence. The
colonization period had a strong impact on both the political, economic and social structures in
the former colonies. After independence, many of the “new” nations where left with a socially
and economical disrupted society. The heritage of ages of oppression, discrimination and
exploitation of its’ resources caused the new, independent regimes to face enormous challenges
in rebuilding the country. The colonial era had an equal impact on the education systems.
Western models of schooling were introduced to non-Western societies, indigenous education
structures and philosophies were replaced by western ideologies. Often serving the single
objective to provide a supply of clerks, the colonial governments developed education systems
with a strong urban bias. After independence the priority of almost all countries was to maintain
and accelerate the expansion of the educational system. The newly installed governments often
had great plans with education reforms, serving the needs of the building of a strong
independent nation. With the incentive to break with the colonial elite status of education,
expansion of the education system became a priority. The focus on increasing quantity, and due
to the lack of sufficient financial means, little investments were made on the improvement of
quality. Many former colonies failed to revise their curricula and educational systems. Colonial
education systems were copied and, from the perspective of economic growth, almost all
governments maintained the colonial language of instruction (Altbach 1989; Bray 1997;
Grigorenko 2007).
The de-colonisation process occurred in an era of re-construction with new evolving
perspectives on society, politics and economy. In the international arena, education was seen as
an essential remedy to the horrors of World War II and became a spearhead in the support and
development of the states who liberated themselves from the colonial rule (Samoff 1999). Large
organisations, like UNESCO, The World Bank and UNICEF, supported by the international
community developed and implemented programmes to propel the modernization of an
educational apparatus laced on the western models of modern education. Education was
labelled as “the” solution towards economic, political and social prosperity.
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1.1 - EDUCATIONAL CHANGE: A COMPARATIVE EDUCATION PERSPECTIVE
Over the past decades a multitude of international conferences has led towards, at least as much,
different policy perspectives, ranging from Basic Education to Education For All (King 2007).
Despite all the good intentions, this type of education reform has yet to prove its efficiency
(Samoff 1999). As more and more scholars argue, the education reform programmes have not
led to a structural improvement of the education sector in developing countries, and sometimes
even could be seen as counterproductive. In their article Nguyen, Elliot et al. (Nguyen, Elliott et
al. 2009) characterize these education reform initiatives as neo-colonial; forcing through a
western oriented way of education leading towards a financial and intellectual dependency on
the “western” types of education and lacking relevance to local realities (Terrence, Arnove et al.
2001; Nguyen, Elliott et al. 2009). Over the past decade many scholars frequently voiced their
concerns:
“The field is dominated by policy makers who lionise western practices, who want quick results
and who feel unable to await the outcome of systematic and lengthy research studies. As a result
there is an absence of the healthy scepticism and problematizing necessary when introducting
any pedagogic initiative.” P110 (Nguyen, Elliott et al. 2009).
“…powerful actors believe they have a common prescription for the education problem of all
societies” p134 (Terrence, Arnove et al. 2001)
Strong complaints have been voiced that recent Western initiated educational reforms are
neglecting the importance of the local context and therefore are often lacking relevance.
Supporting the importance of contextualising education reform initiatives, a large number of
scholars, active within the realm of Comparative Education, promote an alternative, culture
sensitive approach. Arguing that the understanding of educational systems in different contexts
will contribute to improving education practice and policy all over the world (Arnove 1999),
cross pollination between different types of education is stimulated and will lead towards better
education. Although the philosophy behind Comparative Education sounds very promising,
already in 1900 Michael Sadler wrote a critical note about the “borrowing of policies”. To quote
from Sadler’s work:
“We cannot wander at pleasure among the educational systems of the world, like a child
strolling through a garden, and pick off a flower from one bush and some leaves from another,
and then expect that if we stick what we have gathered into the soil at home, we shall have a
living plant.” (Sadler 1900)
What Sadler already pointed out at the beginning of the 20th century has been emphasised in
the current debate on Comparative Education. To be able to understand an educational system,
or educational phenomena a sound understanding of the context in which the system or
phenomena takes place is a precondition (Arnove 1999; Crossley 2000; Crossley and Jarvis
2001; Terrence, Arnove et al. 2001; Bray and Yamato 2003; Crossley 2008). The borrowing of
western education policies to reform educational systems in developing countries, as occurred
in the past centuries is being challenged in current literature. More and more education reform
initiatives are searching for ways to accomplish local, contextual embedded programmes which
can count on support from a broad range of stakeholders ranging from policy makers to
students (Samoff 1999; Terrence, Arnove et al. 2001). Although the need of deep contextual
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roots within education reform is generally agreed on, many developing countries have still
pointed their sight towards the west when searching for new educational concepts and
phenomena (Altbach 1989). To be able to know whether a plant or flower we found abroad will
grow and flourish at home, a sound understanding of the soil in which it will be planted is a
precondition.

1.2 - PROBLEM STATEMENT
Over the past five decades, the concept of Competence Based Education (CBE) has slowly made
its’ way into the realm of vocational and higher education. Steadily gaining in importance within
the realm of international education reform, CBE has become a “hot” item. Many western
education institutes are implementing, or already made the transition towards a Competence
Based Curriculum (CBC). Although Competence Based Education is perceived not to be without
its’ flaws, and encounters fierce criticism in the western societies, the overall tenor is positive.
Due to the fact that the concept has proved to be an efficient method for connecting education to
the “world of work”, the success of Competence Based Education has not remained unnoticed in
the world of International Development. Disseminated as a new tool to strengthen the local
labour markets and economies, currently initiatives are being deployed to support developing
countries in reforming their education system towards Competence Based Education (Christie
1997; Mansfield 2004).
The introducing of CBE in Indonesian Higher Education
Indonesia has not been an exception in searching for opportunities to improve its’ education by
introducing western developed forms of Competence Based Education. Triggered by the
developments within the international realm of education, aiming for increased development,
education policies changed towards promoting the adoption of CBE within the country’s public
vocational and higher education. Receptive to multilateral and bilateral education development
opportunities, over the past seventy years, the country has seen many projects becoming
implemented.
A shared history of more than three centuries (Carey 1997) has enhanced the development of
strong bilateral relations between the Indonesian and Dutch government. As outlined in the
most recent Multi Annual Strategic Plan of the Dutch government, the mutual relationship
between the two governments is perceived as desirable and initiatives for investment in the
development of Indonesia are clearly being phrased (HMA 2008). Implementing The
Netherlands Programme for Institutional Strengthening of Post-secondary Education and
Training Capacity (NPT-Programme), NUFFIC translates the Dutch bilateral education
development programmes into tangible projects. With the objective to strengthen the capacity of
Indonesian Education Institutes in providing post-secondary education and training, various
development projects have been tendered under this NPT funding scheme (NUFFIC). Specifically
addressing the need for increased labour market relevance of the study programmes of nine
East Indonesian Higher Education Institutes (HEI’s), four separate projects were developed by
NUFFIC.
Brought together under one single lead organisation, MDF Training and Consultancies became
the leading, implementing organisation in three of these projects. Based on the requests of the
involved Indonesian education institutes, NUFFIC incorporated the introduction and
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development of Competence Based Education into the intervention logic of all three projects.
With the objective to serve the needs of the Indonesian Higher Education Institutes, the MDF, in
cooperation with their consortium partners, developed a series of activities to allow the
introduction of Competence Based Education within the Indonesian HEI’s to take place (MDF
2009; MDF 2009; MDF 2009). The three NUFFIC NPT-projects, as being implemented by the
MDF provide the starting point for this research. Driven by the pre-identified need for the
introduction of Competence Based Education in the various education institutes in Eastern
Indonesia, it has been largely assumed that the education concept proved relevant to the local
context.
Developing new perspectives
Although the education reform programme, aiming to introduce CBE in Indonesian Higher
Education Institutes assumes that Competence Based Education can be introduced successfully
within the Indonesian context, as argued by many scholars within the realm of Comparative
Education, the introduction of any educational concept in a non-western context will encounter
serious challenges in relation to the local, non-western cultural norms and values, which in
many cases might not match the prevailing western visions on education (Masemann 1999;
Crossley 2000; Grigorenko 2007; Ee and Seng 2008; Nguyen, Elliott et al. 2009). Although the
need of deep contextual roots within education reform is generally agreed on, still many
educational reform programmes are laced on western educational concepts and fail to address
the need to adapt these concepts to the context in which they are implemented. As Nguyen, Elliot
et al. stated:
“In the rush to adopt and import educational theories and practices based on western thinking,
cultural aspects of the pedagogy have often suffered serious neglect. Adopting policies across
cultures without recognising their distinctive social and cultural dimensions runs the risk of
‘false universalism.” P109 (Nguyen, Elliott et al. 2009).
Since the introduction of CBE in developing countries’ education systems is fairly new, little has
been written about the effect of changing the education systems towards a Competency Based
Curriculum, and for that reason, little is known about the effectiveness and possibilities of
transforming the curricula of non-western education institutes towards a Competence Based
Curriculum. Based on the findings from previous research in the field of Comparative Education,
it could be concluded that it is very likely that the introduction of the “western” concept of
Competence Based Education will encounter challenges during its adoption in a “non-western”
context (Masemann 1999; Crossley 2000; Grigorenko 2007; Ee and Seng 2008; Nguyen, Elliott et
al. 2009). Searching to contribute to the international discussion on introducing western
developed education in a non-western society, specifically referring to the introduction of CBE
within Indonesian Higher Education, this research aims to provide and additional perspective on
competence development in a non-western society and education system. Whereas current
research on the international implementation of Competence Based Education often remain
superficial, only managing to capture issues within the realm of implementation of the concept,
failing to address deeper societal issues, the importance of local, societal embedded practices is
often neglected. Aiming to avoid a repetition of the colonial history, introducing western
developed education concepts without taking into account local cultures and practices, a deeper
understanding of societal and cultural issues related to Competence Based Education is a
precondition before introducing it in a non-western society.
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1.3 - RESEARCH OBJECTIVE
Although the problem statement suggests that development organisations should take a strong
turn in their policies for the development of education reform programmes, it does not imply
they have to re-invent the wheel. Many educational concepts have, over the past decades, proved
to be successful in a western context. Centuries of research in Europe, America and parts of Asia
have nowadays led to a, reasonably, well-functioning education system. The idea to use western
developed education concepts in education reform programmes for developing countries is not
as unreasonable as it might appear. Because many of the western education concepts have
proved its efficiency and impact in western education there is no direct need for the
development of whole new education concepts for the differing contexts in developing countries.
The objective of this research, for that reason, is not to come up with a whole new concept for
linking Indonesian post-secondary education to the labour market and societal needs, but to
utilize the strengths of the current concept of Competence Based Education and, where needed,
to propose adjustments to the core concept making it function well in the Indonesian context.
The focus of the research will not as much be to identify a set of recommendations for the
changes within the Indonesian context to allow adoption of CBE to take place, but instead, will
aim to study the feasibility of Competence Based Education in relation to the specific contextual
characteristics and, if needed, to propose alterations to the concept of CBE to allow its’
implementation in the current context of Indonesian post-secondary education. From this
perspective, the following general research objective is formulated:
To evaluate the relevance and applicability of Competence Based Education as and
education innovation in relation to the context of Indonesian public Higher Education, by
making an inventory and analysis of the restricting and enabling factors within the concept
of CBE and within the Indonesian Higher Education context.

1.4 - RESEARCH QUESTIONS
Based on the proposed research objectives, two main variables affecting the introduction of
Competence Based Education in Indonesian Higher Education can be isolated. As outlined in the
problem statement, education reform initiatives will only be likely to be successful if two major
preconditions are met. At first, it is of crucial importance that the proposed education concept,
including the discourse it represents, has been developed according to the preconditions in
which it will find itself implemented. In short, the theoretical education concepts must fit, or be
adapted to, the local (education) context. The second variable, executing agency on a fruitful
introduction of new forms of education, is represented by the receptiveness of the (education)
context to absorb new forms of education. Preconditions for introduction of Competence Based
Education should be present. Serving the objective to gain understanding on how the concept of
CBE should be adapted to foster opportunities for implementation in the Indonesian context,
bearing in mind the two variables of the concept and context, influencing the level of success, the
following General Research Question (GRQ) is formulated to guide the research:
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GRQ: What are the enabling and restricting factors within the concept of CBE and within the
context of Indonesian Higher Education an how do these factors affect the introduction and
applicability of Competence Based Education in the context of Indonesian Higher Education?

1.5 - THE CONCEPT: COMPETENCE BASED EDUCATION IN A NUTSHELL
As the research objective seeks to identify opportunities and challenges while introducing
Competence Based Education (CBE) into the Indonesian post-secondary education contexts, a
thorough understanding of the concept of CBE is a first precondition. Without knowing what it
exactly is that the Indonesian government, through the MDF projects, tries to establish,
identifying any variables affecting the introduction of the concept is impossible. Although one
might expect that looking into the government policy documents or the MDF project proposals
an exact definition of concept might be found, little is said about what CBE exactly should entail.
Strikingly putting the “Achilles heel” out into the open, the lack of any definition of the concept
reveals the strategy of so many development initiatives. Following the “latest education fashion”
Competence Based Education is incorporated into policies and project documents. Often failing,
or not willing to display an in-depth understanding, the policies often use the concept of CBE as
an empty shell (Hjort 2009).
Ever since its’ introduction the concept of Competence Based Education has been subject to
ambiguity. As it has been generally agreed that education should become increasingly relevant
to the demands of the changing society, technological and economic developments cause labour
markets to change. The urge for new types of flexible, skilled employees demands the
development of competent graduates (Burke 1989; Gadotti 2009; Mulder and Gulikers 2010).
Moving away from the predominant theoretical focus, the development of students’ skills and
attitude in relation to theoretical knowledge should become the main objective of the education
apparatus. Although a general consensus on the need of broadening education could be found,
capturing the concept of “competence” in a single definition proves to be impossible (Mulder,
Weigel et al. 2006; Ellstrom and Kock 2009; Watkins and Cseh 2009; Mulder and Gulikers 2010).
Providing two examples of the many definitions present in current literature, the diverse and
ambiguous perspectives of what Competence Based Education should exactly entails becomes
evidently clear.
“…competence is defined as the ability to perform the activities within an occupation or function
to the standards expected in employment.” p190 (Oates 1989)
“The competence concept is therefore concerned with the meaningful objectives and content of
learning that will engender the personal development of students and position them within the
domains of knowledge that can best prepare them to function effectively in society.” p4 (Mulder,
Weigel et al. 2006)
As the definition from Oates provides a narrow, occupation oriented focus, Mulder, Weigel et al.
include a larger perspective capturing a broader range of societal needs. The past four decades
of education development have gradually moved the concept of Competence Based Education
into various directions. Entering the academic field in the 1970’s (Mulder, Weigel et al. 2006),
performance oriented education programmes have been developed in the USA to increase the
skills of graduates (Tuxworth 1989). As the concept found its’ way into Europe in the early
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1980’s, moving into the direction of development of a workforce, it gradually received a more
economic oriented connotation. As over the past two decades Competence Based Education has
quickly gained ground within the realm of vocational and higher education, various approaches
of the concept of Competence are, and have been, used in different parts of the world. A broad
division into three differing perspectives could be identified in current literature. First, the input
oriented approach, often seen as the in America prevailing perspective, has a strong focus on the
development of the individual’s competences as professional characteristics of an individual.
The second, “British”, output oriented approach strongly focuses on the need of the labour
market. Competences identified by the labour markets define the result of the learning process.
Not as much the development of a learning individual, but the development of skills is the key
area of education. A third perspective combines both the input and output approach into a
holistic development of an individual. Not skills, but the development of a person’s professional
behaviour are paramount (Mansfield 1989; Mansfield 2004; Brockmann, Clarke et al. 2008;
Hjort 2009; Irwin 2009).
Although on large international scale, the output oriented approach, together with its’
predefined National Vocational Qualifications, is being adopted with the aim to allow connection
to an increasing global economy (Tuxworth 1989; Christie 1997; Hjort 2009; Parker and Walters
2009), this strong skills focus, which arose in England, is increasingly being contested.
“Rather than constituting a multi-dimensional concept, competences again have a rather
narrow, outcomes-based meaning, oriented towards particular requirement by employers,
which tend to be met with task-specific, in-house training. Also lacking is the notion of
development of the person, both as an employee and in the wider society.” p239 (Brockmann,
Clarke et al. 2008)
Aiming to disseminate existing skills amongst new professionals, training limits itself to copying
of skills already present in the workplace. Failing to address issues of creativity and
development, reproduction has become the centre of education (Brockmann, Clarke et al. 2008).
Being increasingly contested, a shift from the above behaviourist, output-based approach
towards a more holistic constructivist perspective can be observed (Parker and Walters 2009).
The development of creative professionals, able to critically engage in both professional and
interpersonal processes, is gaining ground.
The 8 principles of Competence Based Education
Developing a coherent, comprehensive definition of Competence Based Education proves to be
challenging. As the discussion on what CBE should exactly entail remains limited to a small
group of academic scholars, education practitioners are largely left without practical tools to
start implementation. Enhanced by the on-going academic discussions, the concept is left
floating (Hjort 2009) and increases challenges for practical application. Acknowledging the need
to provide a comprehensive definition, including practical guidelines for holistic
implementation, Wesselink, Mulder et al. developed a framework including 8 Principles of
Competence Based Education (Wesselink, Mulder et al. 2006; Wesselink, Biemans et al. 2007;
Mulder, Gulikers et al. 2009; Mulder and Gulikers 2010).
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1. The competencies that are the basis for the study programme are defined.
2. Vocational core problems are the organising unit for (re)designing the curriculum
(learning and assessment).
3. Competence development of students is assessed before, during and after the learning
process.
4. Learning activities take place in different authentic situations.
5. In learning and assessment processes, knowledge, skills and attitudes are integrated.
6. Self-responsibility and (self-) reflection of students are stimulated.
7. Teachers both at school and practice fulfil their roles as coaches and experts in balance.
8. A basis is established for a lifelong learning attitude for students.
Outlining the eight essential, holistic characteristics of the practical application of Competence
Based Education, the framework will be used as a baseline to measure the relevance and
applicability of the CBE as an educational innovation within the context of Indonesian Higher
Education.
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Research Design and Methods

Influencing the opportunities for introducing new educational concepts and practices, the
context in which educational phenomena takes place could limit or enhance the successfulness
of the implementation. As many scholars within the subject of comparative education have
argued, to be able to understand an educational system, or educational phenomena a sound
understanding of the context in which the system or phenomena take place is a precondition
(Arnove 1999; Crossley 2000; Crossley and Jarvis 2001; Bray and Yamato 2003; Crossley 2008).

2.1 - RESEARCH DESIGN AND THE FRAMEWORK OF ANALYSIS
As phrased in the research objective, the main focus of this study is to gain an understanding of
the applicability of the Competence Based Education within the Indonesian cultural and society.
As, from the comparative educationists’ perspective, a sound understanding of the context of the
education system is a prerequisite allowing adaptation, and recommendations for introduction
of Competence Based Education to take place, a thorough contextual analysis will form the basis
of the research methodology. Providing a broad perspective on the Indonesian Higher Education
system in relation to its’ context, the data from the contextual analysis will be utilized to
critically reflect upon the, in Chapter 1 operationalized, concept of Competence Based Education.
The identified challenges and opportunities in relation to the initial concept will feed into a set of
recommendations for contextualising the concept of Competence Based Education. Figure 1
visualizes the flow-chart of the research process.
Step 1
•Contextual
Analysis of
Indonesian
Higher
Education

Step 2
•Reflection upon
the 8 principles
of CBE as an
education
innovation

Outcome
•Contextualised
set of 8
principles of CBE

Figure 1: Flow-chart of the research process

Towards a comprehensive Contextual Analysis
As Van der Werf, Creemers et al (Van der Werf, Creemers et al. 2000) argued, the Indonesian
society is of such a complex nature that issues within the context cannot be addressed though a
single-level approach. A comprehensive framework is a prerequisite in guiding the analysis of
educational phenomena within their context.
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Although within the realm of comparative education, the need of a comprehensive context
analysis is generally agreed on, most scholars focus on the analysis of the global and national
level in which educational phenomena take place. Educational phenomena and their context are
interrelated and generate change within one another. Since the state, and its international
relations, has always been a strong factor in initiating and implementing reform, the focus of the
majority of research has been limited to this level. Although acknowledging the major
importance of the national and international perspective, Bray, Yamamoto and Crossley
advocate for a broader focus, emphasising the importance of the micro level (Crossley 2000;
Bray and Yamato 2003). This broader approach of educational phenomena supports the
perception that educational change is not only initiated from the national and global level but
reform could also be found right at the smallest level, in the classroom (Samoff 1999).
Subsequently, the context for the analysis of educational phenomena is being broadened by
combining the macro and micro level in a single analysis. Although the identification of the
different levels of analysis has enlarged the scope of the concept of “context”, it is evident that
the focus on just two levels will still narrow the context down to an unacceptable size. The effect
of education on the society, and vice versa, is often so much interwoven with its’ context that it
proves to be difficult to completely understand the full scale of education affecting society
(Terrence, Arnove et al. 2001).
Ambiguity, embedded in concepts as Macro and Micro, often fail to address absolute levels of
analysis and often cause unintended, or intended, room for confusing interpretations. A teacher
at school level could easily perceive the regional or district level as the “macro” perspective,
whereas, from the angle of a policy maker, the regional level could represent the micro. By not
exactly determining the scope of these levels, research can easily fail to capture all relevant
factors. A thorough understanding of the full array of the contextual levels should be taken into
account while aiming to analyse the influences of the context sorts educational phenomena. Not
limiting itself to the single view of the policy makers or teachers, a more complete framework of
analysis is a precondition. A more exact definition of the different levels of analysis will allow the
researcher to fully address all contextual issues.
In the article “Grassroots Organisations in Rural Development” Norman Uphoff identifies a set of
“levels for decision-making”. The framework developed by Uphoff (figure 2) provides a
comprehensive insight in the various levels of decision making (Uphoff 1995). Due to the fact
that the focus of the framework developed by Uphoff lies on levels of decisions making, the
framework is not fully applicable to the context of educational phenomena. As the concept of
analysing the educational context to understand educational phenomena is not new, especially
within the realm of comparative education efforts have been made to gain a thorough
understanding of the local and global context of education. To be able to analyse the changing
education phenomena a comprehensive framework of analysis (figure 3) has been developed,
capturing the interplay between education and society (Van Dam 2008). In an unpublished
article, Van Dam outlined, by looking at the main different perceptions of education in social
science, a series of societal functions which could be related to different educational phenomena
(Van Dam 2008). These societal functions are captured in the framework and ordered along the
following three different levels on which one could consider an educational phenomena to take
place:
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1. The Macro Level: the society as a whole. The macro level is divided into political,
sociological, economic and technical sub-systems relating to the educational phenomena or
concept. The different sub-systems play an important role in the shaping of education, but
vice versa, education also affects the societal sub-systems..
2. The Meso Level: a large grouping as part of the whole society. The meso level represents the
actual school system at national, regional and local level. It provides insight in the actual
transition of educational phenomena from macro to micro perspective. The meso level, for
that reason, has a specific focus on the management level of educational institutes,
educational policy and support system institutions and educational interest associations.
3. The Micro Level: a single unit part of a larger group representing the actual school. The
micro level is divided into four main elements which are: teaching, learning, curriculum and
instruction.

Figure 2: Levels for decision-making and
activity for development (Uphoff
1995)

Figure 3: Framework for the analysis of educational phenomena (Van
Dam 2008)

Best of both worlds: towards a revised framework
The Macro, Meso and Micro level, as identified in the framework for analysis of educational
phenomena, seem to have a striking similarity with the levels identified by Uphoff. To be able to
utilize the different levels from the Uphoff framework, some minor adaptations should be made
to cater for the purpose of a comprehensive analysis of the educational context. By slightly
adjusting these levels towards the perspective of “education” they can be utilized to broaden the
scope of the Framework for Analysis of Educational Phenomena. A combination of both
frameworks would result in a more complete, but still workable, framework of analysis which
will provide a better insight in the interplay between the different levels of analysis.
Following the Framework for Analysis of Educational Phenomena the three basic levels of
analysis, the Macro, Meso and Micro perspectives, will be maintained. The major alteration could
be found in the additional “International Level” within the Macro perspective. A common issue
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within the analysis of development activities is the vast growing globalization which also has its
effect on the national education policies (King 2007; Crossley 2008; Nguyen, Elliott et al. 2009;
Tabulawa 2009). For this reason, even when analysing national education phenomena, the
international level should also be taken into consideration.
The static division into the different levels, as proposed in both frameworks, strongly suggest a
linearity in which educational phenomena take place. Although in many instances education
reform is indeed systematically implemented through a “top-down” fashion, the effect of
classroom practices, institution policies and even labour markets on the actual education reform
should not be neglected. When looking at both the Uphoff levels and the Framework for Analysis
of Educational Phenomena, the visualisation of the different perspectives confirms this linearity.
By placing the Macro perspective at the outer ring and the Micro perspective at the inner level,
direct interaction between the various levels is not receiving sufficient attention. When
analysing educational phenomena it is of major importance to realize the interconnectivity of
the different perspectives. All levels of analysis are interrelated and causing change in one
another. A visual revision of the framework is therefore suggested in figure 4. The different
perspectives are placed within a large outer circle representing the boundaries of the context in
which the educational phenomenon is situated. Acting within, or determining the eventual
context, the three levels of analysis provide the opportunity to focus on one specific level of the
context. Represented by three equally sized “lenses” the framework provides the opportunity to
“zoom-in” on specific contextual aspects of the educational phenomenon. Avoiding a static
approach, mutual connections and the overlap between the three levels prevents isolation of
factors in single levels of analysis.

Figure 4: Revised Framework for the Analysis of Educational Phenomena
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The revised framework
As the changes within the outline of the framework have been clarified, a broad explanation of
all the separate aspects will provide insight in the possibilities of utilizing the framework to
develop a comprehensive contextual analysis of educational phenomena.
Context of the Educational Phenomena:
Providing the outer boundary of the framework, the concept of
“context” is in literally almost every research used as a very
subjective concept. Context without a subjective approach would lead
us to an endless number of variables which all affect, in smaller or
larger extend, the phenomena to be researched. It could be stated
that on one hand, a research would benefit from a clear bordered
context, but on the other hand bordering the context is a tricky
business since, even after a comprehensive research, unobvious
variables are easily overlooked and left out (De Vaus 2001).
The concept of Context of the Educational Phenomena, as used in the framework, could be
approached from two different angles depending on the purpose the framework has to serve.
The following two functions of the context should be considered before starting the analysis:
• Context as a “bordering” function. By pre-defining the context in which the educational
phenomena is situated the number of variables can be limited. This will provide an in-depth
understanding of the phenomena in a certain context, but the obtained results will be less
representative for other contexts.
• Context as the eventual outcome. An inventory of the contextual issues related to an
educational phenomenon can be made in order to identify all the important contextual
factors. The analysis will provide a broad overview of the context in which the phenomenon
has place. A broad range of actors and factors can be identified but their actual influence on
the phenomena is not analysed in-depth.
The Macro Perspective – Societal sub-system:
Education is increasingly seen as a tool towards structural
development. Whether it is within the realm of formal education,
vocational education, human resource development or any other type
of educational activity, policy makers have eagerly adopted
educational concepts in their policies to enhance growth and
prosperity. For example, the introduction of the concept of lifelong
learning in the European Union has made education and learning a
part of the daily life of many (Gibb 2008). The effect of education on
the societal sub-systems is evident, but, vice versa, the societal subsystems have their influence on education as well. Both on international and national level the
societal sub-systems and their interrelation towards education could be described as following:
• Political facts and concepts in relation to education
Education plays a vital part in the building of social and political consciousness. Social
cohesion and the building of a nation is often established through education and many
educational programmes focus on preparing the youth to become capable citizens (Bush and
Salterelli 2000). As the impact of education on the political sub-system is evident, it must be
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•

•

noted that the political sub-system, on its turn, also has a far reaching influence on
education. On political level educational policies are determined, finances are allocated and
educational planning is carried out (Van Dam 2008).
Cultural facts and concepts in relation to education
The cultural sub-system comprises the prevailing cultural and social norms and values
within a society. Culturally defined issues as authority, role of women, peer relations, family
ties and social class have their effect on the educational system and concepts (Ee and Seng
2008; Van Dam 2008). Formal, informal and non-formal education is of crucial importance in
maintaining and disseminating cultural norms and values.
Economic facts and concepts in relation to education
Human capital has become a major player within the realm of economic development. New
economic systems rely more and more on knowledge as a commodity. Education has to
address changing economic and technical needs by “delivering” a labour force with sufficient
quantity and quality to power economic growth.

The Meso Level – The Educational sub-system:
As an intermediary level between the Macro and Micro level the Meso
level could be approached as the level in which policies are developed
and transferred to a national, regional or local education system. The
following different types of “organisations” are involved in the process
of translating policy into institutional practices:
• Education Policies
The development of education policy and the organisations
involved in policy making have to be specified according to the
organisational level. National, regional and local governing bodies, education guidance
centres and support system institutions should all be taken into account (Van Dam 2008).
• Education Institutes
Guided by the pre-defined policies, education institutes (e.g. schools, universities and
training institutes) develop and implement various education activities. Although education
policies in many cases only address the formal education sector, also the informal and nonformal education initiatives are affected by formal policies.
• Education Interest-Associations
As education strongly focuses on increasing the employability of its’ graduates, relevance
towards the needs of the labour markets has become paramount. Investments and demands
of the public and private labour markets affect the education system.
The Micro Level – The School sub-system:
Formal policies dictate to a large extend how education should be
shaped and put into practice. Although policy makers can invent new
concepts and methods, the actual outcome of an education system
occurs at the school level. As Crossley stated:: “….if we are to improve
the quality of education, the study of what happens in classrooms is
actually rather important.” (Crossley 2000). To gain a real
understanding of educational phenomena an analysis of what actually
happens in practice is a precondition. The micro level allows a detailed
analysis of the school, the classroom, the teacher and the student level
to take place.
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Teacher
The teacher translates new concepts and methods of teaching into the lessons, functioning as
an interface between pre-determined educational objectives and the actual outcome on
classroom level.
Student
Learning attitudes, student incentives and practices, together with lecturer practices,
determine to a large extend the actual outcome of the education system.
Content
Institutional guidelines, national policies and labour market demands are translated into the
actual learning programme. Guided by pre-defined outcomes, the curriculum largely dictates
the content of the education programmes.
Method
Pedagogical principles determine the method of instruction. Norms and values defined in
policies find their way to the classroom. The method of instruction, to a large extend,
mirrors local cultural and social values.

2.2 - RESEARCH METHODS
As outlined in the research method, the contextual analysis of the Indonesian Higher Education,
in relation to the introduction of Competence Based Education will form the basis of this
research. Providing the necessary preconditions for further analysis of the concept of CBE, the
Framework for Analysis of Educational Phenomena will guide the inquiry of primary and
secondary data. As the introduction of CBE in Indonesian Higher Education is a fairly recent
initiative, little written data on the subject are present. Acquisition of relevant primary data is
essential in gaining a thorough understanding of the current status of Indonesian Higher
Education in regard to the introduction of CBE.
A multiple case study
Sketching the Indonesian contextual boundaries in relation to its’ Higher Education system is not
an easy process. Besides the limited availability of secondary data on Higher Education, the
country’s sheer size, geographical and cultural diversity does not allow it to be captured into a
single contextual analysis. Limited by its’ scope, and enhanced by the objective to gain a
deepened insight into the factors at play, this research does not aim to provide a shallow
overview of a broader set of issues, but tries to search for idiographic explanations (De Vaus
2001). Although limiting the national representativeness of the research, by focussing on three,
carefully selected, cases, a more in-depth understanding of the specific contexts can be achieved.
Using the Framework for Analysis of Educational Phenomena the wholeness of three cases will
be captured through a qualitative study (Mitchell 2006), providing an in-depth understanding of
the limiting and enhancing factors within their specific context. Serving the objective of
capturing a complete picture on the status of CBE within the Indonesian context, three faculties
of two public universities have been selected to conduct the case studies.
The selection of the three cases has been carried out on basis of their specific similarities and
dissimilarities. The similarities between the faculties are of importance to allow comparison of
the data between the cases to take place. Catering for increased validity through possibilities of
triangulation of data, faculties with similar institutional backgrounds, concerning the
introduction of CBE, have been selected. Due to the government driven nature of the change
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process towards incorporation of CBE into the Higher Education, and its limited influences on
the large, diverse private education sector, the selected faculties are all part of a public
university. As all three faculties are situated within the public education sector, searching for
dissimilarities between the three cases provides the opportunity to capture a wide array of
variables. Differing levels of institutional autonomy and highly varying geographical locations
allows the various contexts of the education institutes to be captured. Providing sufficient
similarities to allow comparison of the data to take place, the differing geographical, societal,
institutional and cultural characteristics of the three faculties manages to capture essential
elements of the diversity of the Indonesian context.
Faculty of Medicine, Universitas Gadjah Mada (UGM), Yogyakarta:
Situated on the Island of Java, Universitas Gadjah Mada (UGM) is one the oldest Indonesian
public universities. Building upon a long history of education development, the university is
perceived to be amongst the nations’ best universities. Recently receiving the autonomous status
of “new legal entity” UGM enjoys a certain level of independence from the national government
regulations. The Faculty of Medicine is generally acknowledged to be providing the highest
quality of education in the country, and has been involved in numerous international
development programmes. Enhanced by the international cooperation activities and
investments, new education methods, including forms of Competence Based Education, have
been introduced during the past two decades. Faculty staff is, in general, highly qualified and
training of staff occurs frequently.
Faculty of Agriculture, Universitas Gadjah Mada (UGM):
Being part of the same university as the Faculty of Medicine, the Faculty of Agriculture at UGM
enjoys comparable institutional preconditions. Although not being rated as the best agricultural
faculty in the country, quality of the education programmes is generally perceived as being good.
The national strong reputation of the university positively affects the enrolment numbers and
financial resources of the faculty. Guided by government guidelines, the faculty has started to
introduce Competence Based Education in their study programmes. As the status of autonomy
provides the opportunities to deviate from national guidelines, the introduction of CBE is not a
compulsory process.
Faculty of Agriculture, Universitas Nusa Cendana (UNDANA), Kupang:
Situated within the countries periphery, preconditions at UNDANA are highly differing from
those at UGM. The lacking institutional autonomy causes the influence of national policies to be
evident. The generally perceived low quality of the education programmes affects the enrolment
rates. Financial resources are scarce and education facilities are often out-dated or lacking.
Pushed by the decentralisation policies of the National Government, all public universities are
currently involved in a trajectory towards obtaining institutional autonomy. Defining
institutional and educational changes, the government directed process includes the compulsory
introduction of Competence Based Curricula.
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2.3 - RESEARCH INSTRUMENTS
Capturing the wide variety of the contextual issues related to the introduction of CBE within the
Indonesian higher education is not an easy process. As issues within the Macro, Meso and Micro
perspectives need to be addressed, the study demands a broad approach. Restricted by the
limited scope of the research and the lacking legal opportunities to collect primary data outside
the physical boundaries of both institutes, selection of the method of data collection and the
research instruments to be used, had to be developed accordingly. The qualitative nature of the
study, the need to obtain an in-depth understanding of the issues at stake, and the limited
presence of secondary data in the English language resulted in the use of the following research
instruments.
• Qualitative semi-structured interviews:
To gain a broad perspective on the education practices, and the factors from the Macro and Meso
perspective, representation of all groups of stakeholders within the university has been sought
for. Four informants groups have been identified.
1. University and Faculty managers
2. Faculty Lecturers
3. Students
4. Alumni
Guided by the sub-systems of the Framework for Analysis of Educational Phenomena, in
combination with the core themes of Competence Based Education, as operationalized in
Chapter 1, separate interviews have been developed for the four university informant groups. All
slightly different, the questions have been tailor-made to address a wide range of issues
specifically relevant to the background of the informants.
• Observation:
In addition to the formal interviews, a series of observations have been conducted to gain a
realistic perspective on the actual education practices and to allow triangulation of interview
data to take place. A combined total of 10 formal and informal observations were conducted
during the three periods of data collection. Including observation of theory and practical classes,
field visits, student assessment and student-lecturer interaction, the obtained data provided a
valuable insight into the daily faculty practices.
• Secondary Data:
To supplement findings from the interviews, secondary data have been used. Available policy
documents and prior conducted research provided additional information on especially the
Macro and Meso level of the contextual analysis.

2.4 - DATA COLLECTION
To gather a broad perspective on the Indonesian Higher Education system, various methods of
data collection were used to allow the development of a comprehensive contextual analysis.
During the four months of extensive field work at the universities in Yogyakarta and Kupang, a
total of 10 formal and informal observations of the daily practices, and 57 semi-structured
qualitative interviews have been utilized to gain insight in the local contextual issues. Table 1, 2
and 3 provide a detailed outline of the total amount of interviews and observations conducted.
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Table 1:
Faculty of Medicine, UGM, Yogyakarta
Method of data
Specification
collection
Interview (qualitative)
Management level (Vice Dean / Head of Department)
Interview (qualitative)
Lecturers / Tutor (senior / junior, various subjects
and departments)
Interview (qualitative)
Students (various study years)
Observation
• Block assessment
• Skills-lab session
• Informal observation student – lecturer
interaction
Total
Table 2:
Faculty of Agriculture, UGM, Yogyakarta
Method of data
Specification
collection
Interview (qualitative)
Management level (Vice Dean / Head of Department)
Interview (qualitative)
Lecturers (senior / junior, various subjects and
departments)
Interview (qualitative)
Students (various study years)
Interview (qualitative)
Alumni (various years of graduation)
Observation
• Classroom lecture
• Practicum session
• Field trip
• Informal observation student – lecturer
interaction
Total
Table 3:
Faculty of Agriculture, UNDANA, Kupang
Method data of
Specification
collection
Interview (qualitative)
Management level (Vice Dean / Head of Department
/ Head of Institute of Supervision of Learning)
Interview (qualitative)
Lecturers (Senior Lecturers various subjects and
departments)
Interview (qualitative)
Students (Male / Female various study years).
Interviews were conducted with the assistance of a
translator; conducted in Bahasa Indonesia
Observation
• Classroom lecture
• Informal observation student activities
• Informal observation lecturer activities
Total

Amount
4
6
5
3

18

Amount
4
5
6
3
4

22

Amount
5
9
10

3

27

The semi-structured interviews
Although conducting the qualitative, multiple case-studies in three Public University faculties is
likely to generate a wide array of data, a critical note should be made. Referring back to the
detailed outline of the Framework for Analysis of Educational Phenomena, this proposed model
of analysis strongly emphasises the importance of not only incorporating the university level in
the study, but also maintaining a focus on the Macro and Meso level. By solely studying the
practices at university level, the wider contextual perspective might easily be overlooked.
Acknowledging the importance of a cross-analysis of all the levels, data collection at university
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level should address the full array of sub-systems as mentioned in the framework. Due to the
legal limitations of the research, data collection has been limited to the physical borders of the
university and its campus. Excluding opportunities to conduct interviews with policy makers
and labour market representatives, interviews with the university related informants were
utilized to obtain a realistic perspective on the identified contextual issues within the Macro and
Meso level. The selection of the four informant groups (managers, lecturers, students and
alumni) allowed addressing all the levels of the framework from various perspectives.
As it might be expected that the different informant groups are able to provide various
perspectives on the issues within the Macro, Meso and Micro level, separate sets of questions
have been developed to cater for the specific characteristics of the four informant groups, aiming
to obtain a complete insight into the full scope of the context and addressing issues related to the
specific informant groups. Serving as an instrument to guide the semi-structured interviews, the
pre-designed questions were not used as a rigid tool, but provided a benchmark for the subjects
to be addressed. Probing specific key-topics has been used to structure the interviews. As the
scope and depth of the interviews varied per informant group, the interviews generally existed
of 15 to 20 open questions and all had a duration between one and three hours. Examples of the
content dealt with are outlined below.
• Management level:
Informants within the management level range from Vice Deans and Head of Departments to
support staff responsible for curriculum development. As the majority of these informants are
senior staff members, often with extensive experience within the public education system and
the development and implementation of policies on both national and institutional level, the
interviews strongly focussed on policy and management issues related to the education system
in general and the introduction of Competence Based Education in specific. Three examples of
specific, informant group related interview questions are the following:
 Who is involved in the determination of the content of the Curriculum and how big is
their influence on the actual design?
(Probes: Historical perspective, Governmental Policy, Government Officers, Labour market
connections, Different Management Levels of University, Accreditation of curriculum, Levels
of autonomy, Religion and Social Values)
 What difficulties does your faculty / department encounters in the current way of
curriculum design. What challenges or opportunities do you see for the coming future?
(Probes: National / Regional regulations, Political pressure, Accreditation, Educational
“culture”, Resilience to change on different levels)
 What type of relation does your faculty / department has with the labour market? What
are enabling and restricting factors in your relation with the labour market?
(Probes: History, Financial / Investments, Partnerships, Internships)
• Lecturer level:
Providing an accurate insight in the translation of policies to classroom levels and the actual
education practices, a representative sample of male and female, junior and senior lectures was
selected. Due to the fact that education practices are rapidly changing, and the importance of the
evolving context of the education system, the selection of both junior and senior lecturers
proved to provide valuable differing insights in the current change processes and the effects of
preceding and current political influences. Catering for information on the wider educational
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framework (Macro and Meso level) and the actual classroom practices, the interview questions
have been developed to draw on a wide range of issues:
 What difficulties does your faculty / department encounters in the current way of
curriculum design (or with CBE). What challenges or opportunities do you see for the
coming future?
(Probes: Political pressure, Accreditation, Educational culture, Resilience to change on
different levels)
 What is your opinion about learning in practice? What is your ideal future for this
education institute, what are enabling and restricting factors?
(Probes: Curriculum restrictions, Facilities / time, Relation with the labour market,
Historical / Societal problems, Teacher attitude, Student attitude)
 What important social values shape the relation between teacher and student? How has
this changed over time?
(Probes: Culturally defined values, Student behaviour, Globalization / changing youth
cultures)
• Student Level:
Being the eventual beneficiaries of the education system, an insight in the student perspective is
paramount in analysing educational systems. Providing detailed information about the lecturers’
classroom practices, cultural influences on education, their daily lives, and their incentives to
participate in Higher Education, the student perspectives allow the contextual issues to be
approached from an alternative angle. Issues addressed within the interviews range from
enrolment strategies to labour market preparedness. Examples of questions, and probes,
incorporated in the interviews are:
 Why did you choose to enrol the Study Programme you are following at this moment?
(Probes: Reputation of the Institute, Available funds / scholarship, Parents / family
pressure, Personal preference, Job opportunities / level of income)
 What skills do you need to become a good Junior Professional? Do you need different
skills to work for a private company or to work for a Governmental company?
(Probes: Knowledge versus skills, Attitudes)
 What is your opinion about the quality of the teachers / lecturers? What should they
improve?
(Probes: Role of Lecturer versus role of Coach, Preparation of the classes, Organisation of
practice, creating a conducive / challenging learning environment, Including new forms of
Pedagogy, Teachers authority)
• Alumni:
To gain insight in the transition between education and employment, a series of interviews have
been conducted with university alumni. As the three faculties do not closely monitor their
alumni, finding a sufficient amount of informants proved to be challenging. Relying on the
personal contacts of lecturers, aggravated by the fact that the majority of the students leave the
city after graduation, only a limited number of informants could be identified. Strongly focussing
on the transition to work, the interviews provided valuable data on employment opportunities
and graduate strategies to secure income. Examples of questions are the following:
 What profession did you want to find after graduation? Why did, or did you not, were
able to work in that field of profession?
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(Probes: Public versus Private sector employment, Diploma orientation, Job opportunities
in private and public sector)
 What difficulties did you experience during the starting phase of your first job? How
could those have been avoided by the education programme?
(Probes: Skills versus knowledge, Public / Private employment, Employees’ culture)
 To what extent does Indonesian culture influences the national education system and the
demands of the labour market?
(Probes: Lecturer – Student interaction, Expected attitude of employees, Public / Private
sector)
Limitations related to the selected research instruments
Gradually, the methodology and method of data collection of the research proved to be
successful in identifying relevant contextual factors. The qualitative interviews, in combination
with the various observations, provided valuable insights in strategies of the institutions,
lecturers and students to cope with the preconditions. Often surfacing issues, which would have
remained hidden if quantitative methods of data collection would have been used, the long and
intensive interview sessions triggered informants to provide valuable personal perspectives.
Cultural and political barriers, often preventing informants to freely express themselves, proved
to fade along the progression of the conversation.
As the method of data collection clearly had its’ positive effects, it has not been without its’
limitations. The selection of only three faculties prevents opportunities for generalisation of the
findings. Although the careful selection of faculties based on their specific characteristics caters
for at least some of countries diversity, private Higher Education Institutes, providing the largest
amount of higher education, have not been incorporated into the research. Besides the narrow
selection of institutes, the selection of informants has been subject to language barriers. As the
research strongly benefits from the qualitative approach, the need for in-depth conversations
caused the selection of informants to be limited to those who master the English language.
2.5 - DATA ANALYSIS
The four months of field work resulted in a wide set of data. Including summarized
transcriptions of all the individual interviews, extensive observation reports and a large quantity
of available secondary data, a thorough analysis was needed to allow comparison of data to take
place. Guided by the three, in the Framework for Analysis of Educational Phenomena identified
levels of analysis and their pre-defined sub-categories, the transcribed interviews and
observations have been coded. Combining data from the three cases and their four individual
informant groups, restructuring and summarizing of the findings resulted in a clear perspective
on the Indonesian Higher Education context, as being perceived by the informants. Based on the
frequency of appearance, the specific issues have been rated in importance and a selection of the
major issues has been translated into the final contextual analysis. Aiming to clearly outline
similarities and dissimilarities between the three faculties, the following Chapters present the
detailed, comprehensive results of the data analysis along the lines of the framework of analysis.
Starting with a description of the Macro, Societal Sub-system, the contextual analysis gradually
zooms in towards the Meso and Micro level. Reflecting upon the findings of the three levels of
the contextual analysis, Chapter 6 discusses the implications and relevance of the identified
factors for each of the eight principles of Competence Based Education. Eventually leading into
the conclusion, where required, alterations of the 8 principles of CBE are proposed.
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Three Societal Lenses in relation to
Competence Development
The Macro Perspective

The intercom crackles.. after a short pause, a flow of indecipherable words in Bahasa fill the small
office room of the international department at UNDANA University. At these moments I wish I
would have given myself a bit more time to master the Indonesian national tongue. Seemingly
undisturbed, my colleagues continue their daily business as if nothing has happened. One of the
junior staff members noticed my puzzled face. “This happens every Saturday afternoon.” she
explains. “It’s the call for the closing ceremony of the week.” Outside I see a steady flow of students,
uniformed in blue jackets moving through the scorching mid-day heat towards the central square.
Hardly paying notice to rectors’ speech, squeaking from the universities out-dated speaker system,
students and, incidentally a lecturer, are hanging around on their motorbikes chatting to their
friends and colleagues or texting messages, ready for the weekend to begin. Work at my office
continues as if nothing is happening.

3.1 - THE POLITICAL ASPECTS
This weekly routine of the closing ceremony of the academic week exemplifies the many
instances where politics are entangled with the daily life of Indonesian citizens. Illustrating, by
living proof, the current delicate balance between a long lasting, state driven, national identity
and a society on the eve of its’ democratisation. Old ceremonies, once introduced by the state
with the objective to build a national Indonesian identity, are kept in place, but social values
attributed to it are no longer fully supported by its intended beneficiaries.
Todays’ changing relationship between the Indonesian state and its’ citizens has come a long
way. Indonesia’s recent history has clearly left deep marks on how the current society is shaped.
Although covered by a foggy blanket of complexity an understanding of the political
developments in Indonesia over the past century, is a prerequisite for gaining grip on the
current state of affairs within Indonesian Higher Education. Results from the multiple interviews
conducted during the fieldwork period surfaced two major political factors, originating from
recent history, affecting the way current Higher Education is being organised. Subsequently the
topics of colonial heritage and the building of a “civil servant” society will be explored.
Political influences on the education system: From a colonial education system
towards autonomous universities.
The present national education system in Indonesia is deeply rooted in the long history of
educational policies as being introduced by the Dutch during their colonial rule and, more
recently, the after independence erected Indonesian government. During the three and a half
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centuries of Dutch colonial oppression, the initial formal education system was developed
(Fahmi 2007). In compliance with the, at that time, common perception on education
development in colonies, the education system in the former Dutch Indies became fully laced on
the Dutch national education system as present at that time in The Netherlands. Neglecting the
local context and limiting the enrolment of Indonesian students to the elite class, the Dutch fully
controlled the design of the content and processes of education (Jones 1976; Nilam 2003; Sirozi
2004). With the aim to strengthen their colonial grip on Indonesia, an effective “divide and rule”
strategy was implemented, excluding the majority of the indigenous Indonesians from
education. Dutch colonial education did not only result in a sharp division between the coloniser
and the colonialized, but also sharpened the religious and cultural gap between the Javanese and
the other native Indonesian ethnicities (Carey 1997; Wanandi 2002). By the middle of the
nineteenth century Dutch education enrolment policies changed allowing both Christian and
non-Christian Indonesians to take part in formal education. Broadening the enrolment did not
serve to create opportunities for the indigenous population for a better future, but catered for
the sole purpose of the need for lower class labour to conduct administrative tasks (Nilam 2003;
Sirozi 2004; Fahmi 2007).
Often criticized for its’ segregating approach, only serving the exploitation of the countries rich
resources by greedy Dutch traders, in literature it is generally agreed on that the Dutch colonial
rule did not significantly contribute to the development of quality (higher) education in
Indonesia (Terrence, Arnove et al. 2001; Fahmi 2007). Whilst Dutch education policies
contributed little to the country’s development, it caused evident spin-off effects fuelling the
birth of a strong nationwide nationalist movement. After independence in 1949, the strong
nationalist movement caused the new Indonesian leaders to condemn the Dutch colonial
government and to move away from pre-independence policies. Avoiding the old, Dutch
education system in their new political direction caused the newly nationalist leaders to be
caught in ambiguity. Up-scaling of the educational quantity was prioritised to increase the
countries capacity to function independently and to generate economic growth, but this could
not be achieved without relying on the existing educational infrastructure (Sirozi 2004). In their
search for provision of education for the masses the new Indonesian government largely copied
the existing colonial education system. In 1949, in Yogyakarta, Java, the Universitas Gadjah
Mada was the first national Indonesian university to be established. During the first wave of
national establishment of Universities influences from the prior Dutch higher education system
were evident. Due to the lack of Indonesian academics the university staff was mainly Dutch and
teaching, therefore, was also in that tongue (Welch 2007). The influence of the Dutch on the
education system faded when in the late 1950’s the majority of the academics returned to the
Netherlands.
With the strong objective to break with the Dutch history of state oppression, the Sukarno
government, which evolved from the independence movement, introduced policies to cater for
regional autonomy and national equality. Universal primary education was introduced to serve
the nations’ need for identity and the creation of national unity. Following the expansion of
primary education all other levels of education strongly increased. The number of universities
grew during this decade from 4 in 1950 to 135 in 1960 (Fahmi 2007). During this first decade of
independence, the Sukarno government found itself on shaky ground (Bjork 2005; Welch 2007).
The Dutch colonial powers had effectively created division amongst the countries regions,
fuelling regional independence movements. The weak economic conditions and the political
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instability caused criticism against the Sukarno government to arise. Fearing to lose its’ control
over the country, the Sukarno government, covered by the label of “Guided Democracy”’,
instituted martial law. Fearing to loose national cohesion, decentralisation policies for increasing
regional autonomy were replaced by top-down national authority (Bjork 2005). This abrupt
change in policy did not leave the development of public education unaffected. As Bjork noted:
“Education officials in Jakarta were entrusted to make the key decisions that guided the
development of schools from Acheh to Kalimantan. They established the objectives that all
schools in the country would follow, designed a national curriculum, and oversaw the training of
educators. The input of classroom teachers was not solicited.” p47 (Bjork 2005)
As the economic and political situation rapidly declined under Sukarno’s Guided Democracy, by
1965 the public opinion turned against him. With the same intention to create stability and unity
amongst the fragmented population, and supported by a population feeling the need for a strong
leader, in September of that year, Suharto took power introducing his “New Order” policy
(Wanandi 2002; Bjork 2003; Bjork 2005; Welch 2007). Learning from the mistakes of his
predecessor, Suharto initiated a major overhaul of the government apparatus, strategically
replacing politicians and bureaucrats presenting threats to his regime. During the following
decades, Suharto steadily solidified the power of his Golkar party in the national government,
eliminating almost all opportunities for political opposition. The centralisation process initiated
by Sukarno’s Guided Democracy was happily adopted by Suharto’s regime. The following thirty
years of New Order Policy caused localization of policies being reduced to the minimum and
initiatives other than proposed by the central government being suppressed.
Economic growth and the perceived political stability, supported by a fierce suppression of any
political counter movements, limited any strong political and social opposition. This seemingly
stable situation was abruptly ended by the Asian economic crisis of 1997. Suharto’s fairy tale of a
healthy economic situation, being created by strong central authority collapsed. The following
year of political unrest led to the fall of Suharto in May 1998 (Yeom, Acedo et al. 2002).Triggered
by the economic crisis, the fall of the Suharto government and the weak succession by the new
“democratic” leaders, in April 1999 the Indonesian parliament adopted a law to start
decentralisation of all public service deliveries to sub-national governments by the year 2001
(Wanandi 2002; Yeom, Acedo et al. 2002).
The wave of national decentralisation has not passed on without affecting education and its
policies. Policy makers within the Ministry of National Education (MONE) realised that, due to
the decades of central education planning, the education programmes were lacking contextual
relevance. Decentralising the development of educational content was perceived to be the
solution to link the education to its’ unique context. (Bjork 2003). To more or lesser extent, all
levels of formal education have gotten their fair share of decentralisation in the search for local
ownership and increased relevance. With the aim to serve the diversity of the country, already at
the end of the “Suharto era” the first activities towards decentralisation and contextualisation of
education were deployed. Through the introduction of the Local Content Curriculum (LCC) in
primary and secondary education the drop-out of school youth was targeted by providing local
relevant subjects to increase the employability of the graduates (Yeom, Acedo et al. 2002; Bjork
2003; Bjork 2005; Fahmi 2007). With a comparable objective, in 1999, the government enacted
a regulation granting, through a pilot scheme, four public higher education institutes (HEI’s) the
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status of Badan Hukum Milik Negara (BHMN), or “State Owned Legal Institution” (Marginson
and Sawir 2006; Fahmi 2007; Welch 2007). All four Higher Education Institutes receiving the
new autonomous “Legal Entity” status were situated on the Island of Java.
The new policies sounded promising. Shifting the formal government involvement from a
prescribing and implementing role towards the provision of guidelines and support, the
autonomous status was happily welcomed by the awarded universities. The reality proved to be
different. The selected universities were provided with a strictly predefined level of freedom,
limited to the financial and administrative management of the institute, leaving little room for
the actual education to change (Marginson and Sawir 2006; Fahmi 2007). Often voiced
complains in the HEI’s indicate that not much has been changed since the fall of the Suharto
government. Being on the political agenda since the start of the new century, the Indonesian
government has continuously been struggling with decentralisation in general and with the
autonomy of universities in specific. Acting as a caring parent watching the first steps of their
first born, not daring to loosen the little hand from its firm grip, allowing it to walk
independently, universities have been neglected the full power of steering the education ever
since (Yeom, Acedo et al. 2002; Marginson and Sawir 2006). National funding structures,
influences from the nationally driven public labour market and strong representation of regional
government officials in the University board keep affecting universities room for manoeuvre.
In 2003 the Ministry Of National Education drafted the fourth Kerangka Pengembangan
Pendidikan Tinggi Jangka Panjang (KPPT-JP), the Basic Framework for Higher Education
development. With the objective to create greater relevance and efficiency in Indonesian Higher
Education a series of activities are proposed to guide the public HEI’s towards autonomy
(Brodjonegoro ; Brodjonegoro 2003; Nizam 2006). Although the pilot scheme for increased
autonomy in general has been perceived as very positive, and up-scaling towards provision of
autonomy for all public HEI’s in Indonesia was due to start in early 2010, current political
developments caused the enactment of the new law to be postponed. Parts of the new
framework for Higher Education, including factors to contextualize HEI’s curricula and the
introduction of Competence Based Education (CBE), are in place or being currently introduced.
A thorough analysis of the political influences on the introduction of this new education policy
will be provided in chapter 4.
Political influences on the society: The building of a “Civil Servant” society.
During the period of Dutch colonial oppression, the effectively implemented “rule-and-divide”
policy fuelled the rise of regional separationist movements. The strategic exclusion of the
archipelagos’ wide variety of ethnic groups from executing any political influence caused local
nationalist feelings and a deeply rooted aversion of the central government to arise (Wanandi
2002). Putting an ear to the ground, the independence movement, led by Sukarno, successfully
managed to unite the country liberating itself from the Dutch colonial regime. Soon after
independence, the perceived unity of a shared enemy proved to be an unfertile breeding ground
for the newly established Indonesian state. Sukarno’s attempt to build an Indonesian nation
through his Guided Democracy, despairingly failed and the country found itself on the edge of
falling apart. During this period of social and political unrest Suharto’s “New Order Government”
took power. Voicing strong concerns about the national cohesion Suharto started a campaign to
restructure the state by strengthening central authority. Strategically wiping out all serious
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political opposition, loyalty became the “magic word” during his thirty years of autocratic
regime.
By introducing the concept of Panca Sila already in 1945 Sukarno proposed a national ideology
and philosophy to unite the Indonesian citizens (Adams 2002). Pursuing unity and nationalism
the concept was happily embraced by the Suharto government. Instead of serving the
development of an equal democratic Indonesian nation the national ideology was turned into a
tool for the building of a strong loyal civil servant apparatus. Based on the principle of
nationalism, multiple regulations were introduced, forcing the states civil servants to become
solely loyal to Suharto. Government employees were forced to become a member of Suharto’s
Golkar party and to withhold from joining other political organisation. Any civil servant
deviating from the prescribed principles of Panca sila risked prosecution for “distorting or
undermining the national ideology”, with a maximum penalty of death. Utilizing the Panca sila
commandments public institutes and their employees were slowly turned into serving the single
goal of one strong nation by showing obedience to the nationally provided guidelines.
The concept of Panca sila, as implemented during the Suharto era caused serious effects on the
working attitude and social relations in Indonesia (Bennington and Habir 2003). Paralysed by
the sheer fear of accidentally undertaking activities “against the state”, and therefore running
the risk of losing their job, being imprisoned, or even worse, public employees limited their
activities to only strictly implementing orders from their superiors. Personal initiative and
creativity were limited to the minimum to avoid any possibility of being accused of undermining
the state. As Bjork delicately outlined:
“One consequence of this overhaul of the government was that public employees –including
teachers- became ‘transmitters’ of directives from their superiors rather than representatives of
communities” p192 (Bjork 2003)
Besides reducing the ability to actively engage in their tasks, national directed structures of
performance measurement has affected civil servants’ behaviour. Continuously fearing to lose
his grip on society, Suharto ordered performance of public employees not to be measured on
their professional skills but on their, by the state preferred, behaviour. With not many changes
occurred after the fall of the “New Order” government, evaluation of civil servants’ performance
continued to be largely based on their loyalty, responsibility, obedience, and honest cooperation
(Oey-Gardiner 2000; Yeom, Acedo et al. 2002; Bjork 2003). Professional skills are often
incorporated on a limited scale, and, in the majority of the cases, only consists of a review of the
administration of the total working hours.
The long tradition of the central government controlling its’ civil servants, and measuring their
performance through their nationalist behaviour, is still strongly sorting effect on todays’
lecturer practices. Indonesian educators have been trained to obey orders from their superiors,
which, for the large majority, proved to be a way to a secure income. Although, urged by agencies
as the World Bank and the Asian Development Bank, decentralisation policies were started more
than a decade ago, the influences from the strong national state controlling mechanisms have
not left peoples mind and are still present in the current public sector. Often being outlined as “…
the habit of the government employee.” (lecturer UNDANA), the civil servant culture is causing
a passive working attitude amongst university lecturers and managers. Due to the lack of a solid
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system of performance-management, incentives to deliver quality education are low. “Lecturers
just go to the class and do not seem to care about the requirements they have to fulfil”.
(Manager UNDANA). “Sometime lectures read the newspaper in the class.” (Lecturer
UNDANA). Insufficient salaries cause a large majority of the university employees to be involved
in, often multiple, so called “moonlighting” jobs. After and in between teaching hours staff offices
are found empty with the staff running off to their second or third job, in search for additional
income.
Due to the very strict government regulations, one might suspect interest in public employment
is low. The truth is strikingly different. Incentives to obtain a job in the public sector and
becoming a civil servant are still very present. The government has maintained the series of
privileges which became a custom during the era of strong government control (Wanandi 2002).
Although becoming a member of the civil servant corps is a tedious and difficult process, once
entering the force, it provides privileges which are warmly welcomed by most of the Indonesian
citizens, living in economic uncertainty. Civil servant contracts are signed for life securing,
although often not fully sufficient, financial income for both the employed and retired life.
Opportunities for job promotion are offered at regulated stages in the contract and government
employment provides an increase of social status. While the prospect of a financial secure future
keeps drawing hordes of freshly graduates into the system, cracks are appearing in the
meticulously laid foundations of the public employment system. Younger generations, triggered
by the on-going democratisation process, increasingly voice complaints against the civil servant
system. The prospect of life-long employment, “You have to stay in the public sector for the
rest of your life.” (Student UGM), is being experienced as limiting the opportunities for personal
development. The strong enforced affiliation to the national government and presumed values of
national citizenship are being perceived as limiting the possibility to be involved in activities
sensitive to national politics. As one of the students expressed: “I want to be free to talk and
move from jobs when I want to do so.” (Student UGM).
This specific “civil servant culture” is causing evident effect on the quality of current educational
programmes, and the implementation of newly introduced educational concepts. New forms of
lecturer self-responsibility and educational concepts as Competence Based Education (CBE) and
Student Centred Learning (SCL) were politely adopted in the university policy documents, but
none of the managers and educators actually engaged in any new ways of education. The past
proved that deviating from “business as usual” and becoming involved in changing educational
practices enhanced risk of losing civil servant status (Bjork 2003; Bjork 2004; Bjork 2005). To
cite Bjork:
“…teachers who have been conditioned to act as loyal implementers of directives passed down
from above may resist opportunities to increase their autonomy, even when operating in a
context that does not appear to be politically charged.” p185 (Bjork 2003).
Current education reform programmes are facing the legacy of a structurally repressed work
force, not daring, or willing to be involved in new work patterns. Evidence from the multiple
interviews with senior and junior staff members clearly show that senior staff members, in
general, are found less receptive to invest in new educational practices. But the picture should
not be painted as dark as is often being done. Democratisation trends seem to sort effect on the
new generation. Slowly a younger workforce is replacing the old order, eager to adopt new
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forms of didactics and pedagogy. Although the embedded civil servant culture will not be
dismissed easily, opportunities are looming behind the horizon.

3.2 - CULTURAL ASPECTS
The national motto of Indonesia, “Unity in Diversity” (Bhinekka Tunggal Ika) clearly summarizes
the countries enormous cultural varieties. Encompassing more than 500 ethnic groups, 600
different languages and 6000 inhabited islands (Idrus 1999; Thair and Treagust 1999), the
archipelago houses a population of over 230 million people (UNDP 2010). Comprising of almost
90 percent of the population, Islam is the country’s main religion, and is generally moderate
(Pohl 2006). Although Christian, Hindu and Buddhist religions from the minority, the state holds
no official religion (Jones 1976; Wanandi 2002). The large diversity in Indonesia makes it
difficult to isolate single cultural factors affecting the Indonesian society. Diverse religions and
hybridisation of imported cultures diversifying per geographic region cause a single cultural
analysis of the country to be challenging. Affected by its’ colonial heritage and the more recent
building of the Indonesian state after independence, the national, and multiple local cultures can
be found influencing education practices.
Culture and the state; the heritage of a national philosophy
During the regime of Suharto, a strong emphasis was laid on national unity. Through
enforcement of multiple laws, Suharto did not only aim to win the loyalty of the majority of the
Indonesians, he also aimed at building a nation culture through the introduction of Panca sila;
the national ideology. Citizens diverting from this pre-defined ideology could be sentence to
death. (Bjork 2003). During the period of Suharto’s reign Education was extensively used to
disseminate national philosophy and to strengthen the position of the state. Uniform national
ideology, views on history and Indonesian values were transmitted through the education
system. During the New Order period schools became Suharto’s powerful instrument to shape
the new generations into loyal and national oriented citizens. (Bjork 2003). With the objective to
foster the national culture, local rituals and art forms were strategically banned (Bjork 2003).
Utilizing the national education system as the ideal vehicle to transport and disseminate the
newly established “Indonesian” culture, the national philosophy of Panca Sila was incorporated
into the national curriculum. Under the header of the “CURNAS” (National Curriculum) a series
of subjects were developed for all levels of education, ranging from primary to all forms of
tertiary education. Being propagated to serve the aim of establishing a better understanding of
the culture amongst the Indonesian population, starting with dissemination amongst the
youngest members of the nation, subjects as Indonesian Philosophy, Religion, Bahasa Indonesia
and Citizenship were introduced and became the national compulsory component in all levels of
education.
The state influence on educating a prescribed culture has been declining over the past decade.
As Panca Sila remains a compulsory component in the curriculum, it has lost its’ air of
nationalism and enforced unity. Embedded in the education system, many lecturers and
managers of the Higher Education Institutes continue to be supportive towards the
incorporation of social and cultural aspects into the education programme. Awareness of the
different cultural aspects of the various religious and ethnic groups in the country is often seen
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as necessary to provide future generations with the incentive to build a peaceful and stable
nation and to prevent the Indonesian culture to fade under the pressure of western cultures.
It is being generally acknowledged that western cultures are flowing into the Indonesian society.
Amongst university leaders these influences of globalisation on the local culture are not
necessarily experienced as negative, but, a strong preference for the preservation of the
Indonesian culture within the education system could be found. The Indonesian national identity
should not become inferior to western cultures in education (Marginson and Sawir 2006).
Whereas the older generation insist on preservation of the national Indonesian culture, amongst
the youth a whole different perspective can be found. Influenced by the global information
drawn from the internet and international television stations youth and youth-cultures are
gradually reshaping the society. Eagerly adopting western fashion, music and communication
trends, youth in the Indonesian urban centres are not much different from their peers at the
other side of the world. Starting in the major cities at Java, the changes in youth culture are
slowly seeping through to the Indonesian periphery, where telecom and internet facilities are
less developed. Although differences between the student metropolis of Yogyakarta and, the
capital of the rural NTT region, Kupang, are evident, western influences in youth culture are
nonetheless taking off. Enhancing a cry for democratisation, old walls of political elite-ness are
crackling under the weight of new media.
In combination with the current on-going political democratisation process and the increasing
global influences as disseminated by the media, new generations are becoming more outspoken
and are less reluctant to voice their personal opinion. Not willing to wipe-out positive effects of
this social and political change, a critical note should be made. “It is hard to change an old
tradition.” (Student UNDANA). This statement from one of the student informants illustrates the
delicate balance between newly imported (political) values and the ancient indigenous cultures.
Beneath the surface many old traditions and cultural habits of social hierarchy remain present.
Avoiding to engage into a discussion on validating culture against its’ contribution to a nations’
development, judging the different forms of culture would be highly inappropriate.
Culture and the professional arena; obedience or creativity?
Walking through the crowded campuses of either UGM in Yogyakarta, or UNDANA in Kupang
one could easily be fooled by the seemingly westernized students. Gathering around a laptop, to
view the latest pictures on their friends’ facebook page, continuously sending text messages or
listening to the latest music hits on their mobile phones, Indonesian students give the
impression not to behave much different than students from Amsterdam, Paris or New York.
Although not appearing at first sight, evidence of the strong presence of the traditional
Indonesian culture surfaces in the many daily practices professionals are involved in. During the
four months of data collection, the multiple observations and interviews provided a glimpse into
the “hidden”, culturally defined, social practices affecting the daily life of students and the
decisions they make.
Already at the start of the students’ professional career, during the selection of a study
programme, a strong influence from cultural defined practices can be observed. Social pressure,
often executed through the parents, determine to almost the full extend which education
programme the students should enrol. With minor exceptions, during the interviews, all student
informants, at first indicated that the choice of the study programme was based on their
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personal preference. Often, as the conversation progressed, parental pressure proved to be the
decisive factor. None of the informants dared, or thought of, contesting their parents decision
and followed the path as being stipulated for them. As one of the students summarized: “My
fathers’ opinion is good for me and I must obey it.” (Student UNDANA) This strong
hierarchical pattern does not limit itself to the private family spheres. Within the professional
arena culturally defined practices can be found sorting effect on the employees’ practices.
As Bjork already noted in his study on secondary education reform in Indonesia: “Model citizens
are expected to obey, not to question.” p52 (Bjork 2003). This statement exemplifies the
influences of the Indonesian paternalistic culture in society. As being transferable to the work
relations between employer and employee, specifically in the Indonesian public sector, evidence
of a strong hierarchy can be found. “You have to implement the rules and the activities as you
are told to do by your superiors.” (Student UNDANA), is an often heard complain amongst the
students. Limiting the room for personal initiative and creative approaches to the assigned tasks,
civil servants are expected to perform as being prescribed by their managers. Next to the
performance management, evaluation of employees in the public sector is generally being
described as reflecting the Indonesian culture. Having the tendency to avoid open criticism and
preferring consensus and harmony, the importance of the personal relationship between
managers and employees is valued as more important than providing a critical reflection on the
employee’s performance (Bennington and Habir 2003). In addition to the cultural sensitivity of
performance evaluation, the structure of periodically changing management positions in Higher
Education institutes is increasing managers’ reluctance to criticise their faculty employees.
Every set of years, the management positions in public education institutes are awarded to
another faculty member, causing “peace meal” performance management to reduce the risk of
reprisal.
The democratisation process in Indonesia proceeds slowly. The changes put in place are already
sensitising people’s minds and steps in the direction of less authoritarian work relations are
being made. The private labour market operates at the forefront of these changes. Differences
between the public and private sector companies in methods of human resource management
can be observed. International influences, resulting in a different employment culture in the
private sector, are causing the strong hierarchical management patterns to be replaced by
performance oriented management structures.
Culture and student – lecturer interaction; from authority towards equality?
The strong national incentive to disseminate national Indonesian values through propagating
one single culture did affect the content of the educational programmes. But to understand the
actual classroom practices one should dig a level deeper. Forms of interaction between lecturers
and their students, alike the above described work relationships in the public sector, carry social
and cultural values which cannot solely be attributed to the enforced culture in the Panca Sila
oriented CURNAS (National Curriculum). Patriarchal forms, through which Indonesian societies
have been shaped since ancient times, can be observed in the way the interaction between
students and lecturers currently is being shaped. In contradiction to the relationship between
employer and employee, a clear distinction should be made between the classroom behaviour
and the professional sphere in the public sector. Whereas the politically enforced civil servant
culture of social status and enforced employment hierarchy, as introduced by Suharto’s New
Order government, keeps determining interaction at the professional level, student-lecturer
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interaction is largely shaped by the culturally defined values of respect for seniority. Statements
made by student informants during the interviews provide a clear perspective on how they
perceive interaction with lecturers. “I will not say to a teacher when he is wrong. It is
considered to be impolite in the Indonesian culture to debate with older people.” (Student
UGM), “The older people are always right.” (Student UGM).
These culturally pre-defined hierarchical differences between lecturers and students are
hampering opportunities for reciprocity in classroom practices. Approaching the educational
practices from two different angles, not a single cause for the effect on the actual education can
be isolated. Both lecturers and students maintain their “cultural” strategies to secure their
position.
Lecturers often not allow students to voice their personal opinion: “You will be a good student
when you sit silent and listen.” (Manager UNDANA), “I will not express my opinion to a
lecturer. I am afraid that I will say something wrong or stupid.” (Student UGM). Students
frequently feel reluctant to express themselves due to the risk of insulting a senior: “We tend to
avoid differences in opinion, since it might be received as criticizing.” (Student UNDANA).
Forcing a breach into these “defensive” lines of cultural security proved to be a lengthy and
difficult, but not unsuccessful, process. The strong traditionally organised primary and
secondary schools deliberately increase the detachment between the lecturer and student.
Lecturer centred education and the hostile climate for student participation causes children at
Indonesian primary and secondary schools to abstain from any form of participation, as one of
the student informants phrased: “In elementary and secondary school we were punished
when we said something wrong.” (Student UNDANA).
With the aim to enhance student participation and to reduce the central authority of the
lecturers, new forms of interactive pedagogy and didactics are being introduced in tertiary
education with different levels of success. Triggered by the effects of globalisation, new forms of
student-lecturer interaction are mushrooming in the three faculties involved in this research.
Connections to the internet and television programmes shaped according to western forms of
culture are affecting the family life in Indonesia. Relations between parents and their children
slowly change in accordance to the newly provided role models from national and international
soap-opera’s. Gradually the changes in family behaviour are trickling down to the classroom
levels. Lecturers returning from obtaining a degree abroad, whom often experienced western
types of university education at first hand, bring new values and practices to their classes.
Supported by the introduction of new forms of interactive pedagogy, lecturer and student
practices can be found changing. The Faculty of Medicine at UGM provides a living example of
successfully introducing new forms of interaction between lecturers and students. Supported by
international education programmes, over the past twenty years, various new forms of
education were introduced. Changes at the faculty (which will be discussed into detail in chapter
5) slowly managed to create an atmosphere of mutual respect and openness amongst the
lecturers and students. Although at a different pace, other faculties in Indonesian Higher
Education are likely to follow.
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3.3 - ECONOMIC ASPECTS
After independence, the Sukarno government faced the task to rebuild the countries’ economy.
After the Dutch rulers left, followed by the majority of their, mainly Dutch, bureaucrats, the
newly erected Indonesian state was facing a shortage in human resources. Driven by their
socialist ideals and enhanced by the severe lack of skilled manpower, the new democratic
government kick-started the development of education (Bjork 2005). With the objective to
create an equal, competent and intellectual workforce, education was utilized to serve the new
economy and to provide guidance to the new-borne democracy. During the New Order
government of Suharto the focus of individual development was changed towards a collective
approach in which the state became centre of development (Terrence, Arnove et al. 2001). All
education and employment served the needs of a single, strong state. Through the development
of large public apparatus and a strong state controlled economy official unemployment numbers
declined, lifting almost half of the Indonesian population just above the poverty line (Wanandi
2002).
Aggravating the division between the Island of Java, being the centre of power, and the mainly
eastern provinces of the countries periphery, during the 30 years of Suharto’s regime, the
distribution of income remained uneven. To cite Wanandi:
“Income discrepancies exist among the population at large as well as between the western part
of Indonesia, where most of the economic development has taken place, and the eastern part,
which has continually been falling behind.” p137 (Wanandi 2002)
Enhancing the deeply entrenched suspicion against the central authority on Java not only
economic development in the eastern regions of Indonesia fell behind. Educational development
has, as well, been distributed unevenly between the poorer regions and Java (Jones, Nagib et al.
1998; Bjork 2005; Welch 2007). Affected by high tuition fees, enrolment in higher secondary and
tertiary education depends to a large extend on the social class of the student. Whereas the
social elite encounters little difficulties fulfilling the financial requirements, students from the
rural areas remain underrepresented (Oey-Gardiner 2000).
The 1997 financial crisis in Asia hit Indonesia hard. The empty shell of state enforced economic
stability, developed by the New Order regime, suddenly collapsed. At the end of the century, the
rupiah lost 72% of its value and the formal unemployment rates reached up to 20 percent.
Impact on Indonesian social life was severe. The cutback in labour demand and the sharp
inflation of the rupiah affected the majority of the Indonesian population and caused an
additional 20 million people to drop below the poverty line (Wanandi 2002; Yeom, Acedo et al.
2002; Rock 2003). After years of economic hardship, at the turn of the century the Indonesian
economy has started to slowly recover from the financial crisis. Although not growing with the
preferred pace, a yearly economic growth of 3 to 4 percent is being achieved, and unemployment
rates are declining (Wanandi 2002; Yeom, Acedo et al. 2002).
Education; finding a way out - fuelling a competitive economy
In respond to the economic crisis, investments in education were deemed necessary for the
country to be able to keep up with the pace of global knowledge economies (Fahmi 2007).
Education, historically catering for development of the new intelligentsia, was not prepared for
the labour market, output oriented approach (Terrence, Arnove et al. 2001). Originally tertiary
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education has been strongly focussed on the provision of the civil servant workforce
(Sumarsono 1999). The limited absorption capacity of the (public) labour market, caused by the
effects of the economic crisis, demanded the need for a national employment strategy
(Sumarsono 1999). Although large investment schemes initiated and financed by the major
donor organisations as the World Bank and the Asian Development Bank were put in place, they
largely failed to target development of Higher Education. Meeting the demands of the global
trend of “Basic Education” investment, development programmes largely targeted the
development of primary and early secondary education. The Indonesian Higher Education sector
was mostly left untouched (Yeom, Acedo et al. 2002) and remained incapable of producing
graduates other than serving the civil servant corps.
In respond to the rapidly changing society, the Indonesian government felt the urge to increase
the relevance of the Higher Education programmes. Whereas in the past the educational
programmes had a strong focus on delivering employees for the public sector, nowadays the
private sector labour market is becoming increasingly important. With the objective to cater for
the needs of the private sector, a shift from theory oriented education towards incorporating
new knowledge and technological innovations into the curricula is being initiated (Yeom, Acedo
et al. 2002). Partly driven by the policy approaches, as being forced through by major national
and regional financing bodies as the World Bank, the Ford Foundation and the Asian
Development bank, all preaching the need for fuelling economic growth, the Indonesian Higher
Education policy moves towards an output oriented education system. Demands from the
(international) private sector are causing the provision of education to change. In their “Basic
Framework for Higher Education Development” (KPPTJP IV 2003-2010), as published by the
Directorate General of Higher Education (DGHE), generally known as the Higher Education Long
Term Strategy (HELTS), the Indonesian National Ministry of Education (MONE) voices a strong
direction towards (inter)national competitiveness of education:
“The role of higher education in the construction of knowledge economy and democratic society
is stronger than ever. Its contribution to the knowledge driven economic growth and poverty
reduction is carried out through the capacity to (i) train qualified and adaptable work force, (ii)
generate new knowledge to increase nation’s competitiveness, (iii) access and adapt global
knowledge to local use.” p4 (Brodjonegoro 2003)
“Adaptation” seems to be the magic word in the strategy of the DGHE. (1) The Indonesian work
force should be adapted to international standards, and (2) global knowledge should be adapted
to local use. To start with the latter, the first contours of the national strategy are slowly being
shaped. Supported by international funds from Japan, USA and The Netherlands, western forms
of Competence Based education are being adopted into the national education system serving as
the solution for economic progress. During one of the interviews, a manager stated the
following: “Although our cultures are different, we have the same brains… with changing
our education systems towards the systems that seem to work well abroad, we might obtain
the same results as in these countries.” (Manger UGM). Not representing an isolated opinion,
amongst the majority of the informants a strong preference for the adoption of western concepts
of education can be observed. The current education system, as it is being developed in
Indonesia, is laced on western models and finds itself supported by a large part of the education
professionals. As one of the junior staff members of UGM outlined: “For education we accepted
the western ideas, only the content here in Indonesia is different.” (Lecturer UGM)
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Since globalization in the Indonesian economy is enhancing the development of an international
oriented private market, the need for the national education system to respond is evident. The
strategy set out by the DGHE, to adapt the work force to international standards finds a strong
support-base in the economic and educational sectors. The increasing importance of
globalisation within the education system, and the employment opportunities attributed to it,
are not likely to be without any challenges. Various factors within the Indonesian context need
serious attention while looking at the direct opportunities the global labour market might offer.
Although a strong national culture might be positive to foster the nations’ unity, Marginson and
Sawir indicate that local culture is limiting the connection to international labour markets.
“Because global systems are dominated by Anglo-American contents, national cultural identity
is a two-edged sword. The greater the nation’s cultural distance from America, the less its global
fluency and its potential for referred power… “ p348 (Marginson and Sawir 2006)
Bahasa Indonesia, being the national language and the general medium of instruction, is
hampering the possibilities for international cooperation and labour markets (Welch 2007).
Next to the lacking language skills, interpersonal and creative thinking skills are equally
important for graduates to become successful on the international labour market (Marginson
and Sawir 2006). It is being generally acknowledged that the current curricula at Indonesian
HEI’s are not fostering the demanded interpersonal skills and are lacking opportunities for
students to master the English language. Allowing graduates to compete on the international
labour market, providing them with knowledge and skills on the latest international
technological developments is a precondition. Contributing to the development of an
international workforce requires Indonesian Universities to continuously update their learning
facilities according to changing international standards. The often limited budgets of education
institutes are insufficient to maintain up-to-date facilities, hindering opportunities for providing
internationally recognised, skilled graduates.
If the Indonesian government really intents to engage itself into the global labour market, solely
introducing new educational concepts might be a good start, but will not be sufficient. Structural
investments in education facilities and a revision of the strong nationalised forms of nation
building through the CURNAS, should become a priority.
Youth’s economic incentives; the road towards a prosperous future
National Indonesian education policies have been very clear in their formulation to enhance
economic growth through the development of a high quality public education system. Being
treated as the “chicken with the golden eggs”, changes to all levels of education are justified from
the perspective of poverty reduction and enhancement of an international competitive economy.
One of the major flaws in the current policy developments is that the current system overlooks
the actual needs and possibilities of its core beneficiaries: the students. The agency of students
and the challenges they have to cope with to develop their professional abilities are generally
being neglected. During the four months of field work it became clear that students try to
position themselves strategically in the education system to increase their opportunities for
employment. Having to cope with a wide range of challenges, the road towards a prosperous
future is often foggy and unevenly paved.
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Although increased primary and secondary education provision caused the demand for tertiary
education to rise (Terrence, Arnove et al. 2001), the enrolment opportunities into the
Indonesian Higher Education system remained far from universal. Especially due to the lack of
financial means, enrolment in either public or private universities is largely limited to the small,
wealthier part of the Indonesian population. As already indicated by Jones (1976), wealth and
status heavily affect the opportunities of youth to enrol quality higher education and students
from higher socio-economic classes keep dominating the enrolment in public HEI’s (Jones 1976;
Fahmi 2007; Welch 2007). Affected by the economic crisis, the Indonesian government was
lacking the capacity to subsidise HEI’s and parents were not able to pay the tuition fees (Welch
2007). Over the past decade, the Indonesian economy slowly managed to regain some of its
strength, but due to remaining lack of allocation of funds to public higher education, universities
become increasingly reliant on student tuition fees (Fahmi 2007; Welch 2007). The autonomy
status, awarded to the four universities on Java, allowed the HEI’s to create new patterns of
financial management, resulting in an increase of tuition fees. Although fees charged at these
four public universities are generally lower than at private universities, they are still high
compared to the average income (Fahmi 2007; Welch 2007). Tuition fees, varying between 100
million rupiahs for enrolment in faculty of Medicine and 8 million rupiahs for science faculties,
influences the students’ selection of study programmes (Fahmi 2007).
For the limited amount of youngsters who possess the financial capacity to enrol higher
education, (i) status of the diploma, (ii) status of the university and the (iii) type of study
programme (often in this order of importance) determine to major extend the enrolment
preferences of the student (and their parents). Obtaining a university diploma in Indonesia
generally serves two main purposes. Next to the traditionally high value placed on education,
causing aspirant students and their parents to prefer enrolment in university education
(Sziraczki and Reerink 2004), obtaining a university degree is a crucial first step in the direction
of becoming a civil servant. Public sector labour market has a strong demand for official certified
staff (Oey-Gardiner 2000). Supported by statements from students: “You have to get a diploma
to be able to find a job.”(Student UNDANA), it is generally acknowledged that job seekers will
only find employment in the public sector if owning a diploma. Even though the perceived
freedom in the private sector appeals to most of the students, the privileges of lifetime
employment, which provides financial security, is a strong asset for students to favour a job in
the public sector. “The desire of most students is to become a civil servant.” (Manager
UNDANA). “If I get the opportunity to become a civil servant, I will take that job.” (Student
UNDANA).
Whereas the university diploma is the main precondition for increasing employability, the
university where the diploma is obtained is an important factor in determining its’ actual value
on the labour market. Historically the best Higher Education institutes are situated on the island
of Java. The Universities situated in the more remote areas of the country, including the NTT
province, have never been provided with the opportunity to catch up with the institutes on Java.
It is generally acknowledged that the four public universities on Java, including UGM, are
institutes of high repute and its’ graduates are preferred by both public and private labour
markets. Students who have the financial ability will leave the NTT province to study on Java.
The majority of the students at UNDANA indicated that the low tuition fees were decisive in their
selection of the university. Being the only public Higher Education Institute in the province,
students are left little choice. Although private universities cater for the majority of the
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university students, quality of the education is generally low and tuition fees even exceed those
of the high status public universities on Java. The low quality and often unaccredited status of
the private education institutes make little students favour the enrolment in these education
institutes.
The University diploma, and preferably the enrolment in a public University of high quality often
provides sufficient qualifications for becoming an eligible candidate for a civil servant position.
Deliberately positioned at the last place of importance, the actual subject of the study
programme is perceived by the majority of the students as of little importance. With exception of
the Faculty of Medicine, the students of both faculties of Agriculture at UGM and UNDANA
generally favour employment outside the sector of education. The strong diploma orientation of
the public sector and the intelligence, rather than subject knowledge, oriented selection
procedures open up opportunities for apply successfully for jobs outside the sector of study. As
one of the lecturers phrased: “Students think it’s OK to be in the Faculty of Agriculture, as
long as they get a diploma of the Gadjah Mada University” (Lecturer UGM).
Employment opportunities and preferences determine to a large extend the education strategies
students adopt. The current political and economic climate in Indonesia is not providing
sufficient opportunities for employment. The bureaucratic system and still frequently occurring
corruption is causing difficulties for the majority of the university graduates to obtain
employment in the public sector. If lacking the necessary contacts in selection committee,
applicants have to enter into the official procedure. Selection of candidates follows a yearly
sequence and is not based on any level of practical performance. Conducted through a series of
written tests, a small group of eligible candidates is distilled. Chances on finding employment in
the public sector are very slim. Out of over 10.000 applying candidates only 200 graduates will
make it to the desired status of civil servant. Due to the lack of job opportunities many students,
already during their education, deploy strategies for obtaining employment outside the public
labour market. Since the majority of the education programmes at public universities have a
strong focus on preparing graduates for employment as a civil servant, students are lacking
especially management, ICT and communication, skills which are deemed necessary to be able to
successfully apply for jobs in the private sector. Besides increasing chances on employment in
the private sector, a large majority of the students indicated to be planning to become a private
entrepreneur. Either as their main profession, or as a means to generate additional revenue next
to public employment, entrepreneurial activities are generally perceived as being the best
opportunity to earn a living.
A general tenor of dissatisfaction with the current education programme can be observed
amongst the students. The lack of relevance towards the demands of the private sector labour
market and the lack of practical skills is reducing the opportunities for employment in the
private sector, or to become established as private entrepreneurs. “Do not go to class only, also
try to become an active member of the students organisation.” (Student UNDANA). This was
the advice one of the UNDANA students was given by a peer upon his enrolment in the
university. To cope with the lack of skills development in the curriculum, a considerable amount
of the students becomes involved in outer-curricular activities. Being recognized by the private
labour market, active membership of a student organisation is utilized to obtain management,
communication and ICT skills.
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Analysis of the University Education
System
The Meso Perspective

A little excited, not sure what to expect from my first appointment at the university, I submerge
myself in the awakening humid heat of the Yogyakarta’s early morning urban hassle. Holding on
tight to the handle bars of my little motorcycle, I zigzag myself a way through the crowded roads
filled with tons of colleague commuters. Helped by the little city plan, I finally make it to the main
entrance of one of the country’s largest education institutes: Universitas Gadjah Mada. Dazzled by
the impressive sight of two double lane roads, with a tediously trimmed lawn in between, bordered
by rows of flowers, the university’s main building towers in the distance. Covering almost of quarter
of the city centres surface, finding my way to my first appointment proved to become a greater
challenge than expected. Following the early morning traffic of students, professors and other
university personnel entering the campus on their motor cycles I found myself lost in between the
multitude of large well maintained buildings of the vast amount of the university’s different
faculties and departments. Probably triggered by the uncommon overheated appearance of a
foreigner bended over a city plan, a student pulls over to offer help. With a, for Indonesian
standards, reasonable delay, I enter the well-furnished, air-condition-chilled room of my first
informant.
My first encounter with Universitas Nusa Cendana proved to be strikingly different. Accustomed to
the crowded streets of Yogya, the small city of Kupang breaths a different atmosphere. Spread
along a magnificent beachfront, the main street accommodates a large array of fish stalls and
small shops. Besides the crowded streets, little resemblance with the cosmopolite air of Yogyakarta
can be found.
Eager to get myself submerged in the local university life, and ready to experiences the differences
between the countries no1University and a university in the countries more remote area, I make my
way to UNDANA. Upon the first sight of the campus, the dissimilarities proved to be beyond my
expectations. Covered in scaffolding, the universities entrance gate, already under construction for
many years, is blocking the official road into the campus. Two small dirt-roads provide the
temporary, shaky, entrance. In front of the entrance gate it’s a liveliness of coming and going of
Bemo’s, the city’s small mini-busses equipped with booming stereos and flashy tuning stickers.
Students hop on and off and proceed their way into the campus by foot. Carefully snaking my little
Honda motorbike over the wobbly read, avoiding the multitude of potholes and bumps which seem
to have mushroomed all over the tarmac, I am making my way into the direction of the Universities
central building. The enormous compound, covered by forest seems to hide the few, outspread,
faculty buildings, covered with rusty metal roof plating. Passing large groups of students, walking
from the main gate towards their faculties, often for twenty minutes or longer, I arrive at the
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central administration building. Housing the Rectors office, were I will be working for the coming
two months, the large square building with the distinct pointy roofs for that region, looks like it
could use a fresh layer of paint. Climbing the stairs, carefully placing my steps around the broken
tiles on the floor I enter my new office for the coming months. It’s not only due to the broken airconditioning that I find myself the warmest welcome one could wish for.
The differences between the two Indonesian public universities of UGM and UNDANA illustrate
the enormous discrepancies between education institutes in Indonesia. Even though, due to the
fact that UGM and UNDANA are Public Universities, one might expect to encounter similar
conditions at both Higher Education Institutes, the reality proved to be different. Operating
within the same education system, geographic context, history and current politics influence
opportunities and challenges the various public HEI’s are facing. To be able to understand the
differing practices and strategies adopted by the universities, the plural preconditions they have
to cope with should be taken into account. All being part of the international and national
affecting factors from within the macro level, issues from within the regional and local levels are
largely decisive in university’s daily practices. This chapter seeks to provide an understanding
on how these meso level factors are differently addressed.

4.1 -

NATIONAL HIGHER
CONCEPTS

EDUCATION

POLICIES:

LEGISLATIONS

AND

NEW

Distinguishing the various education influences on which the current Indonesian education
system is build proves to be difficult. The long history of colonial education, followed by the
newly introduced education approach after independence and the structural national
orientation during the New Order regime successively caused various education systems to
overlap. Little different from other countries suffering centuries of colonial oppression,
indigenous and “imported” forms of education were blended together, resulting in a current
“melting pot” of education policies and practices (Terrence, Arnove et al. 2001).
The public schooling system in Indonesia, built on the historically defined influences, in general
follows a 6-3-3-4 school based education system, consisting of 6 years compulsory primary
education, 3 years compulsory junior secondary education, 3 years senior secondary education
and 4 years of tertiary education (Sumarsono 1999; Yeom, Acedo et al. 2002). The Indonesian
tertiary, or higher, education comprises of five different types of education institutes. Academies
and polytechnics provide applied science, having a strong focus on practice, they either provide
a single, or multiple study programmes. Advanced schools, Institutes and Universities all provide
education on academic level, differing in the amount of study programmes offered from single
subjects towards provision of the full range of subjects ordered under various faculties (Idrus
1999; Fahmi 2007; Welch 2007) the universities provide the most complete range of
programmes. Besides the public education, private education initiatives are present in many
different forms ranging from Islamic education, through the Pesantren schools (Pohl 2006), to
small unaccredited education institutes.
The centralized Higher Education enrolment system in Indonesia, based on a central enrolment
exam, is highly competitive and causes a severe restriction in admission (Terrence, Arnove et al.
2001). With over 450.000 students competing for 75.000 available seats students’ scores are
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crucial for enrolment in university, and preferred faculty (Fahmi 2007). The severely lacking
opportunities for enrolment in public education is causing the private education sector to be
booming and, at almost all education levels, outnumbering the public education. Private
universities, for example, cover the majority of the higher education in Indonesia. In 2004 out of
a total of 2316 HEI’s, 81 were public institutes (Fahmi 2007). Although the majority of the
educational institutes are private, Indonesian students prefer to enrol public universities. It is
generally acknowledged that public universities are of better quality (Fahmi 2007; Welch 2007)
and provide better employment opportunities.
Due to the national legislative framework, the government authority in the education sector is
largely limited to the public education institutes. Little influence, besides offering the
opportunity for national accreditation, is being executed on the private sector.
National education policy and Universities practices; regulations and autonomy
Guided along the path of national politics, Indonesian education policy has found itself following
the various flows of centralisation and decentralisation as occurred during the past century.
When in 1961 the first law on higher education was established, the government determined the
role of universities to encompass learning, research and community services (Fahmi 2007). The
law also included the establishment of at least one university in each province in Indonesia
(Terrence, Arnove et al. 2001). During the succeeding era of the Suharto government, education
content became largely nationally directed (Terrence, Arnove et al. 2001; Bjork 2005). Through
the development of national consortia, the development of curricula became highly centralised.
During these decades of national centralisation the government gained central control over the
education system aiming to disperse a strong sense of unity. Traces of these strong national
influences are still visible in current education. An example can be found in the logos of the,
during the New Order government, newly erected regional university. A striking resemblance
with the logo of Suharto’s Golkar party appears.
The national decentralisation processes, as described earlier, have not left the Higher Education
sector untouched. Reforms within the Ministry of National Education are reducing its’ influences
on the actual education content and is causing the MONE to move towards a more guiding role.
The national Basic Framework for Higher Education Development (KPPT-JP IV) phrases the
preferred changes as following:
“Bundled with decentralization and autonomy, the role of the central government, represented
by the DGHE, should also shift from regulating into more empowering, enabling and facilitating.
However, it could still intervene through resource allocation and other means within the context
of the national higher education system” p5 (Brodjonegoro 2003)
Hesitant to lose its full grip on higher education, but aware of the need to reform education
towards a greater local relevance, Higher Education Institutes are being awarded a greater
autonomy, but not fully unleashed. Moving away from national examination structures, once
compulsory for all students, and by the development of the independent accreditation body, the
Badan Accriditas National Pergulan Tingi (BAN PT) the government steadily increases their
strategy to abstain from its implementing role. The BAN PT was established in 1998 with the
objective to, independently, accredit all Indonesian HEI’s every 3 to 5 years (Welch 2007). The
periodically assessment of the institutes, often solely focussing on the university’s financial
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management, results in a quality score ranging from A (being the highest score) to D. Although
providing the impression of equal independent accreditation of all education institutes, often
voiced complains surface a strong public institute oriented bias. Finding public institutes hardly
ever scoring below “B” and the institute’s assessment being limited to formal administration and
failing to address education quality, questions could be raised on the representativeness of the
accreditation.
Being the implementing body of the national higher education policies, the Directorate General
of Higher Education (DGHE), in the slipstream of the on-going reforms, finds itself facing a
changing mandate. As Brodjonegoro states in the HELTS (2003): “Each institution is responsible
for the organizational health within its own institution, whilst the DGHE is responsible for the
organizational health of the entire system.” (p5) Moving away from the role of fully directing ad
prescribing the practices at the education institutes, a new philosophy is being rolled out
diverting the role of the DGHE towards quality assurance through capacity building of the
education institutes and the provision of a long term education framework (Susanto and Nizam
2009).
Slowly the notion of increasing autonomy within the public education institutes is making its
way into national policies. Piloting the process at the four largest universities on Java,
preparations are being made for up scaling the process, targeting all public universities.
Although a formal law was due to being enacted in spring 2010, protest at different universities
has caused the act to be postponed. Amongst the informants from UGM, one of the four national
autonomous education institutes, different levels of satisfaction with the current autonomous
status can be observed. Due to the autonomous status mainly addressing issues at the financial
and human resource levels, little room for changing the study programmes and curricula is
present. Remaining largely nationally directed, the faculty’s study programmes cannot be
changed and at least 60 percent of the content of the study programmes is predefined, causing
the majority of the lecturers and students not to experience significant changes.
The remaining strong government influence on the institutional management structures of the
non-autonomous universities are creating educational challenges which are not being
experienced at the autonomous institutes. As freedom in financial management is opening up
opportunities for universities with autonomy to raise additional income through private sector
sponsorships, the insufficient public spending on tertiary education (Marginson and Sawir 2006;
Fahmi 2007; Susanto and Nizam 2009) has limited effects on their quality of education. The
nationally directed financial regulations are hampering adequately implementation of the
education programmes. Lack of sufficient funding, restrictions in raising income through private
sponsorships and the rigid structures of allocation of finances (Power and Cohen 2005) are
causing severe restrictions at UNDANA. The yearly sequence of allocation of government funds
in January and the lengthiness of the process to apply for financial resources often limits the
opportunities for organising practice activities during the first semester and cause the
universities facilities not to be maintained.
The development of a national Competence Based Education system
During the start of the new century Competence Based Education has been on the agenda of the
Ministry of National Education. With the objective to increase the relevance of the education
system towards the Indonesian society, and to follow the examples of good practices from
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western universities (Marginson and Sawir 2006) the introduction of the concept of CBE in
Indonesian education became spearheaded. Supported by international donor policies
(Terrence, Arnove et al. 2001), in 2005, the government of Indonesia enacted regulation number
19, officially formalising the introduction of Competence Based Education (Power and Cohen
2005). Enhanced by the positive experiences of UGM’s Faculty of Medicine, which had been
experimenting with forms of competence based education preceding the enactment of the new
regulations, the MONE adopted a national strategy in reforming the universities study
programmes.
With a strong focus on the development of Competence Based Curricula (CBC) for all the
university study programmes, over the past years National Councils were established to
determine the learning outcomes and provided the guidelines for the competences to be
adopted. Consisting of a team of representatives from the, mostly public labour market, and
public faculty leaders, the National Councils started to develop sectorial and country wide
competence profiles. Serving the objective to apply to the needs of the labour market the often
long process of identifying the national sector profiles was utilized to advice the ministry in
revising the nationally prescribed content for the curricula. Although the influence of the
Ministry of National Education on the development of the competences profiles has been limited,
the final decision over the incorporation of the National Councils advice into the development of
the National Standard Competences lies with the MONE. Whereas the role of the organisations,
represented in the National Council, involved in the determination of the competence profiles
remains limited to advising the ministry, it rarely happens that the DGHE discards the advice of
the National Councils.
As indicated above, the role of the MONE and the DGHE in the development of the national
curriculum remains limited to the official accreditation of the National Standard Competences,
but this does not imply that their input is of minor influence. Prescribing a strong national
directed competence profile and executing influence on the daily university management of,
mainly the non-autonomous, Higher Education Institutes, changes towards the introduction of
CBE are forced into the education system in a top-down fashion. Starting with the Competence
Based Curriculum, being a precondition for all universities willing to receive the status of
autonomy, faculties at all Indonesian public universities have been pushed to redesign their
curricula based on the national predefined competence profiles. In order to receive the desired
status of autonomy, the Faculty of Agriculture at UNDANA has not been an exception and
currently finds itself in the challenging hasty process of redefining the old curriculum.
As Yeom Acedo et al. (2002) already outlined: ”While it is easy for the government to establish the
policy, the conditions at the school level are totally different.” (p65). Many public universities
encounter challenges in the revision of their curricula. Despite the formalised Competence Based
Education policies and the strong push of the national government towards the development of
national competence profiles, many faculties struggle to adopt the new concept and to rearrange their education programmes according to both the, pre-defined, national and local,
faculty defined, contextualised competences. Due to the fact that decentralisation is
implemented in a very rigid fashion and curricula are designed by the national governing bodies,
room for adoption of specific needs per education institute remained limited (Yeom, Acedo et al.
2002). The national developed standard competences occur to have a strong bias. Selective
involvement of both labour market and university stakeholders with a strong connection to the
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countries industrial and political centre cause the standard competences to be lacking relevance
to the countries more remote provinces.
Besides the lacking relevance, the non-autonomous universities often have limited capacity to
meet the demands of the government enforced implementation scheme. Absent government
support in building the expertise of university staff fails to address the gap in knowledge on CBE.
Being, for Indonesian standards, a relatively new concept, little expertise on how to develop a
Competence Based Curriculum and how to rearrange study programmes based on predefined
competences is present within the Universities. Combined with a very tight deadline UNDANA
has not been able to critically engage in the redesign of the curriculum, resulting in the new
study programmes being little different from the preceding programmes.
Challenges within the introduction of new education methods do not limit itself to the education
sector. Comparable difficulties could be observed within the labour markets. In compliance to
the changes slowly occurring in public education, the labour market finds itself facing new
graduation structures. Decades of fine-tuning between education and public labour markets
caused selection criteria of the public sector to be largely based on the deliveries of the public
education institutes. Besides facing internal challenges in changing the education system, public
HEI’s are facing labour markets which have not yet been accustomed to the newly introduced
study programmes and its new type of graduates. “The curriculum is a problem for the labour
market. The government companies do not support the new curriculum.” (Lecturer
UNDANA)
Although education policies can often be changed within the blink of an eye, or with changes of
ministers and governments, changing the capacity of universities to successfully deal with new
education policies is a far more complex and time consuming process. Whereas the initiated
changes in the public education sector are already proving to be difficult, changes within the
private sector are even less likely to occur. Limited influences of the MONE on private education
will leave the majority of Indonesian education unchanged. To cite Marginson and Sawir
(2006):“Mission statements can be reinvented quicker than university capacity.” (p349).

4.2 - LABOUR MARKETS: BENEFICIARIES AND BENEFACTORS
Half a century of economic liberalisation has caused the incentives and perception of quality
education to change drastically. The leading world economists have been structurally
contributing to redefining the purpose of education. Whether for centuries education was seen
as serving a countries’ intellectual and social development, new perspectives on “human
resources” abruptly ended this educationist “fairy tale”. Education found itself moving into the
world of “investment and return”. Knowledge became monetised through new concepts as
“human capital” and “knowledge economy”. Causing severe influence on the western worlds’
education systems, labour market incentives to stimulate economic growth became the new
driving force. The development of National Qualification Frameworks, amongst others, rocketed
education into a new era in which labour markets are pulling the strings.
Left with little opportunities other than to follow the capitalist flow towards utilizing education
as a commodity, and heavily supported by large donor organisations, the majority of the
developing countries pushed their education into a labour market oriented approach. Indonesia
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is not an exception. As outlined in the previous paragraph, new education policies are trying to
align tertiary education with public and private sector labour market needs.
Serving the labour market demands; differing interests between public and
private labour markets
The rising interest of Indonesian tertiary education in addressing the needs of the labour
markets is causing policy approaches to be developed in which the study programmes should be
tailored according to the needs of the industries. The Higher Education Long-Term Strategy
(HELTS) outlines a new direction in which university education should be utilized to address the
changing demands of the public and private sector. Whilst the topic is only briefly mentioned in
the policy paper, it fails to provide a comprehensive strategy to address the ever present
diversity in the country. Largely varying preconditions and demands cause a single approach of
the labour market to be useless. Differences between the (i) Public sector, (ii) Private sector, (iii)
the geographical regions, and (iv) preferences of graduates should be taken into account when
aiming to align education outputs with the demands of the labour market.
The public sector has, for decades, been dominated by the autocratic regime of the Suharto
government. Although slowly unleashing itself from a culture of obedience and corruption, its’
influence can still be found affecting todays public sector practices. The lack of performance
management, the strong emphasis on obedience and the national philosophy of Panca Sila cause
the public labour markets to favour graduates with a strong theoretical background.
Professional and inter-personal skills are often not included in the official measures of
performance and therefore not incorporated in the selection criteria of new employees. A
university diploma and the score at the official entrance examination, which is solely based on
theoretical knowledge and the level of understanding the Panca Sila, determine the eligibility of
the candidates. “This is a general problem in Indonesia. Students get a job in the public
sector based on their knowledge, not on their skills.” (Manager UNDANA). “The public sector
assumes that the diploma of the university shows the ability of the students.” (Manager
UNDANA).Due to the fact that, upon joining the civil servant corps, all new employees will be
provided with an extensive training in practical skills, students’ practical capacities after
completion of the study programme are of little relevance. Universities are aware of the
selection and training policies in the public sector and often see little use in equipping students
with a wide range of practical skills. Students are not as much expected to be ready to start
working but, “A student must be ready to be trained to work.” (Lecturer UGM).
“Compared to the public sector, in the private sector employees have to do a lot of work.”
(Manager UNDANA). This example of a statement made at the management level of UNDANA
provides a clear and representative view on the differences between the public and private
sector labour markets. Whether at public companies incentives for diligence are low, within
private companies quality performance is a precondition. Commercial incentives cause the
private companies to be reluctant to invest in skills development of new employees. Graduates
should be ready to start working and are expected to have an open, learning and pro-active
attitude. The lack of practical skills, interpersonal skills, and a pro-active attitude are causing
young professionals experiencing difficulties when being employed by a private company.
Besides the highly differing needs between the public and private sector, study programmes are
often lacking relevance due to a large part of the student searching for employment outside the
sector of their study. Either forced by the sheer lack of a labour market, as occurs in the NTT

45

Chapter 4

province, or driven by personal motivations, especially within the faculties of Agriculture almost
half of the graduates find employment outside their sector of study. Students at UGM often enrol
the Faculty of Agriculture to obtain a diploma, which provides them with the sufficient
preconditions to apply for jobs in other sectors. Due to the general diploma oriented selection
procedures in the public sector, specific subject knowledge and skills become irrelevant after
graduation. “Many graduates from the Faculty of Agriculture work at a bank.” (Student
UNDANA)
Whereas practical skills related to the profession, and general management, ICT, and
communication skills are becoming increasingly important, Universities should attribute these
in their education programmes. The quality of the relevance of the study programmes in relation
to the demands of the labour market depends to a major extend on the type of labour market.
Whereas the public sector largely demands knowledge, and has little emphasis on skills, the
connection is generally perceived as being good. A complete opposite level of satisfaction can be
found related to the connection to the private labour market. The majority of the students and
alumni of both universities of UGM and UNDANA indicate that the education programmes are
lacking relevance and are not preparing students for a professional career outside public
institutions. Both theoretical and practical components of the study programmes do often not
apply to the real situation. Obtained knowledge and skills do not match with the commercial
demands of the private sector and are hampering a successful start of a professional career. One
student informants stated it as following: “I feel I am not ready enough. When I graduate I still
have to start at the beginning again.” (Student UGM)
In addition to the divergent needs of public and private labour markets, national orientation of
the study programme affects employment opportunities for students in the remote areas of the
country. With the country stretching over thousands of kilometres, natural resources and social
structures can be highly differing per geographical regions “Graduates in Yogyakarta need to
have different skills than graduates in Papua.” (Lecturer UGM). The centralised national
education system, adapting to the conditions at the island of Java, often finds itself lacking
relevance to the preconditions of the other regions. The strong focus of university education on
the public sector is evidently causing difficulties for graduates from the NTT region to obtain
employment. Because of the almost absent public and private labour market in the agricultural
sector, the study programme does add little to the chances of finding work.
The long history of public universities catering for the needs of the public sector, and focussing
on the development of a civil servant workforce has caused the education to develop itself
according to the needs of public companies. Triggered by the growing private sector, the
demand for a new type of graduates is arising. Whereas the public sector remains to keep a
strong orientation on students’ theoretical knowledge and have little interest in their actual
skills, the majority of the private sector companies are increasingly valuing graduates’ ability to
perform practical tasks. The strong emphasis on demanding practical skills, enhanced by the
lack of practical components in current university education is causing the private industries to
move away from employing graduates based on their diploma. Dissatisfied with the fact that
University education programmes are causing a low level of professionalism amongst the new
graduates, soft skills obtained by graduates outside the formal curriculum have emerged to be a
decisive benchmark in the employability of young professionals in the private sector. The
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shifting opportunities towards self-employment and employment in the private sector are
changing the preferred profile of graduates.
Labour market involvement in the education process; investments and return
Essential to shaping the education programme in accordance with the needs of the labour
market is the provision of clear expectations by the customer itself. Without having a solid
perspective on the actual needs within the professional arena, faculties will never be able to
meet the demands of both the private and public labour market. Involvement of these
beneficiaries in the development of the curricula is a precondition. Amongst the faculties, in
general, the importance of the involvement of the labour market in the development of the study
programmes is acknowledged. Representatives from the labour market frequently complain that
the study programmes are lacking relevance and that the majority of the graduates are not ready
to start working after graduation. Recognising the issues raised, labour market involvement in
the development of the study programmes has been put on the faculties’ agenda. “We should
meet the hospitals to identify their needs to be able to change the curriculum.” (Lecturer
UGM) “We need to teach what the labour market wants.” (Manager UNDANA). Although
gaining in importance, the actual opportunities for involving the labour markets are not without
its’ limitations. Differing per university and faculty enabling and restricting factors could be
identified.
The nationally established high reputation of UGM is contributing to the willingness of both
private and public labour market to search for possible forms of cooperation with the
university’s faculties. Government regulations, in the past, only allowed public universities to
solely cooperate with public sector companies. Changes in the political situation caused the
private labour market involvement to slowly increase, but at the majority of the faculties a
strong public sector focus remained. The mutual relationships existing between various, mainly
public, corporations and the university cause the labour market to provide room for internships,
educational field visits, and to sponsor students through various scholarship programmes. The
university provides expert knowledge, research facilities and recruitment opportunities to the
affiliated public and private companies. The shared roles and responsibilities are often not
formalised to a contractual level, personal networks and social commitment cause a stable basis
for cooperation but increase the risk of fragmentation of activities. Relations maintained on
personal title are not contributing to the development of a university wide policy.
UNDANA, as situated in the periphery of the Indonesian archipelago, is facing a set of different
issues concerning labour market involvement. As indicated previously, the strong centralised
orientation of both the public and private sector are placing the labour market “centre of
gravity” on the island of Java. Clustering around the central region of the country, the NTT
province is coping with an scarce labour market “There are not much agricultural companies
here.” (Manager UNDANA). In addition to difficulties for labour market involvement caused by
the lacking physical presence of relevant industries, the perceived low quality of the UNDANA
graduates is causing incentives for both the public and private labour market to invest in
provision of internships and university facilities to be low. The majority of the companies in the
NTT region prefer to employ graduates from the four large universities on Java.
Besides the physical investments made by the labour market in the university education, the
contribution of the industries to the development of the faculties’ curricula differs per university
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and faculty. National directed guidelines for all university curricula, to a large extend, limit the
opportunities for public and private companies to be involved in the determination of the output
of the education system. Guided by the Directorate General of Higher Education, national
councils comprising of university and labour market representatives are established for each
sector to advice on the development of the national curricula. The largely predefined nature of
the study programmes is limiting the possibilities for the local labour markets to provide input
on the curricula and to voice their preferred graduates’ profile. Within this limited room for
industry involvement, the differing regional preconditions cause UGM and UNDANA to adopt
different levels of labour market involvement. The Faculty of Medicine and Agriculture of UGM
involved a large range of stakeholders in the translation of the nationally predefined learning
outcomes into the actual faculty curriculum. Both faculties conducted a “tracer study” in which
the labour market was invited to assess the curriculum and learning outcomes and to provide
input on possible improvements. Although the labour markets’ input is considered to be of high
importance, it is not being treated as the major source for the development of the curriculum.
“We consider about the raised issues, but are never able to incorporate all of it for the full
100 percent.” (Lecture UGM). In strong contradiction the situation at UGM, the national
influences on the curriculum content aggravate the reluctance of industries in the NTT region to
be involved in the design of the curriculum. Due to the fact that the national councils,
determining the national curriculum, largely exist of representatives from the Javanese
universities and labour market, UNDANA faces large discrepancies between the curriculum and
their local conditions. The limited available companies often feel reluctant to invest in the
development of the study programmes.
In addition to the little benefits the labour market may expect in return for their investments,
the education system itself is not as receptive towards labour market participation as might be
expected. The strong turn of the national government’s Higher Education policy towards a
labour market oriented approach of education (Brodjonegoro 2003) does not finds itself
supported by the full range of university members. Discussions on the desirability of the
increasing market oriented nature of academic education is not limited to western universities
and could be observed in Indonesian Higher Education as well. Concerns of losing its’
independency in research and its’ role in the forefront of the development of an autonomous
society, Universities fear the commercial incentives of the labour market will take over: “The
University should be related to the society.” (Lecturer UGM). Amongst others, the following
statements made by the university managers, lecturers and the national policy underscore the
present reluctance for a fully market oriented curriculum:
“What we want is not to depend too much on the labour market. We should not only focus
on the development of skills, but also on the basic sciences.” (Manager UGM)
“We are not totally driven by the labour market! Education must be a combination of
science, market and technology.” (Lecturer UGM)
“The government intervention in higher education development is of course still very
important, as we cannot leave it to the market. Relying solely on market forces could
create more inequality and widen the gap between the rich and the poor. “ p ii
(Brodjonegoro 2003)
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Supported by the fear of losing the national identity, reluctance towards a fully labour market
oriented approach can be observed amongst almost the complete range of stakeholders.
Indifferent to the needs of the labour markets fearing to lose grip on the society, the Indonesian
education system is demanding the industries to invest in education, but provides little in
return. A good example could be found in the current internship programme. The prescribed
sequence of subjects and activities within the national curriculum is hampering the effectiveness
of the internship programme. The compulsory internships have a fixed schedule in the
curriculum mismatching with the demands of the agricultural sector. Being scheduled during the
agricultural “low-season”, and being limited to a maximum duration of two months, students
undertake little activities during the internship and organisations are not benefitting from the
“extra pair of hands” the interns can offer.

4.3 - INSTITUTE / UNIVERSITY
Dealing with both the demands from the labour market and the national education policies, the
Indonesian public universities are facing the challenge to translate the national directives and
the labour market incentives into effective and legal education programmes. Bringing together
policies and practices, the higher education institutes are supposed to provide both the strategic
and physical preconditions allowing the actual education to meet the societal demands. Without
a doubt it could be concluded that implementing the changing educational paradigm,
emphasising the workplace demands, within the contexts of policy prescribed practices is at
least challenging. The past decade of fragmented education reform and decentralisation
initiatives have resulted in different public universities, and even faculties, to adopt various
strategies to allow new education methods to be implemented.
As outlined in the first paragraph of this chapter, the education policy direction has gone
through various reform processes during the past years. Moving away from the central
government control, piloting forms of institutional autonomy and the introduction of
competence oriented curricula, change processes at Indonesian public universities have not
been of great similarity. The various conditions public universities are facing determine to a
large extend the strategies adopted to allow education reform to take place. Whereas the
institutes situated around the centre of the political power have been awarded with greater
levels of autonomy and enjoyed the benefits of their good reputation, preconditions for
institutional governance at the universities in the countries’ periphery proved to be less
enabling. The on-going change processes at the researched institutes provide a valuable insight
into the effect of the enabling or restricting preconditions on the capacity of the separate
faculties to successfully adapt their education.
Three Faculties; three different education reform strategies
The Universitas Gadja Madah (UGM) is the oldest and, often considered to be, leading, University
of the country (Susanto and Nizam 2009). Its nationally acknowledge reputation of high quality
draws the interest of students and employers, causing enrolment rates to be high. Employing
highly qualified staff, preferably holding a doctorate, is believed to be a precondition in
maintaining the universities high repute. Being one of the country’s leading universities, UGM
historically has been a trendsetter in the introduction of new education concepts. Often ahead on
the government regulations, new forms of education were introduced and piloted before they
became compulsory for all public education institutes.
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Specifically the Faculty of Medicine at UGM has been actively introducing contemporary forms of
education into the study programmes. Starting with the adoption of Problem Based Learning
(PBL) in 1987, UGM was amongst the first Indonesian education institutes to start incorporating
western education concepts in their curriculum. Receiving support from various donors and
building partnerships with, amongst others, the faculties of medicine from the Dutch universities
of Maastricht and Groningen, the faculty of medicine of UGM builds on more than twenty years
of experience in introducing new forms of practice oriented education. Starting to redesign the
various study programmes, moving away from subject oriented curricula towards a theme
oriented and subject overarching “block system”, in the beginning of the century the Faculty of
Medicine started to introduce Competence Based Education into their curricula. Deviating from
the nationally prescribe study programmes at public universities, the obtained status of
autonomy provided the Faculty of Medicine with the legal pre-conditions to redesign their
education programmes. As one of the informants indicated: “We have different content and
blocks than the other universities in the country.” (Manager UGM). Currently implementing a
fully competence based curriculum, the two year process towards the recent state of education
was not without its challenges. Initiated from within the department level, gaining support from
the faculty and university management became a first requirement. This, unintended, bottomup, approach, aiming to convince the faculty management to allocate resources to support the
change process proved to be tedious and not without opposition. Besides the sensitizing of the
management level, mobilizing the faculty lecturers catered for the necessary broad support base
to allow the reform process to take place. The faculty management succeeded in creating an
open atmosphere allowing room for equal discussion and participation. Incorporating the
lecturers into the change process by facilitating meetings and the provision of training, active
participation of all faculty staff was enhanced. A team of “early adopting” lecturers was formed
to disseminate the new education approach and to support their peers in the introduction of the
new, competence based, curriculum.
Although facing comparable legal conditions as the Faculty of Medicine, education reform at the
Faculty of Agriculture at UGM is following a different path. Representing the general tenor
amongst UGM’s faculty leaders, a majority of the managers of the Faculty of Agriculture strongly
believe that the theory and practice of CBE does not apply to all study programmes. The
practical nature of a profession in the medical sector is often seen as the only justification for
using CBE. The perceived less practical nature of, amongst others, the graduates’ workplaces in
the agricultural sector is causing reluctance amongst the faculty managers to adopt the
education methods which proved to be successful at the university’s faculty of medicine.
Whereas the majority of the informants are highly supportive towards the introduction of new
education approaches and favour the development of a competence based curriculum, the
lacking support from within the faculty’s management level is perceived as hampering the
opportunities for education reform. Convinced of the crucial importance of the management
support, according to the lecturers and students, successful change processes will only occur if
supported by the dean. The recent changes at the management level of the faculty caused the
initiated reform towards the introduction of CBE currently to be at a standstill. Illustrated by the
following statement of one of the lecturers: “Deans do not want to change, because they are
not teachers.” the lack of insight amongst the faculty management into the educational
processes paralyzes the proceeding of earlier initiated reforms.

50

Analysis of the University Education System

The preconditions at Universitas Nusa Cendana (UNDANA) show little resemblance to the
mostly enabling contexts in which UGM finds itself. Lacking institutional autonomy, education
reform processes are largely directed from national government level. Limited room for both the
financial and human resource management sort a negative effect on the introduction of new
education concepts. Enforced by national guidelines the Faculty of Agriculture at UNDANA
started the development of a Competence Based Curriculum. Directed by the compulsory
curriculum content, the faculty faced a reorganisation, merging the multiple old departments
into two new study programmes. The subjects and courses within the old study programmes
were diminished to cover the needs of the two new departments. The process ran into major
opposition of the faculty’s lecturers. Lacking the ability to teach multiple subjects and courses,
mainly due to over specialised knowledge, lecturers feared losing opportunities to teach their
subject. The multiple observations and interviews during the field work at UNDANA surfaced a
lack of understanding amongst lecturers and students about the on-going change processes at
the university. Although, on management level, new policies and reform strategies are widely
known, little information find its way to the lecturers and students. One of the lecturers phrased
it as following: “They build new buildings, design new methods, but most of the lecturers do
not know what is happening.” (Lecturer UNDANA). The current development of the
Competence Based Curriculum has not been an exception. Although often aware of the existence
of a new curriculum, a limited understanding of the concept of CBE and the lack of ownership is
causing few lecturers to actually change their daily practice.
Human Resources; towards changing educational practices at Indonesian
universities
As the above examples demonstrate, sufficient capacity, in the form of human resources, is a
prerequisite for successful introduction of new educational concepts within the universities.
Various challenges within the realm of human capacity, both on management and classroom
level, affect the scope of opportunities to introduce new forms of education. Whereas the
contextual preconditions at UGM and UNDANA are differing, and the initiated change process
demand various levels of staff input, the multiple interviews and observations surfaced
comparable issues at both universities. Being subject to the national bureaucratic systems of
civil servant employment, concerns as identified at the Macro level, are translated into the daily
practices at public universities. The heritage of the civil servant culture and central state control,
have left their marks on current education. Besides the structural undermining of the autonomy
of lecturers (Terrence, Arnove et al. 2001; Bjork 2005), modes of performance management and
limited financial remuneration are determining lecturers work strategies.
Preceding the national decentralisation process, university staff across the country was centrally
selected and placement was decided on by the central government, limiting the role of public
universities in selecting their staff (Oey-Gardiner 2000). The national defined task description of
university employees, which is still present in the current structure, forces the lecturers to
perform research, community services, and lecturing tasks. Although the granting of the status
autonomy of was initiated by the government with the aims to provide universities with less
restrictions in their financial and staff management, both at UGM and UNDANA national
influences on human resource management are very present. Qualification and assessment of
lecturer performance is largely based on their research activities. Job promotion can be obtained
through showing outstanding performance in the field of research. Educational activities are of
subordinate priority, causing reluctance amongst the lecturers to invest in upgrading their

51

Chapter 4

lecturing capacities. “The career of a doctor or professor should not only depend on their
research… educational activities should also be included in this.” (Lecturer UGM). Enhancing
the low incentives for lecturers to invest in educational activities, the lack of a thorough
evaluation system, does not allow the measuring of the lecturer performance quality. Solely
being evaluated on the lecturing quantity, or in other words, the amount of classes lecturers
conduct, at the university of UNDANA “Lecturers only come to campus when they have to
teach.” (Lecturer UNDANA) Protected by the civil servant status, guaranteeing employment for
life, lecturers cannot be fired by the university management.
Historically staff has not been well paid which inevitable had effect on the quality of the
universities education (Terrence, Arnove et al. 2001). Due to insufficient salaries a large
majority of the lecturers, both at UGM and UNDANA, maintain an array of income generating
activities alongside their obligations at the university. Ranging from providing private
consultancy services, teaching at private universities to breeding of cattle, these so-called
“moonlighting jobs” provide the majority of the lecturers with the necessary additional income.
Not being hampered by the lack of performance management, the moonlighting activities affect
the quality of education. Obligations outside the university cause lecturers to be unable or
unwilling to invest the necessary time in their education practices. “Some lecturers are too
busy with their other jobs.” (Lecturer UNDANA). Besides affecting current education practices,
the introduction of new concepts demands a larger time investment from the lecturers. “I feel I
need more time to prepare the courses I teach within the Competence Based Curriculum.”
(Lecturer UGM).
The issue of the availability of human resources does not remain limited to the quantitative
issues. The lacking quality of the lecturer performance has been frequently mentioned by
especially the informants from UNDANA. Although in general, academic qualification of staff is
low with around thirty percent of the total staff possessing a Master degree or higher (Welch
2007), little dissatisfaction with quality of staff at both researched faculties at UGM could be
observed. Whereas training of staff is being perceived as necessary to allow the introduction of
CBE to take place, in general, the capacity of the lecturers is supposed to exceed the minimum
level of quality performance. The situation at UNDANA reveals an opposing perspective. Both
the faculty managers and lecturers attribute the current experienced difficulties in the
introduction of the Competence Based Curriculum to the limited staff capacity. As also being
experienced on national scale (Power and Cohen 2005), lecturers and managers are lacking
knowledge and skills to formulate the core competences, develop new curricula and introduce
contemporary forms of pedagogy and didactics. Training of lecturers in new methods of
education, didactics and pedagogy is being proposed to become spearheaded in the education
reform program.
Training provided by the DGHE targeting the support of Higher Education Institutes in their
process of introducting CBE is limited. Due to restricted resources at the ministry, training of the
institutes is limited to two and a half days per year and is often limited to single workshops.
Failing to connect to the lecturers daily practices, courses are experienced as too remote and
enhance the feeling that implementation is almost impossible (Van der Werf, Creemers et al.
2000; Power and Cohen 2005).
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Facilities; restricting or enabling the educational activities?
The short introduction of this chapter provided a glimpse into the apparent large differences
between UGM and UNDANA. Whereas after a thorough study of both universities, many
similarities surfaced, at first sight the universities seemed to have little resemblance. A larger
difference between the physical appearances of the two universities cannot be imagined. The
inner and outer interior of UGM’s buildings seems to bear a fresh layer of paint. Neatly tiled
hallways provide access to well-furnished classrooms, often equipped with beamers and
whiteboards. At UNDANA, in contrary, the buildings look like they have not been maintained for
at least the past decade. Classrooms, furnished with out-dated chairs and dusty blackboards are
often found empty, agricultural machineries, intended for practice activities, are broken and
remains standing unused in the faculty’s halls, sanitation facilities look out-dated, and the
electricity is cut at least once a day. Considering the fact that both UGM and UNDANA are public
universities, they both have been subject to a chronic lack of government funding (Sumarsono
1999; Tadjudin 2000; Welch 2007). Opportunities to respond to the need for additional funding
have been spread unevenly, causing differences between UGM and UNDANA to arise.
Being the major source for generating additional income, the tuition fees, combined with student
enrolment rates are decisive in the university’s capacity to maintain and improve its facilities.
The good reputation of UGM is providing an excessive amount of applications for enrolment,
allowing the university to request tuition fees up to ten times higher than average. Additional to
this source of income, UGM has often received financial support from international development
projects. In general, a high level of satisfaction with the current education facilities can be found
amongst the informants from both the Faculty of Medicine and the Faculty of Agriculture.
Although complains about the high enrolment numbers, resulting in too large classes and the
lecturing facilities to become less sufficient, none of the informants indicated that impossibilities
for providing education did arise.
A different situation could be observed at Universitas Nusa Cendana. UNDANA is currently
facing a decline in student enrolment. Provided with a lower national accreditation score, the
majority of the students from the NTT region favour enrolment in a university on Java “The
remaining students come to UNDANA.” (Manager UNDANA). The strong decline in student
enrolment, “The students are no longer interested in agriculture anymore.” (Manager
UNDANA), force the university to keep its tuition fees low. Combined with limited legal
opportunities to raise additional income in the private sector, the university is facing insufficient
financial means to maintain its facilities.
“The microscopes on our lab are not working well. Currently only two of the twenty
microscopes are working. The microspores are not being repaired because the lack of
money.” (Student UNDANA)
“Students have to wait in line to use the microscope.” (Student UNDANA)
“For the practice activities we have three computers at our department, which should
be used by twenty students.” (Lecturer UNDANA)
“Many lecturers say to the students that they have to wait with the practical classes till
they are able to get the materials.” (Student UNDANA)
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“I use my own resources to organize practice. I give them what I can afford to do.”
(Lecturer UNDANA)
The above statements provide a realistic insight in the preconditions both lecturers and students
are facing during their daily practices. Large classes, ranging up to eighty students, often have to
be split due to the practice facilities only being able to accommodate 20 students. The
knowledge resources at the library and practice materials are often out-dated, funds to purchase
practice materials are not available. Bureaucracy is causing the use of practice facilities of other
faculties to be impossible. Besides the lack of practice opportunities, the supporting facilities at
the university are limiting the possibilities to conduct classes. Internet and electricity proved to
be unreliable, causing the use of new-media in classroom instruction to be difficult. Lecturers
often indicated that due to the unhealthy sanitation and the unreliable electricity system, they
prefer to work at home instead of staying at the faculty.
Towards a Micro perspective
As the wider perspective of the Macro and Meso elements within the context of Indonesian
Higher Education has been presented, the international, national and institutional preconditions
are unfolding. A large array of, possibly, enhancing and limiting factors have surfaced in the
chapters 3 and 4. Whereas the identified issues might allow assumptions of their effect on the
actual education practices to be made, only when carefully analysing the universities’ daily
activities the effect of the institutional preconditions can be measured. The following chapter
will subsequently zoom in on the classroom practices. Separately investigating the curriculum,
education methods, lecturer and student practices of all three cases, a comprehensive
understanding of the various relations between the Macro and Meso preconditions and the
Micro level practices will be provided.
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Faculty practices;
One country, three different worlds
The Micro perspective

The diverse, multi-facetted institutional environment, as described in chapter 4 causes immense
variations in the preconditions the public universities and their separate faculties have to cope
with. All facing different challenges and opportunities, the different faculties develop separate
strategies being able to develop, improve and align their education systems with the newly
emerging policies and societal demands. The translation of these new educational directions,
into the actual practice at university level is as diverse as one might expect. At micro level, the
three different faculties all display a wide variety of practices aiming to improve their education.
Moving towards the reconfiguration of education systems, the effect of change initiatives can be
observed in the micro level practices. Student behaviour, curriculum and course content,
practice opportunities, pedagogical and didactic practices all provide a valuable insight in the
opportunities and constraints experienced while introducing the concept of Competence Based
Education. In this chapter the practices at the micro level of the three faculties are outlined. The
diverse preconditions encountered at these faculties provided insight in a wide array of
strategies adopted to deliver the best possible education.

5.1 - UGM, FACULTY OF MEDICINE; ON THE FOREFRONT OF CBE
Hordes of students, the majority wearing white doctor’s coats, are making their way through the
faculty’s main hall. Already running late for my appointment, I enter the main building of the
Faculty of Medicine at UGM. Heading for the elevators, I am passing groups of students gathering
around laptops and exercise books, finishing their group assignments, or just checking new
messages on their “Facebook” web pages. Sharing the elevator with a few staff members I get out at
the top floor, housing the Medical Education department. Being invited to observe a practical
session for first year students I search for signs putting me in the direction of the skills lab. A double
door, covered with a poster expressing a dress code for students, only allowing them to enter
wearing their white coats, leads into a long white hall. Small windows in the doors at both sides of
the hall reveal little neat rooms with hospital beds and medical examination tools. I can’t suppress
the feeling of walking through a hospital. As I have never been a star at mastering the geography of
hospitals, even this training environment makes me fail to find the room of my appointment.
Ending up in the storage room, full of plastic limbs, metal instruments and electronic devices, the
housekeeper of the skills lab manages to kindly direct me to the room where the lesson is scheduled
to take place.
The lecturer warmly welcomes me in the small room. Eight students are seated in half a circle
facing two chairs. The lecturer, being the facilitator of the session, seats himself in between the
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students. Guided by the student’s workbook, he explains the purpose of the practicum class to the
students. It becomes clear that during this session the students will practice their interaction and
communication skills. Stipulated in the practice workbook, the students, guided by the lecturer,
discuss the learning objectives for this session. I am amazed by the interaction between the lecturer
and the students. Expecting the lecturer to stand in front of the class and dictate the learning
outcomes, the lecturer seems to submerge in the group. Only listening and contributing little bits to
the discussion, it is the students who decide how the topic is being discussed. A volunteer is
requested to start the skills lab session. Displaying a healthy reluctance to start, the students clearly
need some persuasion. Motivated and encouraged by the positive talk of the lecturer, one of the
male students volunteers, put on his white doctors coat and opens the door to call in the “patient”.
An old woman appears, walking a bit limp, showing a painful face when putting both her hands on
her stomach. The student invites her to take place in one of the empty chairs and starts the
conversation. Closely observed by his fellow-students, the democratically appointed “doctor”
follows his checklist to come to a judgement of the patient’s illness. The actress plays her role
convincing and clearly isn’t planning to become the easiest patient. Evaluating the practice, all
students agree that their classmate performed pretty well, although a bit more attention the
women’s “monthly issues” would have been appropriate. A new student calls for the second patient.
The same woman enters the room, shouting with a low voice that she has a painful arm. ”I tumbled
of the ladder when my wife told me to repair the roof… “
Curriculum / content
Operating at the forefront of educational innovation and introduction of new learning methods,
the public university’s faculties of medicine have been pushing the development of public higher
education for the past decades. Often ahead on the national policies, it doesn’t come as a surprise
that the formal introduction of new educational concepts, including the introduction of
Competence Based Education, has been started at these faculties. Whereas piloting of new
methods has been a continuous process at the Faculty of Medicine of UGM, and forms of
Competence Based Education have been introduced during the past decade, government
regulations caused the Competence Based Curriculum to be formally introduced in 2005. The
government induced change of education method sorted little effect on the existing faculty’s
education programmes. Whereas forms of CBE were already present, and a theme oriented
clustering of subjects had already been introduced, altering the curriculum towards the
nationally predefined Standard Competences proved to be without major challenges. A yearly
evaluation of the curriculum and course content was planned to allow improvement of the
learning programme, but has not yet been implemented.
During the past decades of education reform, the Faculty of Education has been, often supported
by international development projects, introducing new forms of education. The orientation
towards students’ integrated competence development led to the introduction of a “block”
system. Differing from the previously, subject oriented approach, the block system re-arranged
the subjects within thematic areas, catering for integration of the, former separate, subjects.
Guided by the National Standard Competences, including results from a tracer study conducted
in 2003: “We asked the labour market to discuss what is the most suitable content for the
students.” (Manger UGM), the current curriculum has been developed. On faculty level, the
Standard Competences are translated into learning objectives. A block coordinator is assigned to
coordinate the development and implementation of the actual curriculum. Lecturer
representatives from the specialised departments compile the input from the various

56

Faculty practices; One country, three different worlds

departments into one thematic block programme, providing the opportunity to address
predefined competences without maintaining the old subject oriented course and leaving ample
room for individual lecturers to translate the learning objectives into actual courses.
While in the past theory consumed the major part of the curricula, in accordance with the
faculty’s changing education methods, already in late eighties, due to the introduction of
Problem Based Learning, a strong approach towards incorporation of practice activities in the
faculty’s curriculum could be observed. Statements from within all levels of the faculty indicate
that practice remains to dominate the agenda. “In our field it is impossible to only have theory,
students need to experience how things works in the practice. You can explain it in the class,
but they have to experience it for themselves.” (Lecturer UGM) “Medical knowledge is easy to
learn, but the difficulty is to face the real conditions and to put the knowledge into practice.”
(Student UGM). “Medical knowledge without the skills is useless.” (Student UGM). Although
the development of skills over the past two decades has been a major component in the
curriculum, the development of professional behaviour and attitudes has come under attention
only recently. Not being addressed in the formal curriculum, opportunities for the development
of these students’ “soft skills” is being sought for through incorporation in current subjects and
to utilize outer-curricular activities.
Implementing the Competence Based Curriculum at the Faculty of Medicine over the past years
has not been without its challenges. Students, managers and lecturers experienced difficulties in
changing the old, subject oriented, education system into a subject overarching study
programme, based on partly predefined competences organised in study “blocks”. One of the
major challenges, being addressed by the informants, is the uneven representation of all the
competences in the actual education programme. Whereas the seven Standard Competences
cater for a holistic approach on student development, including the development of student’s
attitude and interpersonal skills, only two of the Standard Competences dominate the content of
the education programmes. Emphasising the development of knowledge and practical skills,
little attention is given to the personal development of the students. The translation of the
former subject oriented curriculum into the department overarching “block” approach ran into
fierce opposition. Conflicting perspectives on combining different department’s subjects into
integrated programmes and lecturers fearing to lose their subject of teaching had to be
addressed. Introducing the new curriculum, as a hybrid, alongside the old subject based
curriculum caused confusion amongst both staff and students. The lecturers tried to maintain
the full content of the subjects dealt with in the old curriculum. This caused the students to
experience the new curriculum as to full and to broad.
Method of instruction
Alongside the changing curriculum the education practices at the Faculty of Medicine have
evolved over the past two decades. The shift towards a holistic approach on student’s
professional development has led towards the incorporation of various new instruction methods
and has steadily reshaped the faculty’s perspective on learning. Emphasising the importance to
deliver skilled students, able to incorporate theoretical knowledge into their practices, a
continuous connection between theory and practice is sought for. Whereas knowledge
development occurs through lectures, tutorials and an e-learning environment, the development
of skills is planned to be directly related to the theory and is implemented through Skills Lab
activities, tutorials on professional behaviour and the internship programme (clinical rotation).
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Providing the required theoretical background, the block system allows the thematic
organisation of theory to be closely aligned with the practice activities in the Skills Lab.
Developed with the objective to allow students to practice clinical skills in a safe environment,
the Skills Lab exists of multiple small rooms realistically representing different hospital
departments. Guided by a Clinical Instructor, a group of ten students is trained and coached in
acquiring clinical skills. Sequenced in small steps, skills are acquired through practice on
mannequins, peers, and actors. Being highly appreciated by both lecturers and students, the
Skills Lab sessions are perceived to contribute to the professional development of the students.
“When you are really doing something you will learn more than just by hearing it.” (Student
UGM). “Real skills cannot be learned in the class… these skills can only be learned in real
situations.” (Student UGM). In addition to the development of practical skills during the skills
lab sessions, the study programme includes an internship trajectory. During the one and a half
year Clinical Rotation, senior students are supposed to obtain working experience at different
departments of a hospital.
In addition to the practical classes, serving the objective to allow students to connect the theory
to practice activities and to critically reflect on the theoretical issues, twice a week tutorial
sessions are organised. Guided by the learning objectives, as outlined in the “block-workbook” a
lecturer coaches a group of ten students in their learning process. Facilitating critical reflections
on theory and practice activities students are challenged to take responsibility for their own
learning process. “We are stimulated to think broadly through tutorials and scenario
assignments.” (Student UGM). Besides linking the theory to practice, group work, presentations,
and discussions are incorporated into the tutorials to serve the objective of developing the
student’s interpersonal skills.
Adapting the assessment of students to the strong practice oriented education programmes has
come under attention recently. Whereas current student assessment is implemented through
multiple choice examinations at the end of each block, a general skills assessment takes place at
the end of the year. The Objective Standard Clinical Examination (OSCE) assesses both clinical
and communication skills through measuring the student’s individual level of performance.
Although, in general, the education methods at the Faculty of Medicine are highly appreciated by
lecturers and students, various complaints were voiced concerning the current state of practice
at the faculty. Whereas the tutorial sessions harness opportunities for contextualisation of
theory and practice, students indicate that the effectiveness heavily relies on the quality of the
tutor. Often failing to allow student participation, rigidly addressing the learning objectives in
the workbook, and developing assignments based on reproduction of knowledge, opportunities
for students to critically engage in their learning trajectory remain limited. The internship
programme proves to be insufficient in building student’s skills. Limited placement
opportunities cause multiple students to share a single internship position. Due to the high
number of students at the hospitals, limited opportunities for actual practice are present. “We
just sit or stand to see the doctors do something with the patients, this does not help us to
become a good doctor.” (Student UGM). “In the hospitals there are sometimes more
students than patients… how are we able to practice than? (Student UGM). Lacking capacity
of hospital staff to supervise and train students cause the clinical rotation not to lead to the
expected results. Besides the limitations within the tutorials and internship programme current
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assessment methods do not fully match with the new teaching approach. Multiple choice exams
do not allow students to show an integrated understanding of theory and practice and the skills
examination at the end of the study year does not allow lecturers to closely monitor the
student’s progress.
Teaching / Teacher
Responsible for the translation of the curriculum into the actual classroom practices, the
faculty’s changes towards Competence Based Education, including changes in educational
practices and organisation of the course content into the “block” system, caused the need for
adapted lecturer practices to arise. The shift towards a student centred approach and the
introduction of tutorials and Skills-Lab sessions significantly changed the role of the lecturers
changed. Moving away from “being the source of knowledge” towards coaching and training
students in how to define and obtain their personal learning objectives, “The lecturer nowadays
is a partner in learning.” (Lecturer UGM), the ability to create conducive learning conditions
became paramount. These new, redefined, lecturer roles within the Faculty of Medicine can be
divided into three main tasks: i). the role of lecturer, transition of knowledge from the expert to
the student; ii). the role of clinical instructor, expert education in clinical skills, and iii). the role
of tutor, guiding and coaching the student’s trajectory in obtaining the learning objectives. Due
to the relatively large amount of lecturer input in the translation of the predefined learning
objectives into the actual classroom practices, both lecturer capacity and willingness to change
are preconditions for successful implementation of the curriculum.
Changing the education practices towards a Competence Based approach proved not to be
without its challenges. The strong theory oriented teaching approach, as being conducted in the
past, at first caused reluctance amongst the lecturers to move towards a more practice oriented
study programme. Hampered by the heritage of a strong “theory bias” the reduction of theory
classes together with an increased student input in the learning process made senior lecturers to
question the quality of the new study programmes. “We know so much, but why are we only
allowed to teach just so little to the students?” (Lecturer UGM). Lecturers, in general, were not
prepared for their new roles as clinical instructor and tutor. Often not being trained in any form
of education, especially the introduction of tutorials caused confusion amongst the lecturers. Not
fully understanding the objective of the tutorials, the majority of the staff treated the classes as
being a mini-lecture or wrongly interpreted the need for student participation by not providing
any input at all. A comprehensive training programme for all lecturers was initiated, aiming to
prepare the faculty staff for their new roles in education.
Although the change process accelerated the development of quality teaching, according to the
student informants, the teaching capacity of some lecturers remains questionable. “If you are a
good doctor, it does not mean that you are a good lecturer.” (Student UGM). Reluctance
amongst lecturers to invest extra time in their education activities remains to hamper active
student participation. Both theory and practice classes are often conducted without proper
preparation and are lacking relevance and practical applicability. “Many lecturers are boring
teachers. They talk too much and do not spend a lot of time in preparing their lectures.”
(Student UGM).
Besides the student’s complaints a very positive development could be observed within the
faculty. The introduction of new education methods has been accompanied by an active change
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programme on the interaction between lecturers and students. Strongly supporting the need to
develop a safe and conducive learning environment, reciprocal interaction between students
and lecturers was seen as a precondition. “The role of the lecturer is to overview and motivate
the students.” (Manager UGM). From the perspective that a good relation between lecturer and
students will result in a safe and more effective learning climate, enhancing student’s confidence
to take initiative in their personal learning, lecturers were trained in interaction with students.
“We learn how to approach the students and how to discuss problems with them.” (Lecturer
UGM). Effectively crossing the boundaries of the ancient paternalistic culture, both personal
observations and student statements show prove of an increasing equal relation between
lecturers and students.
Learning / Student
The student’s role in the learning process at the Faculty of Medicine has changed over the past
years. The development and introduction of new lecturing styles caused the need for selfreflective and pro-active student participation to arise. Whereas in the past, the lecturer
oriented education types and the culturally defined respect for seniority defined unequal
interaction between students and lecturers, the introduction of Student Centred Learning is
providing the incentives for increased student participation. “In the past there was a big gap
between the teachers and students. Students felt afraid to go to the teacher and ask a
question.” (Manager UGM) “Students would stop talking or joking when a lecturer walked
by.” (Lecturer UGM). Enhanced by changes within the society, over the past years students have
become more critical towards the content of the study programmes and are more outspoken
towards the lecturers.
Steadily increasing the student’s responsibility for their own learning process the three newly
identified lecturing roles determine the level of student involvement within the various work
forms. As students are still supposed to have a passive role in the theory lecturers, a more active
role is deemed necessary for the Skills-Lab sessions. Guided by the block-workbook, outlining
the period’s learning objectives, the tutorial sessions demand a large level of student
responsibility as they individually have to stipulate their personal learning trajectory. Students
are supposed to develop their own learning objectives and set their personal learning plans. “We
change the student’s attitude from an ignorant attitude towards an active participating
attitude in their own learning process.” (Lecturer UGM).
Although, in general, the increased student involvement at the faculty is appreciated by both
lecturers and students, some major challenges could be identified as well. Insincere student
motivation and a strong diploma oriented attitude affect the willingness of parts of the student
population to actively participate in their learning trajectory. Caused by the high status of the
study programme student enrolment is largely directed by parental and social pressure. Aiming
for the best possible option, not as much the student’s intrinsic motivation to become a
professional in medicine, but the promises of a prosperous future draws students into the
faculty’s study programmes. Besides a lacking student motivation, the majority of the newly
enrolled students have limited capacity to self-direct their learning process. According to the
student informants, discrepancies between the current education methods in higher secondary
and university education cause student not to be prepared to the high levels of selfresponsibility and participation as encountered in the Faculty of Medicine. Lecturer centred
education methods and strong authoritarian attitudes amongst teachers at the public secondary
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schools cause reluctance amongst the new students to participate. Acknowledging the challenges
students encounter while adapting to these new forms of education, the Faculty of Medicine has
developed an introduction course to guide the students in self-directed learning. Targeting the
development of a pro-active attitude, students are trained in communication skills and personal
learning strategies.

5.2 - UGM, FACULTY OF AGRICULTURE; IN BETWEEN THE OLD AND NEW
The campus of the Faculty of Agriculture shows an unusual liveliness for this day of the week. It’s
Saturday morning, officially not a compulsory class-day at UGM, but today the faculty’s central
square is stuffed with parked motorbikes. After squeezing my bike into the tiny space left, I make
my way to the main building. Welcomed by the senior student assistants, whom I met the day
before during one of my observations of a practicum class, I am talked through the programme of
the day. Invited to join one of the faculty’s two yearly field visits, I’m eager to experience a field
practice exercise.
The last to arrive is the lecturer. Student Assistants start summoning the hordes of first year
student into the right busses. Divided into multiple groups, each consisting of around thirty
students, the busses set off on their way to the rural area surrounding Yogyakarta. All with various
destinations, the student groups are going to visit two agriculture related companies. We quickly
hop into the lectures little jeep and one of the student assistants is asked to join and guide us into
the right direction. Dazzled by the ever-impressing landscapes we slowly make our way into the
hilly country side, covered by a patchwork of paddy fields. Guided by the student’s directions we
enter a small village and park the car at the narrow main road, behind the school bus, which
obviously has arrived quite a bit earlier. A short walk through the villages brings us to a small
building, housing an agricultural Community Based Organisation. The immense amount of fancy
shoes in front of the door gives away the presence of the students. We silently enter the cramped
room and seat ourselves on the floor, in between the students. All silently facing the front of the
room some students eagerly write notes. A middle aged man, talking through a crackling, worn
sound mixer system, roles out a thirty minute presentation. Although my lacking skills in Bahasa
Indonesia are making it hard to follow the presentation, I am obviously not the only one who’s
struggling to keep his attention at the presentation. By the time the audience is invited to ask
questions, only a couple of students seemed being able to maintain their focus. As the sound of
whispering voices swells, the few questions posted are answered and the meeting is quickly closed.
While the students putting on their shoes and making their way into the bus, the lecturer and I are
invited for a short tour through the village. Being shown the buildings and field where the
organisation implements their activities, we see the school bus passing by on their way to their
second visit.
A little late, due to our extensive tour through the previous village, together with the lecturer, I
arrive at the site of the second field visit. I can’t suppress the feeling of getting a déjà vu. Rows of
shoes and a group of students silently listening to a middle aged man talking through a
microphone…
Curriculum / content
Guided by the National Forum of Deans, the curriculum of UGM’s Faculty of Agriculture is largely
shaped along the lines prescribed by the representatives of the Indonesian public Faculties of
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Agriculture. Determining sixty percent of the faculty’s curriculum, a strong national direction is
present. With the objective to translate the national directives into tangible learning
programmes, incorporating the results of a meeting with a limited amount of labour market
representatives, a Curriculum Development Team has been established. Chaired by the Vice
Dean of Academic Affairs, a team of junior and senior lecture representatives and all Head of
Departments is assigned the task to develop the actual content of the curriculum. A draft version
is presented to all faculty lectures, allowing them to provide feedback, before being submitted to
the faculty senate for final endorsement. Only providing the outline of learning objectives, the
majority of the lecturers perceive the curriculum as providing sufficient room for personal input
in the actual learning programme.
New national directives are currently forcing all public Faculties of Agriculture to restructure
their education programmes towards the development of two single departments. Within the
old system faculties were free to individually determine the amount and subject of their various
departments and study programmes. Aiming to provide broader educated graduates, and
increase employment opportunities, two new programmes are developed combining the
previous departments. The introduction of this new system, alike the introduction of the “block
system” in the Faculty of Medicine, is not without its opposition. The Faculty of Agriculture is
found entangled in an internal discussion on broadening the scope of the study programmes.
Triggered by the fact that a large group of the faculty’s graduates search for employment outside
the agricultural sector, the strong theoretical, in depth focus of the old study programme is being
perceived to be lacking relevance. “In history many departments focussed especially on indepth theoretical knowledge. This has to change. When we produce graduates, they have to
know all the aspects to have a better chance in the labour market.” (Manager UGM). “We try
to educate them as broad as possible.” (Lecturer UGM). A very sharp division in attitude
amongst the faculty lecturers towards the integration of various departments into two study
programmes can be observed. Mainly the younger lecturers see opportunities arise, “I dream
about having the curriculum organised into the block system, because than students will
study the subjects in a real applied manner, they will be able to make connection between
many problems and find solution in different subjects.” (Junior Lecturer UGM). Senior
lecturers fear losing opportunities for students to develop a strong theoretical background.
“With the block system the skills of the students are good, but they are lacking the ability to
think.” (Senior Lecturer UGM)
The discussion on revising the curricula at the Faculty of Agriculture does not remain limited to
the scope of the number of study programmes. Amongst the majority of the students, and a large
group of lecturers, a strong preference for emphasising skills development in the study
programmes can be found. Becoming increasingly valued by the labour market, and providing
the contextualisation of the theory classes, practice activities should receive greater attention.
“Students must experience and understand the real problems. When students stay in the
field, they learn more, also from farmers.” (Lecturer UGM). “We learn to apply the theory in
the practice classes, this helps us to improve our skills.” (Student UGM). Although the issue of
incorporating skills into the curriculum has been put on the faculty’s agenda and skills
development is highly valued by the majority of the student informants, amongst the managers
and senior lecturers, in general, a more moderate approach can be observed. “We are a
university and not a polytechnic.” (Manager UGM). This statement clearly summarizes the
faculty’s perspective. Theoretical knowledge has historically been, and still is, dominating the
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study programmes. Practice activities are slowly being incorporated, serving the objective to
address the need for practical skills and attitudes, but remain subordinate to the development of
knowledge.
Besides the generally acknowledged practical skills, slowly the notion of “soft skills”, including
students working attitude, communication and interpersonal skills, is making its way into the
faculty. Whereas in the Faculty of Medicine students, lecturers and managers acknowledge the
importance of soft skills, and activities to address these within the formal curriculum are being
deployed, at the Faculty of Agriculture mainly the students brought it under attention. The
multitude of working conditions and the vast technical developments in the field of agriculture
demands graduates to be able to cope with a changing work environment. “Most important is
that the students have the right attitude to work.” (Lecturer UGM). “You need to be able to
blend in with your environment and you must be able to learn quickly.” (Student UGM). The
lacking opportunities for students to develop these skills within the formal curriculum cause
students to search for alternative opportunities. An active membership of one of the multiple
student organisations proved to be of crucial importance. “I learned this by doing, and not
through the university.” (Student UGM)
Method of instruction
Although the conflicting perspectives on emphasising practice or theory are present, following
the demands of the labour market for skilled graduates, practice activities at the Faculty of
Agriculture are quickly gaining importance within the curriculum. Both serving the objective to
increase student participation, “We can use practice to make education more interesting”
(Lecturer UGM), and to allow the development of student skills to take place, various practice
activities are incorporated into the curriculum. Formally comprising between thirty and forty
percent of the curriculum, the majority of the practice activities are organised in the faculty’s
laboratory and comprise the development of laboratory skills. Although practice should be
related to the subject theory, the clear distinction between practical and theoretical sessions, as
made in the faculty’s time table, largely separates both activities. Besides the practice organised
at the university facilities, twice a year a department overarching field visit is organised. In large
groups students visit two companies deploying activities in the field of agriculture.
The compulsory internship is scheduled at the end of the study programme and comprises of
two separate activities. During a two month programme, initiated by the faculty, students are
placed in a, mainly public, company to gain practical skills and work experiences. The second
internship programme, the Kuliah Kerja Nyata (KKN, Community Service Internship
Programme), is a compulsory national programme for all students. With the objective to provide
community services, a group of students from various faculties is commissioned to work on a
project in a rural community for a period of two months.
Although practice activities are clearly being incorporated into the study programmes and skills
development has gained in importance, they do not always lead to a satisfactory outcome.
Lacking relevance to the theory death with, and limited opportunities for actual performance are
causing low satisfaction amongst, especially, the students. Due to the large groups in which the
field visits are organised the visits show more resemblance to a lecture than to actual practice.
The internship programme faces comparable challenges. Lack of internship places and capacity
to supervise and coach interns often limit the opportunities for practice to observation or simple
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administrative activities. Whereas the lacking practical component in the study programmes is
largly acknowledged by the majority of the informants, fear of losing time to teach the
theoretical subjects prohibits additional time to be allocated to practice. “If you have to take
more credits for the internship, you have to take them from somewhere else.” (Manger UGM).
Incidentally the faculty offers outer-curricular practice activities allowing students to obtain
additional work experiences.
In accordance to the changing curricula and government policies new methods of pedagogy and
didactics are being introduced through the form of Student Centred Learning (SCL). With the
objective to replace the former lecturer oriented education, increased student participation and
self-directed learning should be utilized to reshape the education. “We want to focus on what
students want and need, so we can advise them in making the right choices.” (Lecturer UGM).
Confirmed by the majority of the student informants, evidence of changing educational practices
can be found within the faculty. Largely dependent on the willingness of individual lecturers a
variety of “old” and “new” practices can be found. Group work, presentations and realistic, case
oriented, assignments are introduced to familiarize students with the reality of work conditions
and to allow students to develop their communication and management skills. Opportunities to
enhance student participation and to create a connection between theory and practice are
sought for. “Students have to learn by their eyes, ears and heart.” (Lecturer UGM)
Currently failing to incorporate the new education methods, assessment of the students largely
remains to be based on testing the theoretical knowledge of the students. Providing at least
seventy percent of final mark, the theoretical exam is often reproduction based and fails to
address the student’s creative engagement with the topic. “Many lecturers make the exam
exactly as in the book.” (Student UGM) Being of subordinate importance, assessment of the
practical skills of students is often limited to a written practicum or internship report. Aware of
the limitations of the current assessment methods, “Written exams can be misleading. It
assesses the ability of students to express and not always the knowledge or skills of the
students.”(Manager UGM), opportunities for introducing new forms of assessment are being
sought for, but are not implemented yet. “We should be putting more value on the innovative
capabilities and creativity of students.” (Manager UGM).
Changes in educational practices at the Faculty of Agriculture are clearly finding their ways into
the classroom. Although not always supported by the full range of staff members, especially the
junior lecturers manage to kick-off the introduction of new education methods. Provided with
the necessary institutional support, and the appreciation of the majority of the students the
education is slowly moving into new directions.
Teaching / Teacher
The changing of education methods requires a shift in lecturer practices. As new education
structures and methods have only recently been introduced into the Faculty of Agriculture, little
time for disseminating and embedding the new practices into the faculty’s education has been
present. Although signs of new practices are sprouting, a strong duality in lecture practices can
be observed. Indicated by the majority of the students, lecturers and management informants,
junior lecturer seems to be more involved in the adoption of new pedagogical and didactical
practices. Especially amongst the senior lecturers, resistance towards changing their classroom

64

Faculty practices; One country, three different worlds

practices can be observed. A representative example could be found in the following statement
of a senior lecturer:
“I am a teacher for over 30 years. I have to admit that it is difficult to change for me. I
often consult younger colleagues about how I could change. Many teachers who have
been teaching for a long time have becom rusty n their concepts. Their teaching is still
very lecturer oriented.” (Lecturer UGM)
These highly divergent levels of adoption enhance the different practices at the faculty. In other
words, it is difficult to come to a single description of general lecture practices at the Faculty of
Agriculture.
Triggered by the introduction of Student Centred Learning the need for a more open, students
guided learning process arose. Although acknowledged by all lecturers, “The teacher is no
longer the only source of information.” (Senior Lecturer UGM), the highest level of
appreciation could be found amongst the younger lecturers. Introducing new work forms and
increasing the responsibility and involvement of the students in the education process, changes
in the interaction between students and lecturers can be observed. “Teachers do not know
everything… we can only give direction to the students.” (Junior Lecturer UGM). “We believe
that a good relation between the lecturers and students wil help the students perform
better.” (Lecturer UGM). Fearing to loose authority, reluctance to allow more student input in
the design and implementation of the education programme is found amongst the senior
university members. “If the lecturer says things the students don’t like, they just have to take
it.” (Senior Lecturer UGM) Specialist knowledge is deemed necessary to maintain quality
education and students are not able to determine their own learning trajectory. “Students and
lecturers are not equal, but more equal.” (Manager UGM).
Evidence of changing lecturer practices is present but does not lead towards a significant
increase of student’s appreciation. Not satisfied with the current quality of the majority of the
classes and the lacking opportunities to interact on an equal level with lecturers, a large majority
of the student informants voiced serious concerns. Due to the majority of lecturers lacking the
skills, or incentive, to invest time in the development of their education programmes, lessons are
often ill prepared and education materials are not kept up-to-date. Lecturers are hardly being
trained in teaching and do not know how to organise their education in such a fashion that it
challenges the students to participate. Classes are being perceived as “boring” and do not trigger
active student participation. Acknowledged by the lecturer informants, insufficient lecturing
skills and opportunities for time investment depreciates the quality of both theory and practice
classes. Often forced by the limited resources, lecturers appoint “student assistants” to conduct
the practical sessions.
Besides the identified constraints, the Faculty of Agriculture harnesses a large potential for
upgrading the education quality. A young cadre of motivated lecturers has started the
introduction of new interactive education methods. Organizing group activities, applied practice
and enhancing student participation, series of classroom observations prove that the faculty has
pointed its policy into the right direction.
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Learning / Student
Students’ roles in the education programmes of the faculty are planned to be changing. The
current, nationally directed, introduction of Student Centred Learning (SCL) is supposed to cater
for increased student participation and aims to enhance the students’ responsibility in the
learning process. As the previous paragraph already outlined, uniformity on the introduction of
SCL within the faculty’s practices is far from present. Although the concept is widely known
amongst lecturers and students, “Student Centred Learning is the new topic in our
University.” (Manager UGM), it often fails to be translated into the actual classroom practices.
On management and lecturer level the student roles are actually perceived to be changing, “The
student is no longer the object but the subject of learning.” (Lecturer UGM). The introduction
of group work, increased room for student creativity in the assignments and the student
involvement within the selection of the subject’s literature are perceived to enhance student
participation. “We try to make students more active by organising discussion and to give
them a paper to write as a group assignment.” (Manager UGM). Amongst the majority of the
student informants a contesting perspective can be observed. Although students highly
appreciate increased opportunities for participation, “Discussion is more effective because the
students will search for knowledge ourselves.” (Student UGM), opportunities for increased
student involvement and changing students’ roles are hampered by the lecturers’ education
methods. Little room for student initiative is present and the majority of the classes remain to
have a strong lecturer centred orientation.
Student motivation has been identified by the managers and lecturer as being the major hurdle
towards introduction of student centred education programmes. The majority of the students is
not interested in the subject of agriculture but enrolled the faculty as a last resort in obtaining a
university diploma. Admittance criteria at the Faculties of Agriculture are the lowest of all study
programmes. Students who fail to obtain scores needed to enrol in other faculties are often left
no other opportunities than to apply for the Faculty of Agriculture. Insincere motivation causes
students to be reluctant to invest time in their learning trajectory. The majority of the students
prefers a strong pre-defined and lecturer guided learning trajectory and, due to the theory
oriented diploma, is not willing to invest time in practice activities. “The attitude of the
students is not ready for Students Centred Learning yet.” (Lecturer UGM). Besides the
intrinsic student motivation, the strong lecturer oriented secondary education does not prepare
students for active participation.
Besides the general challenges of lacking lecturer initiatives and insufficient student motivation,
examples of good practices are present within the faculty. Various observations of classes and
informal interaction between students and lecturers prove that increased student participation
can be implemented successfully. Allowing senior students, closely supervised by the lecturer, to
develop and implement practice classes for their junior peers increased the student satisfaction
and opportunity to develop additional skills. Highly appreciated by both the senior and junior
students through fostering a positive and challenging atmosphere students are triggered to
actively participate.

66

Faculty practices; One country, three different worlds

5.3 - UNDANA, FACULTY OF AGRICULTURE; NEW CONCEPTS AND OLD FACILITIES
Quarter past ten in the morning, the sun is starting to reach its highest point and the heat forces me
to search for some shade inside the little, central building of UNDANA’s Faculty of Agriculture.
Sharp on time for my appointment, I gently refuse the chair offered to me by the housekeeper,
expecting my appointment to turn up any moment since his class is scheduled at half past ten. Used
to the Indonesian pace of living I prepare myself for a “ten minutes wait”. Twenty minutes later I
can’t suppress my Dutch nature and start dialling the number in my agenda. A hasty voice answers
the line: “Ahh.. Pak William, yes, I am so sorry, I will be there in ten minutes.” Indeed, ten minutes
later, my appointment arrives. Chatting about the practicum class he has prepared for his group of
students, I follow him into the university staff offices, situated at the first floor above the
classrooms, to pick up some of his papers. Entering a large room with at least eight desks, I am
surprised by the fact that all the desks and shelves are completely empty, a sight which proves not
to be an exception. As we continue our way through the hallway into the direction of the classroom
we pass a couple of lecturer work spaces, all empty and not showing signs of work going on. The
lecturer explains that most of the university staff prefers to work at home. The daily power-cuts are
turning the air-conditioning machines into decoration, failing to keep the unbearable heat outside.
We continue our way to the class room. The open staircase reveals the sound of a large group of
students. Hanging around in the open space in front of the classroom more than forty students
show severe sings of boredom. Little else could be expected, realizing that the class should have
started at least half an hour ago. Urged by the lecturer, the large group starts to flow into the
classroom and spreads out over the rows of old and worn college chairs. Students group around a
single text book, pens and papers are spread out on the little side-tables. Being invited by the
lecturer to observe one of his practical classes, I am eager for the class to begin. I position myself in
one of the free chairs at the back of the class and, after the ever returning introduction of “our
guest from Belanda” the practicum class can finally begin. During one of my earlier conversations
with the lecturer we got entangled in a lively discussion about the need of student participation,
development of practical skills and new methods of teaching. Impressed by the lecturers motivation
and his visionary approach on how, ideally, education should be practiced, I am curious to see how
it’s all possible within the minimal conditions of this classroom. As the lecturer explained to me, all
the students had to write a homework assignment in preparation of the practical session. During
the class, students will present their assignment, which eventually will lead into a classroom
discussion. After unpacking his bag, the lecturer gets seated behind the desk in front of the class
and, for a couple of minutes, goes through the big pile of student’s assignments which had been
handed in during the preceding days. The students patience is being severely tested, the sound of
laughter, chatting and moving chairs increases steadily. Eventually the lecturer seems to have
found what he was looking for. He draws a sheet of paper form the pile, raises and steps in front of
the class. Slowly the silence returns. The owner of the assignment in the lecturer’s hands is
summoned to come in front of the class and to present her paper. A young female student hesitantly
rises and slowly makes her way in front of the class. Handed over her assignment paper, she starts
reading her written text aloud. Not looking up from her paper a single time, the noise from the class
starts to pick up. The lecturer has moved back behind his office and continues his search through
the big pile of paper. With a face showing signs of relief, the student eagerly moves back to her
chair as soon as she finished reading. The lecturer pulls another assignment out of the pile and the
process is repeated.
Revealing a sight into the daily practices at the Faculty of Agriculture at UNDANA the example of
this practicum class provides a glimpse into the challenges both students and lecturers
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experience. Whereas the observed communication and presentation practicum shows little
resemblance with the interactive teaching methods being preached in the national policy
documents, by no means, the observed lecture practice should be discarded. Facing a realm of
challenges going beyond the imagination of western education practitioners, the university
preconditions cause severe constraints on viable methods of education. Before judging any
lecturer behaviour, insight in the faculty preconditions is essential.
Curriculum / content
Governmental guidelines forced the Faculty of Agriculture of UNDANA to move its curriculum
towards a Competence Based approach. Urged by a proposed law on the introduction of
autonomy amongst all public universities, in 2009 UNDANA started the development of a
Competence Based Curriculum (CBC). Moving away from the preceding subject based
curriculum, the Ministry of National Education (MONE) prescribed the incorporation of three
types of competences. i.) The Main Competences, these, by the Forum of Deans, nationally
predefined compulsory competences consume sixty percent of the curriculum. ii.) Support
Competences, consume thirty percent of the curriculum and provide room for additional
localized competences related to the subjects of the study programme. iii.) Based on the national
philosophy of Panca Sila the General Competences include the nationally predefined
development of students’ attitude. The new structure of the Competence Based Curriculum is
generally appreciated by the faculty’s lecturers and managers. Perceived as providing
opportunities for local contextualisation the actual involvement of local labour markets is
questionable. The development of the “support competences” is largely based on national
secondary data on labour market trends. Due to both limited presence of a labour market and
time constraints during the development of the new curriculum, limited involvement of the local
labour market is present. “We do not know what the labour market needs.” (Manager
UNDANA) “The role of the labour market in developing the curriculum is not significant.
They are always invited but almost never attend meetings.” (Manager UNDANA). “We are not
giving the labour market the space to be involved.” (Lecturer UNDANA). The compulsory
incorporation of the subjects related the national philosophy of Panca Sila is perceived by the
lecturers as crucial in the development of a good student attitude. Guiding the students to
maintain their cultural heritage and the dissemination of the Indonesian culture and social
values is perceived to be of major importance in preparing students for their professional life.
Acknowledging the necessity of skills development, “The knowledge of the students is good,
but students need practical experiences. If students apply for a job in the public sector,
knowledge will be enough, but not for the private sector.” (Manager UNDANA), incorporating
practice activities in the education programme has come under attention. “When a student has
skills he will survive working in any company in the agricultural sector.” (Lecturer
UNDANA). Comparable to the situation within the Faculty of Agriculture at UGM, divergent
perspectives on the balance between practice and theory are present at UNDANA. Displaying a
strong emphasis on the development of knowledge, practice remains of subordinate importance.
“This is a university, so knowledge should be more important than practice.” (Lecturer
UNDANA). “If the university only focuses on practice, ther would be no difference between
farmers and university graduates.” (Lecturer UNDANA).
The development of the new Competence Based Curriculum took place over a period of three
months. Severe time restrictions, due to national planning of the process towards autonomy,
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affected the curriculum quality, opportunities for labour market involvement and the level of
satisfaction of the faculty staff. As preceding curricula were developed by a curriculum team of
management and lecturer representatives, and feedback of all lecturers was included, “Every
lecturer was, in some way, involved in the design of the curriculum.” (Lecturer UNDANA), the
hasty process of developing the CBC resulted in a lack of ownership and understanding amongst
the lecturers. “I have not read the curriculum yet.” (Lecturer UNDANA). Insufficient knowledge
and capacity amongst the curriculum development team on how to develop a Competence Based
Curriculum aggravated the quality of the new curriculum. “Only few of us have skills in
curriculum development. We first should develop the lecturers’ skills before building a new
curriculum.” (Lecturer UNDANA). Using the curricula of two public universities from Java as a
template, the subjects from the old curriculum were re-organised to fit under the newly defined
competences. Little changes were made to the subjects and content of the old courses, resulting
in not all competence based learning outcomes to be covered within the new curriculum. As one
of the faculty lecturers summarized it: “We have not yet implemented the CBC, we still lack
courses to cover all competences in the new curriculum.” (Lecturer UNDANA). The faculty is
working on the development of new courses, but so far, the current CBC is not very different
from the previous, subject based, curriculum. The following statements by lecturers and
managers clearly outline the current state of affairs: “The curriculum is now Competence
Based, but we still do the same as we did during the old curriculum.” (Manager UNDANA).
“We still work with the same subjects; they are only arranged slightly different.” (Lecturer
UNDANA)
Method of instruction
In compliance with the introduction of the Competence Based Curriculum, new education
methods are slowly making their way into the faculty. Affected by the same national policies as
UGM, the notion of Student Centred Learning and new forms of pedagogy are forced into the
faculty’s education system. Receptiveness amongst the university staff towards the introduction
of new education methods are present, “Our teaching methods affect the student
participation.” (Lecturer UNDANA), but coping with limited resources and challenging
preconditions cause both Student Centred Learning and the organisation of practice activities to
materialize in completely different forms than in the conducive environment such as at UGM.
Formally catering for thirty to forty percent of the curriculum, practice activities are considered
to consume a large part of the education programme. With guidelines in place at the faculty,
determining at least one out of three classes to be a practical session, a formal link between
theory and practice should be sought for. Being subject to an on-going internal discussion on
relevance and necessity, importance of the practical sessions has been under continuous
scrutiny. Whereas a large support base is present amongst both lecturers and students,
“Learning is not only about reading books. Students at the Faculty of Agriculture could also
learn a lot from the practices of the farmers in the field.” (Student UNDANA), translation into
actual tangible activities proved to be challenging. According to the majority of the student
informants, practical classes have not received the necessary attention and the study
programme continuous to have a strong focus on theoretical knowledge. “Until now we only
learned about knowledge.” (Student UNDANA). “The study programme now is only theory,
theory and theory. “ (Student UNDANA). Lacking facilities, large classes and insufficient
financial resources, in combination with limited support for practice activities amongst the
lecturers, result in the practical sessions not meeting both the quantitative and qualitative
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requirements. Practice activities are often cancelled or postponed to the end of the study period
and are therefore often lacking relevance to the theory dealt with.
Besides the university-based practical sessions, field visits and internship programmes are
incorporated into the study programme. Limited by the available resources, field visits do not
occur often and the large groups, in which the visits are conducted, hamper opportunities for
students to practice skills in a realistic environment. During the Praktik Kerja Lapangan (PKL),
the two months faculty’s internship programme, students are expected to gain experiences in a
realistic work situation through performing activities at a public or private agricultural
company. Limited availability of companies willing, or able, to be involved in the internship
programme cause limited effect of the PKL programme. Frequently students have to perform
tasks irrelevant to the subject of their study. “PKL can serve the objective of obtaining
practical knowledge, but in practice students do not get that much from it.” (Lecturer
UNDANA). As UNDANA is a public university, all students have to be involved in the two month
KKN community service programme.
The new Competence Based Curriculum demands changes within the assessment of students.
Due to the fact that UNDANA is an accredited public university, its examination structure is not
nationally defined and therefore provides opportunities for the introduction of new, competence
based, assessment methods. Currently maintaining the old assessment methods as used within
the subject oriented curriculum, student assessment is largely conducted through written
examination, based on reproduction of knowledge. Skills assessment takes place through
written student reports of the practical sessions. Hampering opportunities for student to
critically engage with the study materials and to show practical performance, satisfaction with
the current methods of assessment is generally low.
Although the majority of the managers and lecturers perceive current student assessment as
being sufficient, amongst some faculty lecturers and management is it acknowledged that
current forms of assessment do not meet the demands of the Competence Based Curriculum,
“We need other forms of assessment.” (Lecturer UNDANA). Training of university managers
and lecturers in new assessment methods is perceived as a precondition to move forward.
“Lecturers have to be trained how to assess skills and attitudes.” (Manager UNDANA). “The
faculty should start training the lecturers before it is too late.” (Manager UNDANA)
Teaching / Teacher
“Many people are talking about Competence Based Education, but nothing really changes at
the university.” (Student UNDANA). This statement made by one of the student informants,
clearly underlines the current situation at the Faculty of Agriculture of UNDANA. Supported by
the majority of both management, and lecturer informants, the apparent changes due to the
introduction of the Competence Based Curriculum, had little effect on the lecturer practices.
Subject to similar policy guidelines as the faculties at UGM, the lecturer roles are formally
predefined into lecturing, community work and research activities. Deviating from the situation
at UGM, historically the focus of UNDANA has not been as much on research, but mainly on
academic education. Emphasising the importance of lecturing, the past, lecturer involvement in
the development of the curriculum and learning content was present. Within the new
curriculum the content is determined into detail and little room for lecturer involvement is
present. “We just do what is listed in the curriculum.” (Lecturer UNDANA). The reduced

70

Faculty practices; One country, three different worlds

opportunity for involvement in the development of the course content does not reduce the
lecturers’ responsibility for implementing the classes and providing academic supervision of the
students. Translating the curriculum guidelines into classroom practices, often subject content is
developed in small lecturer teams. Little control on the lecturers’ classroom practices and the
curriculum maintaining most of its old subjects caused a large part of the lecturers to maintain
their old teaching methods and not to adopt the new prescribed curriculum. “Some lecturers do
not pay attention to the new curriculum and just teach in the old way.” (Manager UNDANA).
“Since I started teaching in 1987, the role of the lecturer has not changed.” (Lecturer
UNDANA).
Various factors, affecting the lecturer practices, have been identified by all levels of informants.
Amongst the management and lecturer informants, lacking lecturer skills and knowledge on the
introduction of new education concepts surface as the main hurdle on the way to changing
lecturer practices. Incidentally lecturers are being trained, but due to the limited and theory
oriented scale of the training programmes, lecturers often fail to implement the new methods.
Lacking applicability to current classroom practices and support during the implementation
phases cause lecturers to abandon the new methods and return to their old styles of teaching.
“CBE is good, but it will only work if we know how to use it.” (Manager UNDANA). Affecting the
quality of both theoretical and practical sessions, especially the practice activities are not
meeting the preferred quality standards. Lecturers are not investing sufficient time in the
preparation and implementation of practice activities. Often occupied by personal work
commitments outside the university, practical session are often ill prepared, cancelled or only
partly supervised. “Lecturers seem to be lazy to change their practices.” (Manager UGM).
According to the student informants, it is not an exception if the lecturer is only present during
the instruction of the activity and leaves the class when students start practicing “Some
lecturers do not care about the students.” (Student UNDANA). The majority of the lecturers
indicated that a willingness to implement practice is present, but the university facilities are
hampering quality implementation of the activities. Demotivated by the limited resources and
the large classes, lecturers can be found abandoning practice activities. “Lecturers do not care
whether students understand the subject; they just have to do the classes.” (Manager UGM)
Besides the general negative tenor about lecturer practices, a positive note should be added.
Clearly, decades of struggle to organise practical classes, constantly facing the limitations of the
faculties resources, have affected the lecturers’ minds. Left with little other opportunities,
cancelling all practice activities is often perceived as being the only solution. Within these
strongly demotivating lecturing preconditions, signs of positive developments can be observed.
A small group of highly motivated lecturers is searching for additional, often personal, resources
to maintain, and increase, the quality and quantity of the practical classes. Creative solutions and
mobilization of personal networks are utilized to open-up new opportunities.
Learning / Student
Similar to the limitations encountered during the introduction of the Competence Based
Curriculum, the formal incorporation of Student Centred Learning into the faculty’s study
programmes has not resulted into changing lecturer performance. Present within the faculty’s
vocabulary, the need for increased student participations is largely acknowledged amongst the
faculty staff, translation into tangible classroom practices is lacking.
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The current teaching methods are hampering opportunities for active student participation.
Enhanced by the inflexible curriculum, determining the learning content into detail, strong
lecturer directed and oriented classes cause limited student involvement. Most of the learning is
rigidly pre-defined and based on the textbook being used for the courses. Little flexibility in
changing the materials is presents. “Lecturers should give us a chance to decide ourselves
what we need to learn.” (Student UNDANA). The majority of the assignments are based on
reproduction of knowledge and do not allow student to critically engage with the topic. The
incidentally organized group work is therefor of little relevance. Students generally indicated
that group assignments do not cater for peer consultation and therefore are often used to divide
the workload instead of enhancing discussion and knowledge exchange. Lacking knowledge
resources at the university restricts the opportunities to incorporate new sources of
information. “Since most of the lectures are in the form of teacher centred presentations,
students are not triggered to participate and mainly have to listen.” (Lecturer UNDANA).
Hampered by the Indonesian paternalistic culture, equal interaction between students and
lecturers cannot be solely attributed to lecturer practice. Reluctance amongst the students to
openly communicate and a culturally embedded respect for their seniors enhance the students’
dependency on the lecturers. “Students are afraid to share their opinion.” (Student UNDANA).
Amongst the students, it is generally being perceived that lecturers are the expert and therefore
should decide what students have to learn.
Comparable to the situation at UGM’s Faculty of Agriculture, both the lack of sincere student
motivation and student capabilities to direct their own learning trajectory is being identified as a
major bottle neck in the introduction of new education methods. The strong diploma oriented
attitude and the lacking quality of the majority of the students, result in low levels of student
participation. Due to the faculty’s enrolment policy and the diploma oriented selection criteria
within the public labour market students often enrol a random study programme. “Students just
come to the university to get a diploma.” (Manager UNDANA). Used as a justification for the
current state-of-affairs, the unsuccessful introduction of interactive education methods is largely
attributed to the passive student attitude. “They come to the class, they listen and they go
home.” (Lecturer UNDANA).
Whether students could really be blamed for their lacking motivation proved debatable.
Although representing the perspective of one single informant, the following statements prove
presence of competing perspectives. “The current study environment creates this type of
student behaviour. If I were a student, I would complain all the time.” (Manager UNDANA)

A brief comparison of the three faculties: towards the analysis of the 8
Principles of CBE
Illustrating the diversity of the educational practices at the three different public university
faculties, the Micro level analysis provides a clear perspective on how the university managers,
lecturers and students cope with the opportunities and restrictions within their contextual
preconditions. Identified contextual factors within the Macro and Meso levels clearly affect the
opportunities for translating Competence Based Education into tangible Micro level, education
practices.
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Ahead on the national policy developments, the introduction of competence based education
innovations at the Faculty of Medicine seem to be flourishing due to its’ geographical location,
historically defined benefits, and the nationally awarded privileges. Lacking preconditions
within these Macro and Meso level factors cause the Faculty of Agriculture at UNDANA to
struggle with the incorporation of new education practices. Limitations within the realm of
availability of sufficient finances and opportunities to effectively manage their human resources
are often indicated to be hampering the faculty’s development. Although the differing faculty
practices, and their varying successes in introducing CBE can be largely attributed to the Macro
and Meso level, factors from within the micro level should not be disregarded. As this chapter
clearly outlined, issues within the realm of staff and student motivation play important roles in
accelerating or impeding the introduction of new education practices. Illustrated by the
described differences between the Faculty of Medicine and the Faculty of Agriculture of UGM,
similar institutional preconditions might result in highly differing practices due to influences of
the faculty staff.
As with this chapter, the analysis of the contextual factors within the three case studies has been
completed, the identified comprehensive set of limiting and enhancing issues can be used to
evaluate the relevance of the 8 principles of CBE in relation to the context of Indonesian Higher
Education. It has become clear that the three levels of analysis are extensively interrelated, are
overlapping and causing change in one another. The following chapter will combine the
complete set of results from the chapters 3, 4 and 5 into the various separate principles of CBE
to investigate their applicability in relation to the Indonesian context.
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The 8 Principles of CBE within the context
of Indonesian Higher Education

Aiming to provide a comprehensive understanding of the Indonesian Higher Education context,
guided by the Framework of Analysis, within the three preceding chapters a wide array of issues
affecting the practices at all levels of Higher Education in Indonesia has been identified.
Separately addressing the enabling and restricting factors within the contextual Macro, Meso
and Micro levels a clear perspective on Higher Education within the Indonesian context has been
provided. To gain a thorough understanding of the effect of the contextual issues on the
introduction of the 8 principles of Competence Based Education within Indonesian Higher
Education Institutes, a further analysis of the identified factors is a prerequisite. As outlined in
the description of the research methodology in Chapter 2, the three levels within the Framework
of Analysis are interrelated. Variables within the Macro level affect Meso and Micro level
practices and vice versa. Combining the findings from all three levels of the contextual analysis,
all relevant factors, executing agency on the introduction of the various principles of
Competence Based Education in Indonesian Higher Education Institutes, are being separately
addressed.

Principle 1:

The competencies that are the basis for the study programme are
defined
Driven by international agenda on skills development, with the objective to cater for increased
economic development and labour market relevance, the Indonesian government initiated the
introduction of Competence Based Education within national education policies. Led by a strong
government directed process, activities have been deployed to develop sets of National
Competence Profiles to serve the various study programs of the Public Universities and
Polytechnics. Utilizing the current on-going process of awarding the status of “Autonomy” to the
Public Universities, the introduction of a Competence Based Curriculum has become compulsory
for all Higher Education Institutes. Although the presence of a supporting institutional
framework and pre-defined competence profiles might be perceived as creating a conducive
environment for the introduction of CBE, at institutional and classroom level competing
perspectives can be observed. The large differences in satisfaction with the nationally defined
Competence Profiles can be attributed to two main variables. The geographical position within
the country and the level of institutional autonomy proved to be decisive factors in determining
the levels of appreciation.
The strong, deeply rooted bias of national politics towards the Island of Java has not left the
development of education policies unaffected. Historically the centre of power and economic
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development, investments in developing industries and education has been unevenly divided
over the country and maintained a strong focus on Java. All Higher Education Institutes of high
repute and the majority of public and private industries are situated in this part of the country.
Developed by National Forums, comprising of representatives from the industries and education
sector, the National Competence Profiles were developed with a strong focus on the
preconditions at Java. The country’s immense geographical and cultural diversity cause the
generalization of learning outcomes into national competence profiles to be largely
inappropriate for the majority of the country. Whereas, to a large extend, the informants from
UGM, a Javanese university, indicated to appreciate the predefined competence profiles, the
informants from UDNANA indicated that the nationally directed competences are lacking
relevance to the local preconditions and cause the education programs fail to address the needs
of the local labour markets. Although room is provided for incorporating localized competences
into the curriculum this is perceived as being insufficient.
Institutional autonomy, as currently only being awarded to four public universities at Java,
provides the Higher Education Institutes with necessary legal framework to deviate from the
nationally prescribed competences. Provided with the flexibility to adapt the Competence
Profiles to the needs of the faculty, curricula at UGM are affected less by the national guidelines.
In some instances, faculties can even be found not incorporating the Competence Based
Curriculum into their study programs. Whereas the autonomous universities are less affected by
the nationally defined guidelines, the universities lacking the status of autonomy are coping with
a strong directive National Ministry of Education. Currently in the middle of the process of
becoming an autonomous instituted, UNDANA finds itself forced to rigidly implement the
predefined national competence profiles.
Besides the often limited relevance of the predefined competences forming the basis of the study
program, the translation of the actual competences into study programs proved to be
challenging. Although competence profiles are present, lacking understanding of the concept and
limited experiences and skills in curriculum development amongst university staff caused the
majority of the study programs to maintain their old, input oriented structures. At the faculties
where staff has not been specifically trained in the development of Competence Based Curricula,
the competence profiles have not been used to significantly redefine the learning trajectories.
Concerning the above mentioned, it can be concluded that not as much the presence of
competence profiles but the actual level of implementation is of importance. Only measuring the
presence of “defined competences” clearly does not provide a sufficient justification of the
quality. As the study of the three Indonesian faculties clearly outlines, the defining of
competences does not necessarily translate into competence based study programs. As all public
universities meet the criteria of having the competencies, forming the basis of their study
programs, defined, they often fail to be translated into quality education programs. The
politically directed compulsory nature of the introduction of the Competence Based Curriculum
caters for all Public Universities meeting the criteria of Principle 1. Without providing the
university staff, the actual education practitioners, with sufficient training, the predefined
National Competence Profiles will remain an empty shell.
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Principle 2:

Vocational core problems are the organizing unit for (re)designing the
curriculum (learning and assessment)
The incentive to develop an international competitive economy has caused the Indonesian
government to adopt a new perspective on Higher Education. Enhanced by international
pressure the discourse of skills development has been guiding the latest development in
Indonesian Higher Education. Catering for the public and the, strongly increasing, private labour
markets, the introduction of the Competence Based Curriculum is forcing the public Higher
Education Institutes into a more output oriented system. Serving the objective to incorporate the
needs of the labour markets, input of public and private sector stakeholders within the
industries has been sought for. Translated into the compulsory National Competence Profiles,
the strong bias towards the Javanese labour markets caused representativeness for all
Indonesia’s separate provinces to be limited. Being acknowledged by the majority of informants
from all levels within the three researched faculties, demands from the workplace should guide
the development of curricula. With the objective to increase employment opportunities of their
graduates, linkages with both public and private companies are sought for.
Incorporating the labour market demands has not been without its’ challenges. The historically
strong focus on the development of a Civil Servant workforce resulted in well-established
connections between universities and public companies. Limited involvement of private sector,
both due to the physical absence in the remote provinces, and lacking interest of private
companies to become involved in the education process, resulted in a strong focus towards the
public sector demands. Enhanced by the fact that competences are often developed by educators
(Power and Cohen 2005) competing agendas can be found affecting the development of
curricula. Although the importance of addressing vocational core problems in the curricula is
widely supported, the staffs of both UGM and UNDANA fear losing opportunities for holistic
student development. As one of the informants stated: “If we need to follow all the demands of
the labour market, the curriculum would only be focused on skills. Students would not be
able to think anymore.” (Lecturer UGM). This fear of solely focusing on vocational core
problems, determined by the labour market, and losing the holistic approach is supported by
various scholars. As Sawchuk and Hjort argue, the strong vocational focus of competences
provides the industries with a too large level of power on the development of individuals.
Serving a pure economic incentive, the students’ personal development might be easily
overlooked. Too much power defining the professional development of learners lies in the
hands of the market economy. (Hjort 2009; Sawchuk 2009)
“The shift to skill/competency, in short, places a vastly large number of cards in the hand of
employers who can utilize processes of recognition, designation, support and direction of
learning activity in keeping with interests that are often antagonistic to those of the
learner/worker.” p127 (Sawchuk 2009)
As the limited labour market involvement, due to limited interest of both education practitioners
and industries, contributes little to the development of the curricula, the legacy of a strong
public focus causes the necessity of incorporating vocational core problems into the curricula to
be questionable. For the majority of the students, obtaining employment within the public sector
is the main incentive for enrolment in university. Rigid selection criteria of civil servants, not as
much based on the sector of graduation but mainly emphasizing the importance of a diploma
obtained at a public university, result in a strong diploma oriented attitude. A tendency to favour
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employment outside the agricultural sector, preferably on the Island of Java (Jones 1976; Jones,
Nagib et al. 1998), can be observed amongst the majority of the students at the faculties of
agriculture.
Developing the curricula based on vocational core problems, drawn from the formal labour
markets, proves to be problematic. Absence of a qualitative dialogue between Universities and
the public and private sector resulted in large discrepancies between what the universities
deliver and what the labour markets expect. Fuelling the “diploma disease”, employers do not
comply with the education programs and, vice versa, Universities do not cater for the need of
skilled professionals. Breaching this impasse, mutual relationships between universities and the
local public and private sector should be developed and active dialogues should be engaged in.
Not only the importance of skills development for labour markets should be emphasized, but
universities should also be aware of the motivating effect it has on students. To cite Oates:
“Linking learning to the work roles can be a key motivator for learners. Problems and issues
emerging from an individual’s work role can be used as a stepping-off point into much wider
learning activities.” p190 (Oates 1989)

Principle 3:

Competence development of students is assessed before, during and
after the learning process
Although national examination structures for university graduation are in place, students from
accredited public universities are not obliged to take part in the national exam. As the large
majority of Indonesia’s university students study at private education institutes, the national
examination caters for the majority of graduates. Exempted from national examination, the
accredited public Higher Education Institutes are allowed to develop independent assessment
methods. Determining the value of the diploma, the university’s accreditation score is often
perceived to be connected to the quality of the graduates. Whilst the national accreditation of
universities is presumed to provide sufficient quality measures, student assessment at public
universities is bound to little national guidelines. As examination and assessment are developed
by lecturer teams or individually, ample room for personal influence on examination methods is
present.
Though new education methods have been introduced at all three faculties, the assessment
methods at the faculties of agriculture at UGM and UNDANA remained largely unaffected. A
general high satisfaction with the current assessment methods can be observed at these
faculties. Both knowledge and skills are assessed through written examination at the middle and
the end of subject’s period. Besides small written quizzes and limited lecturer observation
during the theory and practical sessions, little evidence can be found of continuous monitoring
of the students’ learning process. Mainly attributing the lack of practical assessment methods to
insufficient practice facilities and limited time to allow testing of the large classes to take place,
the majority of the informants fails to test students’ practical skills maintain a strong focus on
testing theory.
A competing perspective can be found at the Faculty of Medicine at UGM. Ahead on the national
developments, the faculty has been incorporating Competence Based Education for more than a
decade. Supported by international initiatives, new forms of assessment have been introduced.
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Lecturer observation and a yearly skills assessment allow grading of students to be based on
actual competence development. The faculty staff’s critical attitude towards the current forms of
assessment shows prove of a constant development. “Testing skills only once a year only
allows us to give feedback to the students once a year. This, of course, is not good for the
learning of the students.” (Lecturer UGM). Dissatisfaction with the quality of student evaluation
during the internship programme has caused the faculty to initiate a training programme for the
internship supervisors and activities are being deployed to increase the amount of formal skills
assessment sessions.
Provided with a sufficient institutional room for development of new assessment methods,
besides the limitations within the faculties’ facilities, little challenges seem to be present. Given
the receptive preconditions it might be easily concluded that lecturer motivation is the main
cause for limited introduction of contemporary forms of assessment. Although lecturer
motivation, and willingness to invest time in developing their practices has often been indicated
to be low, other, external factors could be identified. Labour markets largely define their
selection criteria based on theoretical knowledge. Employment within the public sector can only
be obtained after passing a theoretical test. This strong theory oriented labour market approach
cause lecturers to maintain a strong focus on theoretical assessment.

Principle 4: Learning activities take place in different authentic situations
As meeting the demands of labour markets for more skilled graduates has evidently been
influencing the agenda of Indonesian Higher Education, “skills development” has become
entranced in the faculties’ vocabulary. Although the importance of allowing students to obtain
practical skills is generally acknowledged at all three faculties, distinct differences in their actual
practices can be observed. Whereas the Faculty of Medicine is seen as one of the leading national
universities in skills development, organization of practice activities at the Faculties of
Agriculture at UGM and UNDANA have received less attention. Identified as the main bottleneck
for organizing practice activities, limitations in the faculty’s facilities reduce the opportunities
for skills development.
Faculties’ financial resources are indicated to be a decisive factor in allowing learning activities
to take place in authentic situations. Largely distinguishing school based practice, field visit, and
internship programmes as the practice arena, specifically the school based practice activities
have been subject to available resources. Supported by high tuition fees and international
funding opportunities, the faculties at UGM both own largely sufficient practice facilities. The
Faculty of Medicine managed to develop a Skills Laboratory, providing ample opportunities for
students to practice skills in a controlled environment, various hospital settings have been
copied into small practice rooms catering for a realistic setting. The strong theoretical focus,
present at the Faculty of Agriculture of UGM has caused the practice facilities to mainly be based
on laboratory practices. Facing complete opposite financial preconditions, the limited, and
government prescribed allocation of resources restricts the practice opportunities at UNDANA.
Unable to maintain its’ laboratories, or to update the facilities to the latest developments within
the industries, the practice facilities do not provide sufficient preconditions for learning in
authentic situations.
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Whereas the practice facilities at the three faculties are highly differing, the field visits and
internship programmes display a large array of similarities. Field visits do not occur often and
due to the incidental nature of the visits, opportunities for students to practice skills are not
present. The lack of sufficient internship places and the capacity to guide students in their
learning process, cause opportunities for real practice to be limited. The strong bias towards
internship placement in the public sector fails to provide students with a complete perspective
on the labour market. This limited connection to the real work situations is indicated by the
majority of the informants to affect the students’ abilities to apply their prior obtained skills in a
realistic setting. The students are able to perform skills in the controlled environment of the
university’s laboratories and practice rooms, but are lacking the ability to perform in a working
context.
One of the student informants provided a striking example. During a practicum class the lecturer
showed a grasshopper in a glass container. After pouring a substantial amount of pesticides in
the container the grasshopper died. According to the lecturer, this showed the use of pesticides.
Findings from the interviews and observations prove that lecturers are forced to adapt their
practices to the level of available resources. The above example of the unlucky grasshopper
provides insight in the limited relevance of practice caused by the facility’s limitations. Left with
little materials an insufficient amount of pesticides, even if the lecturer would have preferred to
teach the use of pesticides differently, a field practice would not have been possible. The ongoing struggle for obtaining the necessary practicum resources has slowly affected the lecturers’
minds. Paralyzed by the constant absence of facilities, lecturers have lost the motivation to
search for relevant practice activities.
Concluding that sufficient resources are evidently important to enhance relevance of practice
activities and lecturer motivation, an additional perspective should not be left unaddressed. As
Van der Werf, Creemers et al. outlined:
“Researchers in Western countries have found that providing more education equipment does
not always contribute to higher student achievement… children with insufficient textbooks
perform nearly as well as children with books, and sometime slightly better.” p337 (Van der
Werf, Creemers et al. 2000)
Although this statement refers to primary education, a parallel could be drawn to the practice
activities at university level. At all three faculties, good practices can be identified in which
lecturer motivation overcomes the limitations of the available resources. Creatively searching
for alternative solutions a limited group of motivated lecturers manages to develop high quality
practice activities. To summarize: upgrading the facilities is not the single solution. Educators
need to be provided with tools to creatively address the limitations within their educational
context,
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Principle 5:

In learning and assessment processes, knowledge, skills and attitudes
are integrated
The historically strong focus on development of theoretical knowledge amongst the students,
enhanced by the knowledge oriented selection procedures in public labour markets, is still very
present at Indonesian public universities. As with the compulsory introduction of the
Competence Based Curriculum practice activities are gaining ground, changes are slow and often
encounter fierce competition by mainly senior staff members. Framed by national education
polies, formal guidelines prescribe the university curricula to consist of at least thirty to forty
percent of practice classes. Often addressed as separate subjects, linkages between practice
activities and theory classes are rarely present. Whereas the Faculty of Medicine proves to be an
exception, and does manage to create study programmes with strong connections between
theory and practice, amongst the staff of both faculties of agriculture a general perception can be
found that practice activities are not suitable to build theoretical knowledge. Dissatisfied with
the opportunities to develop professional skills, a large majority of students from UNDANA and
the Faculty of Agriculture at UGM indicated that the study programmes are not preparing them
for their professional life and cause them to search for alternative sources to obtain the
necessary experiences.
As skills have been on the formal education agenda for a longer period, only recently the concept
of “soft skills” has entered the arena of public higher education. Addressing communication,
management and interpersonal skills, they partly relate to the development of students’
professional attitudes. Besides addressing the soft-skills, the development of “good Indonesian
citizens” through the teaching of the five commandments of Panca Sila and the KKN, community
service internship programme, could also be perceived as the building of students’ attitude.
Introduced during the New Order regime of Suharto, incorporated into the curricula of all public
universities, the compulsory Curriculum Nasional (CURNAS) consumes a substantial part of the
study programmes. Although the dissemination of a national culture through the education
system can easily be perceived as disputable, little objection to this compulsory component of
the curriculum can be found amongst the informants.
The Indonesian approach to development of student attitudes through the CURNAS shows little
resemblance to the prevailing western approach as perceived desirable by many scholars. In the
western context, the approach of development of attitude is often accompanied by the
philosophy of the holistic development of pro-active individuals who feel the intrinsic
motivation to personally contribute to the development of their professional performance. The
Indonesian approach is substantially different. Utilizing the education as a tool to maintain
existing cultural and social structures (Bush and Salterelli 2000; Van Der Stouwe and Oh 2008;
Sawchuk 2009), the building of a national identity is perceived to be of substantial importance.
From a western educationist perspective, the Indonesian approach towards student attitudes
might be perceived as highly debatable. Failing to serve the needs of developing a critical
individual the Panca Sila oriented CURNAS could easily be discarded. At this point, it could be
concluded that cultural differences cause friction in how educational concepts are translated
into practice. Extremely valid for the paternalistic and collectivistic Indonesian culture, the
curriculum of the Public Universities addresses the needs of the society. As employment
structures remain hierarchical and social compliancy is embedded in the Indonesian society,
building an education system on western values breathes an air of neo-colonialism.
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Principle 6: Self-responsibility and (self-) reflection of students are stimulated
The holistic perspective on competence development is rapidly gaining ground. Deviating from
the output, skills oriented perspective, student initiative, interaction and anticipation are being
perceived to be vital in students’ professional development. The vast changing working
conditions demand the graduates to become pro-active and able to easily adapt to new
situations (Van der Werf, Creemers et al. 2000; Illeris 2009). Largely supported by the opinion of
the majority of the informants, especially the private sector labour markets in Indonesia demand
a “new” type of students. Along with the introduction of the Competence Based Curriculum,
gradually a new form of education should be adopted. Identified by the Ministry of National
Education, Student Centred Learning (SCL) is supposed to become incorporated within the
education programmes. In combination with changing lecturer practices, self-responsibility of
students should be fostered through interactive pedagogies.
Although the introduction of increased student responsibility has become a nationally directed
policy, its’ actual implementation in the universities is largely being affected by the historically
strong presence of the state. The decades of political suppression by Suharto’s New Order
regime, steadily affected the nation’s mind. Strategically whipping out all political opposition,
loyalty to the state became of major importance for Indonesian citizens to survive (Oey-Gardiner
2000; Yeom, Acedo et al. 2002; Bjork 2003). Although governments have changed and
democratization of the society is receiving increased political attention, the culture of obedience
has not left people’s minds (Bjork 2004; Bjork 2005). In combination with the strong Indonesian
paternalistic culture, largely present in secondary education, fostering of students’ initiative and
self-responsibility has proved to be, at least, challenging.
Large differences can be observed in the introduction of increased student responsibility and
self-reflection within the current Higher Education programmes of the various faculties.
Providing a detailed insight in the different stages towards increased student involvement, the
researched faculties all find themselves in different stages of the introduction of increased
students’ self-responsibility. Whereas the Faculty of Medicine at UGM has managed to
significantly up-scale student’s participation, Faculties of Agriculture at UGM and UNDANA are
currently experiencing difficulties in steering students towards greater self-responsibility.
Although various levels of student participation are present, at all faculties comparable issues
were raised. Culturally defined practices cause students to be reluctant to deviate from lecturer
prescribed activities. As one of the student informants stated: “I will not say to a teacher when
he is wrong. It is considered to be impolite in the Indonesian culture to debate with older
people.” (Student UGM). The strong lecturer oriented primary and secondary education solidify
the students’ reluctant attitude towards active participation. Enhanced by the large classes, the
ignorant student attitude is too often used by lecturers as a justification for not incorporating
student participation in their classes. In strong contrast to this perspective, the majority of the
student informants indicated that the lecturers are not able to create the preconditions for active
student participation.
The observations of a multitude of successful activities, fostering student initiative at the Faculty
of Medicine of UGM, provides prove of the opportunities present within the Indonesian Higher
Education. Two decades of intensive education reform has positively influenced the student
participation. Dealing with largely comparable preconditions as present at the faculties of
agriculture, actively targeting students’ practices, training of lecturers and the introduction of
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interactive work forms has successfully enhanced student participation. Moving away from the
“blaming of students”, sensitizing of lecturers towards adopting an active role in the process is
paramount. Besides developing pro-active students, ready to become part of the workforce,
enhanced participation in the building of a democratic society and improved student
performance can be achieved through increased self-responsibility of students. “…an active
approach to teaching, in countries where, traditionally, mainly passive learning takes place, is a
successful tool for improving student achievement.” p350 (Van der Werf, Creemers et al. 2000).
Being a double edged sword, students’ self-responsibility should be put firmly on the agenda of
the Indonesian education reform.

Principle 7:

Teachers both at school and practice fulfil their roles as coaches and
experts in balance
Directly related to various principles, lecturer practices determine to a large extend the actual
changes within an education system. Responsible for the translation of policies and institutional
guidelines into practice, the role of lecturers in introducing Competence Based Education in
Indonesian Higher Education Institute should not be misjudged. The historically strong
theoretical orientation of university education in Indonesia has caused the large majority of the
lectures to be found adopting a lecturer centred, theory oriented teaching style. Unaware of
alternative didactical and pedagogical work forms, the introduction of Student Centred Learning
is requesting lecturers to suddenly change their old practices. Combined with the passive
lecturer attitude due to the years of suppressive policies, changing lecturing habits is not likely
to occur easily. As Bjork stated: “Policy planners have underestimated the degree of change
necessary to convert a cadre of obedient civil servants into a collection of autonomous,
independent-minded educators.” p211 (Bjork 2003).
Provided with little incentives, motivation of lecturers to change their practices is generally low.
Insufficient salaries forces university staff to maintain private side businesses and causes them
to be unwilling, or unable, to invest sufficient time in their education practices. Civil Servant
structures do not provide the university management with legal, and cultural, opportunities to
effectively manage lecturer performance, and cause reluctance amongst lecturers to invest time
in changing their practices. Limited training opportunities for lecturers further deteriorate the
opportunities to adopt new classroom practices. Although a wide array of limitations is present,
examples of good practices could be identified as well. Experiences from UGM’s Faculty of
Medicine surface a series of positive effects. Searching for intrinsic lecturer motivation, a
training programme was developed to equip lecturers with new pedagogical and didactical
skills. Motivated by the new experiences and enthusiasm of colleagues, the opportunity to
manage lecturer performance through the obtained institutional autonomy proved only to be
crucial for a small minority of, mostly, senior lecturers.
Besides developing the lecturers’ skills, attention should be given to the development of
coaching opportunities during the internship programmes. “Since the workplace is a site of
learning, those who supervise need to be involved in the workers’ learning.” p108 (Jarvis 2009).
The majority of the company employees, responsible for guiding students, are not aware of the
faculties’ curricula and the position the internship programme has within the students’
professional development. Incapable of coaching, training and supporting students during their
practice activities, students are often only allowed to watch, instead of perform.
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The current activities deployed to introduce the Competence Based Curriculum have mainly
been focusing on policy and institutional levels. Whilst curricula are being developed along the
prescribed national guidelines, limited attention has been paid to the upgrading of the lecturers’
skills. Emphasizing the need for performance management, essential to force lecturers into
adoption of new practices (Marginson and Sawir 2006), the current change process fails to
identify opportunities present within the university staff. Institutional autonomy is being treated
as the “holy grail” causing too much focus on the institutional reform, not addressing the needs
of lecturers who are eager to adopt new practices. Aware of the demands of the new curricula,
but unable to translate the new guidelines into classroom practices, lectures are left empty
handed.

Principle 8: A basis is established for a lifelong learning attitude for students
International debates about the concept of Lifelong Learning (LLL) have been on-going since the
concept has been put on the international agenda by the OECD and UNESCO (Delors 1996).
Lacking uniformity in definition and interpretation of the concept cause policies and
implementation strategies to be very diverse and often unclear (Griffin 1999; Aspin and
Chapman 2000; Field 2000; Tuijnman and Boström 2002). As opportunities for Lifelong
Learning exceed the realm of formal education (Belanger 1994), to a large extend systematically
organised learning activities, associated with formal education, are seen as providing the needed
basis for further learning (Tuijnman and Boström 2002). As Edwards, Tuijnman and Boström
(2002) argue, the development of a pro-active attitude is a major precondition for fostering a
lifelong learning attitude amongst students. In other words, Students need to “learn how to
learn” (Edwards 2002).
As the current curricula of all three faculties contain elements of building students attitudes, the
strong focus on citizenship and nation building prevents the development of students’ individual
life skills. Not only should education prepare the students for their professional life, it should
mould students into a prefixed shape of the “ideal” Indonesian citizen (Nilam 2003). The shift
towards institutional autonomy increases the opportunities for Indonesian Higher Education
institutes to move towards a more local contextualized curriculum, catering for specific labour
market needs. Generally maintaining a strong focus on the public labour markets, the majority of
the education programmes fails to address the skills needed for development of a Lifelong
Learning attitude and limits itself to “… basic skills, life skills, and income producing skills to
become useful members of their communities.” (Yeom, Acedo et al. 2002).
Amongst the student informants, without exception, the importance of Lifelong Learning is
highly valued. Largely fuelled by the perception that the current education programmes do not
prepare them sufficiently for their professional life, especially the obtaining of practical skills is
perceived to take place after completion of the formal education. Tailored to the limited ability
of graduates to perform tasks, within the public labour market training programmes are in place
to allow new employees to obtain, and increase their practical skills. Largely directed by the
public sector employers, limited opportunities for personal development within private sector,
and through private recurrent education initiatives are present. As there are limited
opportunities for employment within the public sector, the majority of the graduates obtains
income through entrepreneurial activities or employment in the private sector, and therefor are
largely excluded from opportunities for further professional development.
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It can be concluded that the learning environment is of crucial importance in the development of
a Lifelong Learning attitude amongst the students. Playing an important role in this process, the
Indonesian government has great responsibilities in the provision of a receptive learning
environment. Largely determining the process of initial education and responsible for the major
part of the provision of recurrent education, the success of fostering a Lifelong Learning attitude
is dependent on national policies and public provisions. Closely linked to the preceding principle
6 and 7, the development of students’ attitude is vital in their further learning process. Sorting a
cumulative effect, good formal education will enhance Lifelong Learning because graduates will
be able to develop a personal lifelong learning strategy, but on the other hand, those who did not
receive decent education will lack the ability to utilize opportunities for recurrent education
initiatives. In addition to the provision of formal education, increasing opportunities for
recurrent education should be put in place by the government to allow graduates to stipulate
their personal careers.
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Taking into account the identified contextual issues within Indonesian Higher Education, it
becomes clear that implementing the concept of Competence Based Education, according to the
pre-defined 8 principles, is unlikely to be an easy process. Dissimilarities between societal,
cultural, economic and institutional factors in a western or Indonesian education context cause
preconditions for the introduction of new education methods to be highly differing. Although a
lot of the contextual factors mainly affect the introduction, and not as much the validity of the
principles of Competence Based Education, a substantial part of the concept itself should be
critically reflected upon. Aware of the delicate balance between investing in the implementation
or modification of the concept, the authenticity of societal factors should not be overlooked. In
other words, changing of contextual preconditions through training of teachers and introduction
of new management structures should not serve the objective of preparing a society for
Competence Based Education but should be utilized to adapt the concept to be used within the
given pre-conditions. Referring back to the objective of the research, to contribute to a wider
discussion on the feasibility of the concept within a non-western education and societal context,
the thorough analysis of the context surfaced three important issues which should be seriously
considered while introducing CBE in Indonesian Higher Education institutes.

Nationally pre-defined competence profiles versus Indonesian labour market
demands
As competency profiles have been nationally defined, and labour market and university
representatives have been involved in the determination of vocational core problems, a formal
basis for the introduction of CBE in the Indonesian Higher Education is present. Although the
presence of pre-defined competence profiles could be perceived as a positive development and a
first step in the direction of competence based study programmes, the process of defining the
competences and their applicability proved to be highly debatable. The strong national directed
core competences fail to include the enormous diversity of the country. As labour markets, and
their demands, are highly varying per geographic region, the majority of the education institutes
are forced to design their curricula based on irrelevant competences. Whilst this is not causing
major problems for the education institutes situated on Java, graduates from the more remote
universities are facing a highly differing professional arena than prepared for in education. A
good example of this lacking relevance of the national defined competences can be found within
the curriculum of the Faculty of Agriculture at UNDANA. As the study programme is largely
based on the types of agriculture present in the central regions of the country, it does not take
into account the geographical characteristics of the NTT province. Due to the climatological
differences, dry-land farming is prevailing in the region of the university. Highly differing from
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the agricultural practices on Java, students at UNDANA are taught subjects which are of little
relevance.
In close relation to the definition of the competencies for the study programmes, the
identification of uniform vocational core problems is challenging. Not covering the full scope of
issues to be addressed within university education, the results from the research strongly
indicate that the pre-identified labour market and, related to that, the defined vocational core
problems do not necessarily represent the professional situation of the faculty graduates. As the
study programmes at public universities maintain a strong orientation towards employment
within the public sector labour markets, relevance towards the actual employment
opportunities for graduates is limited. The majority of the graduates from, especially, the faculty
of agriculture find employment outside the sector. Although this is largely acknowledged by the
majority of the informants from within all the informant groups, education programmes remain
to educate young professionals towards a narrow, pre-identified, job-definition.
Defining the vocational core problems based on jobs related to the sector of the study
programme will not sufficiently prepare graduates for their professional life. The economic and
political factors influence the employment opportunities and causes youth to adopt various
strategies to obtain an income. Due to the fact that the majority of the graduates find
employment outside the professional arena of their graduation, the definition of a set of relevant
vocational core problems to guide the study programmes is impossible. As western types of
Competence Based Education are moulded on a clear relationship between the labour markets
and the education sector, developing study programmes based on pre-defined job profiles is
likely to increase the efficiency of education. Within these clearly defined structures education
programmes based on professional competences will enhance the quality of the graduates. In
the Indonesian context such a clear connection between the education output and the labour
markets is lacking. With the increase of the private labour markets and the insufficient
absorption capacity of the public sector the majority of the study programmes have lost their
relevance. Implementing education programmes with a strong focus on competence
development for a narrow professional sector will be inappropriate. Competence profiles can be
developed but need to maintain a broad focus and should be based on the demands of its’
beneficiaries, which are not the labour markets, but the students.

Skills development: Who are the beneficiaries of Indonesian Higher Education?
Without doubt it could be stated that the development of vocation related skills development is
one of the key features of competence development. Whether a holistic, or narrow output
oriented approach is being adopted, the focus on graduates’ practical abilities is of crucial
importance. Related to the prior issue of lacking connections with the labour markets, the
development of relevant professional skills proves to be challenging. Although, on large scale,
complaints are voiced about the lacking practical abilities of the Indonesian university
graduates, the diverse professional contexts in which students find employment prohibits the
development of practice activities with increased relevance.
As the majority of the university staff is fully aware of the need of incorporating practice
activities in their classes, the skills development of the students itself should not necessarily
hamper the implementation of CBE in Indonesian universities. Although facilities are currently
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often not sufficient, the university environment harnesses future opportunities for new ways of
continuous, competence based skills development and its’ assessment. The major challenges
concerning the introduction, or increased focus on practice do not only lie within the university.
The development of practical skills is perceived, by both labour markets and universities, to be
started after education. Current policies on the selection of new employees in especially public
sector labour markets are formally based on the theoretical score of the students. To increase
the significance of the practical component in the overall education programme and in its’
assessment, skills should formally be recognised by the labour market and the accreditation of
the university diploma. Formal acknowledgement of skills and attitudes within the education
and assessment process will be a tedious and lengthy process which will need structural
changes within the public and private employment structures.
Affected by the theory oriented academic culture, the lacking practice facilities, and the limited
relevance attributed to it by the labour markets, increasing the importance of practice in the
education programmes will be challenging. As labour markets maintain to train its’ junior
employees, and the diverse professional needs of the graduates can hardly be captured in single
study programmes, a broader orientation of practices is a prerequisite. The currently strong
focus on the development of vocation oriented skills within the Indonesian universities
represents the output based perspective of competence development. As argued above, the
specific Indonesian context demands a different approach. Narrow, occupational oriented
competence development will be inappropriate for the learners’ demands. A broad, holistic
competence perspective, including a strong focus on the development of wider, interpersonal
life skills is needed to allow the young graduates to cope with the foggy diversity of employment
in Indonesia.

Development of student attitudes: compliance with the Indonesian culture?
Continuing the discussion on skills development, emphasising the importance of a holistic
perspective has been frequently outlined in current literature. Jarvis stated “… practice is no
longer just a matter of knowledge and skill, it is about the practitioner being confident, creative,
having the right impulses, commitment and so on…” p104 (Jarvis 2009). As this statement
underlines the importance of a broader approach on skills development within the Indonesian
Higher Education, and supports the findings above, the introduction of interpersonal skills and
“attitude development” within the Indonesian education cannot be compared with the building
of attitudes in western societies.
The integration of the development of student attitude into the education programmes of
Indonesian public universities proved to be a multi-interpretable issue. A strong duality in the
concept of “attitude” could be observed. Whereas in the western context, the development of
attitude is often accompanied by the philosophy of the development of pro-active individuals
who feel the personal motivation to contribute to the development of their professional
performance, in the Indonesian professional environment hierarchical patterns cause the
concept of attitude to be interpreted differently. A conflicting perspective could be observed in
which the Indonesian professional sector demands students who can obey orders from their
superiors, especially this, obedient attitude is under criticism in the western philosophy.
Currently, amongst the large majority of the interviewed students, lecturers and managers at
both UGM and UNDANA the western concept of “attitude” is seen as necessary to be introduced.
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Although it does not serve the expectations of the labour market students should be equipped
with the necessary critically reflecting attitude. It could be questioned whether the development
of a pro-active students’ attitude is experienced as desirable by the Indonesian labour markets.
Since there is much more at stake than exclusively catering for the labour market demands, a
clear division should be made between the demands and expectations of local labour markets
and the changing societal demands towards fostering of democratisation process. In short, it
could be stated that students should be able to perform in both professional environments and
should develop skills to maintain a critical and pro-active attitude towards their personal
development. As in many western societies professional and personal attitudes are perceived to
be integrated and contribute to the holistic development of an individual, the Indonesian context
might demand a clear separation between professional and personal attitudes.
An adapted set of 8 Principles of Competence Based Education
The differing characteristics of the Indonesian society evidently affect the applicability of the
concept of Competence Based Education. Employment opportunities and labour market
structures, caused by the country’s geographical diversity and political heritage, are limiting the
opportunities to determine vocational profiles. Culturally embedded practices cause
philosophies of individual development to deviate from the western ideologies dominating the
paradigm of Competence Based Education. As the Indonesian context clearly demands a holistic
approach, the 8 principles of Competence Based Education as developed by Wesselink, Biemans
et al. (2007) provide sufficient room for manoeuvre to guide the local contextualisation of CBE.
Adaptations are made to the existing principles to provide the country’s Higher Education
Institutes with a framework to critically reflect to their local conditions and to enhance the
relevance of their education programmes. The following principles are proposed to guide the
introduction of CBE within Indonesian Higher Education Institutes:
Principle 1:

The competencies that are the basis for the study programme are defined,
locally contextualised and translated into study programmes.
Although nationally predefined competence profiles are often being perceived to enhance the
employability of graduates, the contextual analysis proved that the regional employment
demands in Indonesia are too diverse to be covered by a single set of competencies.
Acknowledging the importance of connecting the competence profiles to national and
international qualification structures, regional demands should receive ample attention within
the local contextualisation of competence profiles.
Principle 2:

The curriculum is based on a thorough analysis of the students’ broad
vocational needs and includes opportunities for specialisation into various
sector related vocations.
Employment is often not linked to the sector of graduation. As the university diploma allows
students to search for job opportunities outside their subject of education, the study
programmes should maintain a broader vocational orientation. Including e.g. entrepreneurial
skills into the programme and offering specialisation opportunities for diverting towards sector
related vocations the employability of the graduates will increase.
Principle 3:
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Competence-development of students is assessed before, during and after the
learning process and allows quantification of student performance into a
theoretical score.

Conclusion / Discussion

As findings from within the Faculty of Medicine proved that assessment of competences is
possible, with sufficient inputs the assessment structures of other faculties can be upgraded. The
major challenge concerning competence assessment lays with the theory oriented employment
structures. Labour markets maintain a strong focus on student’s theoretical scores. Ideally a
dialogue between labour markets and universities should be fostered to change the current
perception on skills development and nurture changes within the labour market’s selection
procedures. As this will be a lengthy process, allowing the practical assessment to be translated
into the final theoretical scores will cater for an immediate solution.
Principle 4:

Learning activities take place in different authentic situations, including
public, private and informal labour markets.
Insufficient resources cause practice activities often to be limited to laboratories. Although
internship programmes are in place, the practice only takes place within the public sector labour
markets. Whereas the majority of the students find employment outside the public sector, the
“arena” of practice should be widened including private and informal labour market practice
opportunities.
Principle 5:

In learning and assessment processes, knowledge, skills, professional and
inter-personal attitudes are integrated.
As discussed previously, a clear separation should be made between the professional and
interpersonal attitudes. Allowing the study programmes to cater for the labour market needs
and simultaneously to address issues within personal development and democratisation, only
when making a clear distinction between both, they can be utilized to prepare students for their
professional and personal growth.
Principle 6:

Students are actively involved in the defining and implementation of the
study programmes. Democratisation of the learning process allows students
to develop and balance self-responsibility and (self-) reflection within the
societal context.
The strong lecturer oriented teaching methods, often enhanced by the societal embedded
paternalistic culture largely limits the opportunities for students to be actively involved in the
planning and implementation of the study programmes. Democratisation of the learning
process, allowing increased student participation, will enhance the students’ ownership over
their learning process and will increase student motivation.
Principle 7:

Maintaining the cultural and societal values, teachers both at school and
practice fulfil their roles as coaches and experts in balance.
Directly related to principle 6, lecture roles should change towards providing a more
participatory educational climate. As respect for seniority determines lecturer and student
practices, allowing increased student participation will only be effective when maintaining the
embedded cultural values.
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Principle 8:

Students are equipped with necessary life skills to creatively address
challenges in their personal and professional development.
Limited and insecure employment opportunities demand graduates who are able to creatively
cope with uncertainties and utilize the minimal available opportunities. Pro-active attitudes
should be fostered and students should be equipped with diverse strategies to maintain a
sufficient income.

Discussion and issues for further research
The adapted set of principles of Competence Based Education could easily be placed in the
wider, global discussion on the desirability of moving education into a competence based
direction. Debates on the individualisation of societies and increased economic incentives
determining the education practices, sharply criticise the market oriented perspective of so
many Competence Based Education initiatives. Introducing CBE in the Indonesian Higher
Education system might be the trigger of a social and cultural change. Firmly embedded in
western societal values, the concept is built on the strong philosophy of development of capable
and critical individuals. As the need for capable graduates, without doubt, is of major importance
for any education institute, especially the need for a “critical” and “individual” perspective of
Competence Based Education could be contested within the Indonesian context. Historically
cultural embedded paternalistic and collectivist practices dominate the Indonesian society and
labour markets. Catering for societal and labour market needs, transmitting individual and
critical values seems to be inappropriate for the current Indonesian society.
Providing a new perspective within the discussion on the feasibility of Competence Based
Education it has become clear that adopting the concept in non-western societies, without
carefully altering its’ relation to specific societal and labour market demands is likely to become
ineffective and spreads and air of neo-colonialism. Opening up the discussion if CBE should
follow societal demands, or should be utilized to disseminate new values of individualisation
and democratisation, further research should be conducted to fully understand the societal
impact of holistic development of students as an individual. Besides the question of social
desirability, conducting research within the realm of labour market demands and students’
employment strategies is needed to gain a thorough understanding of the education
beneficiaries, to guide the development of context specific professional profiles and the
competences related to it.
As Indonesian history has proved, education is a powerful tool. Harnessing the opportunities for
reproducing or reshaping societies, policy makers should carefully balance the stakes at play.
The powerful influences from market economies and international initiatives mould the societal
colours of the worlds’ labour force into brown uniformity. Before moving into new forms of
education the Indonesian government should be aware of the effect of international forces on
their society. Adding too much brown to their national palette will increase uniformity, but fade
the brightness of their colourful cultural diversity.
“… no matter how broad, well-grounded, egalitarian your definition of
competence, it will count for little if the strategy for implementation
distorts your intentions.”
p191 (Oates 1989)
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Limitations of the research

The process of conducting the research has not been without its’ challenges. Limitations in the
collection of data should be acknowledged to understand its’ effect on the representativeness of
the study. Various external factors have affected the process of data collection both in an
enhancing and limiting fashion.
Due to the extensive network of the MDF, identification and selection of the participating
faculties, matching the characteristics needed for the research, has been without major hurdles.
Finding the senior faculty management receptive towards participating in the research proved
to be a major advantage in the identification of informants and increased the opportunities to
conduct the interviews and classroom observations. As legal limitations restricted the collection
of data outside the realm of the universities, the support of the university management provided
sufficient preconditions for collecting a wide range of data. Without this supportive MDF projectnetwork, data collection would have been severely constrained.
The actual selection of the informants proved to be challenging. As I did not master the local
language of Bahasa Indonesia, the interviews should either be conducted in the English medium
or with the support of a translator. Due to the qualitative in-depth nature, the sensitivity of the
topics addressed, and the specialist knowledge required to conduct the interviews, the use of a
translator proved to be limiting the quality of the informants’ responses. Left with little other
possibilities, the decision was made to only conduct the interviews in English. Limiting the
number of available informants, the representativeness of the findings could have been affected
and might include a “western oriented” bias. An exception was made for the interviews
conducted with the student informants from UNDANA. As there were no students present at the
faculty who mastered the English language, the interviews could only be conducted with the use
of a translator. Further research should strongly consider the importance of conducting
interviews in the local language as it might surface a more diverse perspective. A critical note
should be made that only when fluent in Bahasa Indonesia, the researcher will be able to capture
the in-depth understanding prerequisite for a qualitative research.
As this research specifically aimed to capture an “insider” perspective on university practices in
relation to CBE, perspectives from outside the realm of education have largely been left
unaddressed. Capturing a wider scope might support a broader societal perspective on the
discussions around the introduction of CBE in Indonesian higher education. Labour market
demands, economic incentives and cultural practices reaching beyond the realm of education
will draw the topic of competence development into a wider arena. Legal opportunities for
conducting research outside the secured university environment should be understood and the
delicate balance between state-control and private life, which is still very present in the minds of
the majority of the Indonesians, should be strongly taken into consideration.
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