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Abstract: Competency Based Teacher Education (CBTE) was widely 

implemented around the 1970s to the early 1980s in Indonesia and else-

where. Although there was no formal cancellation of this curriculum, its 

role seemed to fade away as other concepts of teacher education came in-

to the field. In the last two years CBTE seems to get a new momentum to 

reemerge along with the launching of competency based curriculum in 

primary and secondary school levels. This article describes critically the 

responses on the sides of teacher education, towards the newly launched 

issue and what have been done so far in the national level in the prepara-

tion of reemergence of CBTE, especially on formulation of competencies 

which should be acquired by the teacher candidates in teacher education 

VFKHPH��,W¶V�H[SHFWHG�WKDW�WKH�IUHVKO\�JUDGuated teachers are ready to play 

their roles, as soon as they graduate from teacher training institutions. 

Keywords: competency-based education, teacher education, curricu-

lum development.  

Strong tendency to introduce improvements and innovations in education 

stays forever, all over the world, including in teacher education in Indonesia. 

The latest issue currently heating the climate of education in Indonesia was 

the declaration of the implementation of Competency Based Education 

(CBE), marked by the plan of the launching of a new curriculum²a compe-

tency based curriculum for all primary and secondary education. Although a 

formal statement related to its implementation has not yet been made²and it 

is expected that the statement would not explicitly mention CBE as the for-
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mal designation²the impacts of the extensively discussed issue have signifi-

cantly provoked concerns and varied attitudes amongst the education experts 

and laymen, from the educational authorities in the national level to heads of 

schools stationed in remote areas, and from university professors to teachers 

holding the lowest ranks in the professional hierarchy, especially related to 

the preparation of the teachers who have to change their main roles from the 

sole resources of information to their new roles. 

The issues of CBE have also triggered the reemergence of CBTE which 

was predominant in Indonesia in around the 1970s and early 1980s as the 

main reference for the development and implementation of teacher education 

curriculum. As a concept CBTE has been successful in formulating the ele-

ments of teacher competencies²well known as Ten (Basic) Teacher Compe-

tencies²around which teacher education curricula were developed. Howev-

HU��LW¶V�D�SUovoking question in the emergence of CBTE whether the old for-

mulation of teacher competencies can still be retained and simply be reintro-

duced to education circles, or should it be reformulated or even a totally new 

formulation is needed. 

NEW PERCEPTIONS OF TEACHER COMPETENCIES 

The meaning of teacher competencies differs across educational set-

tings, and various developments seem to have strong influences on it. In part 

this has been happening because of subjective interpretations of competencies 

themselves, which in turn are not independent from the functions of the relat-

ed institutions. However, there are common elements of teacher competen-

cies which are generally recognized by any institution, and regarded as the 

main constituents of teaching profession. Some meanings and interpretations 

RI�WHDFKHUV¶�FRPSHWHQFLHV�DUH�GHVFULEHG�EHORZ�� 

In the midst of 1980s a team of writers recruited by the Indonesian Open 

University (Universitas Terbuka) indicated ten HOHPHQWV�RI�WHDFKHUV¶�FRPSe-

tencies²as formulated in the lecture notes written for Teaching License V 

Program²which should be adequately mastered by the teachers. These were: 

(1) mastery of teaching materials, (2) management of teaching-learning pro-

grams, (3) classroom management, (4) knowledge and use of learning media, 

(5) knowledge of bases of education, (6) management of teaching-learning in-

WHUDFWLRQ�� ���� HYDOXDWLRQ� RI� VWXGHQWV¶� OHDUQLQJ� SURJUHVV�� ���� NQRZledge of 

principles and use of student counseling, (9) knowledge and ability of con-

ducting school administration, and (10) knowledge of research methodology 

and ability of using results of educational research for teaching. 
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Earlier, Cooper et al (1973) as quoted by Turney (ed., undated) indicat-

ed that teacher competencies covered attitudes, understandings, skills, and 

behaviors believed necessary to facilitate intellectual, social emotional and 

physical growth of children. To ensure mastery of these competency ele-

ments, the students were supposed to be able to fulfill three performance cri-

teria, i.e. (1) cognitive understandings, (2) appropriate teaching behavior, and 

����NQRZOHGJH�DQG�XVH�RI�HYDOXDWLRQ�WHFKQLTXHV��,Q�&RRSHU¶V�ZRUGV�WKRVH�FUi-

teria were named knowledge, performance and product or consequence crite-

ria respectively. 

Referring to supporting and opposing thoughts about Competency-

Based Education and Training (CBET), Kerka (2000) indicated that confus-

ing understandings of teacher competencies have resulted from different ways 

in viewing competency as the main element of professionalism in teaching 

profession, the ways for breaking it down into detailed performing skills, and 

the ways how these should be judged. More specifically this writer indicated 

that the confusing understandings of competencies were no more the products 

of contradicting ways of thinking of the behaviorists and constructivists. The 

EHKDYLRULVWV� FRQFHSWXDOL]HG� WHDFKHUV¶� FRPSetencies as something that must 

be breakable into measurable teaching performances such communication, 

numeracy, information technology, interpersonal competence and problem 

solving. The constructivists on the other hand, criticized these views as ex-

tremely reductionist, narrow, rigid, atomized, and theoretically, empirically 

and pedagogically unsound. The constructivists viewed competency as an en-

tity which was integrated, holistic, and relational in nature. Competency must 

be seen as a complex combination of knowledge, attitude, skills and values, 

displayed in the context of task performance. This view was²among oth-

ers²promoted by Gonzi (1997), and Hager (1995). 

Among the most generic, and (probably) scientific analyses of (teach-

HUV¶��FRPSHWHQFLHV�ZDV�WKH�RQH�GHVFULEHG�E\�D�WHDP�RI�ZULWHUV�RI�2SHQ�8Qi-

versity of the Netherland, which was developed from a constructivist view-

point (Stoop et al, 1999). In this analysis the writers avoided the use of sole 

and absolute meaning of competency. Instead, they offered an alternative way 

for abandoning the competency confusion by taking into consideration peo-

ple, goal and context which formed the basis of viability of the real meaning 

of competency. In other word the meaning of competency must be construct-

ed contextually in which people of interest, goals and the existing context are 

duly taken into considerations. Differences in meanings of competency are 

not important as long as the developed meaning serves the people well in 
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their efforts to achieve the already formulated goals, which in turn have al-

ready been benchmarked in according to the existing context. 

Using what wDV�FDOOHG�µERXQGDU\�DSSURDFK¶�WKH�DERYH�WHDP�IXUWKHU�Ge-

veloped the meaning of competency by either one of two possible ways. 

From its formulations it can be indicated that this development was strongly 

influenced by the thoughts related to teacher preparation programs. One way 

GHYHORSHG�E\�WKH�WHDP�ZDV�GXEEHG�µLQVLGH�RXW¶�LQ�ZKLFK�HVVHQWLDO�GLPHQVLRQV�

ZHUH�XVHG�IRU�GHYHORSLQJ�FRPSHWHQFLHV��7KH�RWKHU�ZD\�ZDV�FDOOHG�µRXWVLGH�

LQ¶�LQ�ZKLFK�GLPHQVLRQV�LGHQWLILHG�DV�QRW�WKH�DSSURSULDWH�SDUWV�RI�WKH�FRQFHp-

tualized competencies were sorted out from further development so that the 

resulted competencies contained only the essential dimensions.  

,Q�WKH�µLQVLGH�RXW¶�DSSURDFK�GLVFXVVLRQV�ZHUH�GHYHORSHG�DURXQG�VL[�Ls-

sues. They were (1) personal versus task characteristics, (2) individual versus 

distributed competencies, (3) specific versus general competencies, (4) levels 

of competencies versus competencies as levels, (5) teachable versus non-

teachable competencies, and (6) static versus dynamic competencies. The 

µRXWVLGH� LQ¶�DSSURDFK�RQ� WKH�RWKHU�KDQG�FRQWUDVWHG� WKH�IROORZLQJ� LVVXHV�� ����

competencies versus performances, (2) competencies versus qualification, (3) 

competencies versus ability and capability, and (4) competencies versus an 

integrated set of knowledge, skills and attitudes. Shortly, it can be stated 

ZKLOH�WKH�µLQVLGH�RXW¶�DSSURDFK�WDNH�LW�IRU�JUDQWHG�D�QXPEHU�RI�HVVHQWLDO�DQG�

accepted dimensions to be develRSHG�DV�WKH�FRUH�RI�WHDFKHUV¶�FRPSHWHQFLHV��

WKH�µRXWVLGH-LQ¶�DpSURDFK�VWDUWV�WKH�GHYHORSPHQW�RI�WHDFKHUV¶�competencies by 

eliminating dimensions or entities which later turn out to be not essential as 

parts of the conceptualized competencies. 

Regardless of the ambiguous ways they used, at the end the writers suc-

ceeded in selecting a number of plausible meaningV�RI� WHDFKHUV¶�FRPSHWHn-

cies. Among the definitions recommended by the team were:  

x Competency is a knowledge, skill, ability, or characteristics associated 

with high performance on a job, such as problem solving, analytical think-

ing, or leadership. Some definitions of competency include motives, be-

lieves and values (Mirabile, 1997). 

x A competency is a cluster of related knowledge, skills and abilities that ef-

IHFWV�D�PDMRU�SDUW�RI�RQH¶V�MRE��WKDW�FRUUHODWHV�ZLWK�SHUIRUPDQFH�RQ�WKH�MRE��

that can be measured against well-accepted standards, and that can be im-

proved via training and development (Parry, 1996). 

x A competency is an underlying characteristic of an individual that is cau-

sality related to criterion-referenced effective and/or superior performance 
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in a job situation. Underlying characteristic means the competency is a 

fairO\�GHHS�DQG�HQGXULQJ�SDUW�RI�D�SHUVRQ¶V�SHUVRQDOLW\�DQG�FDQ�SUHGLFW�Ee-

havior in a wide variety of situations and job tasks. Causality means that a 

competency actually causes or predicts behavior and performance. Criteri-

on referenced means that the competency actually predicts who does 

something well or poorly, as measured on a specific criterion or standards 

(Spencer & Spencer, 1993). 

Beyond the definitions described above an even more constructivist 

view argued that the viability of the definitions of competency would increase 

if three factors were taken into consideration. Those three factors were peo-

ple, goal, and context. It means that a definite meaning of competency is ac-

tually not always relevant since it depends on who perform the competencies: 

individuals or a team, what is the goal of the formulation of competencies and 

in what context the competencies are expected to be performed.  

If the competencies are entitled to a group of people, differences will yet 

be detectable amongst the individuals. In many situations the differences are 

logical consequences of different roles the members of the group have to per-

form. The goals of the formulation of competencies can be classified into four 

groups: the goals related to training, recruitment and selection, restructuring a 

role for work improvement, and building a framework of reward system. 

Formulations of competencies may differ in the emphasis, width and depth 

for each purpose. Finally, the context, which is the broader reference for de-

veloping competencies must also be considered as each organization has its 

own goals and interests in formulating the meanings of competencies (of its 

staffs), and the level to be achieved in its organizational performance.  

WHY RETURN TO CBTE? 

Apart from the confusions resulted from different perceptions of compe-

tencies, and the lost of its grip in teacher education some years ago, a strong 

movement back to CBTE seems to get a new momentum along with the pro-

liferation of the philosophy of constructivism in education. Almost at the 

same time movements and developments in education with similar character-

istics such as contextual teaching-learning approach, competency-based edu-

cation at various types and levels of schools, and school-based improvement 

program were introduced and implemented. Even though these programs 

came up in different forms and had different objectives to achieve they shared 

some common characteristics, exposing indications that they were parts of 
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movements towards approach in education. The characteristics showing con-

structivist nature of the movements were recognition of the potency of the 

main actors of education activities²students, teachers and school community 

in general²and respect to efforts carried out by the actors to enhance their 

abilities.  

The above developments provoked questions about the reasons of the 

recursion, and whether there were relationships between movements to con-

structivist approach and CBTE. At the same time focal critics on CBTE were 

sound enough that the proponents of the approach were forced to find plausi-

ble responses and even formulated better forms of CBTE before introducing 

it to education community.  

Philosophically, the movements mentioned above can be regarded as 

indications of resurrection of awareness and respect to human potency and 

capacity to play a greater role in their own development towards maturity, 

and to achieve what they really want to achieve. Empirically it might be in-

spired by the weaknesses of rigid objective-based education which have been 

GRPLQDWLQJ�WKH�EXVLQHVV�RI�QXUWXULQJ�DQG�HGXFDWLQJ�\RXQJHU�JHQHUDWLRQV��,W¶V�

widely recognized that inflexible implementation of objective-based ap-

proaches in education has ignored the real seeds of human successes in their 

development, i.e. the potency and ability of human beings to plan for their 

own future and mobilize efforts to achieve it. However well-formulated they 

are, behavioral objectives actually are entities which come from outside the 

individuals and forcedly developed by teachers and other education authori-

ties for the learners. Whether the learners like it or not they have to perform a 

set of prescribed learning activities to achieve the objectives, and their pro-

gress will be judged accordingly. In other words, behavior objectives belong 

to the teachers and curriculum developers and the learners have to achieve 

them by mobilizing their best efforts regardless whether the objectives are 

suitable for them or not. There was a widely perceived sense that the teachers 

and curriculum developers had oversimplified the business of teaching and 

learning, that the essential and most important characteristics of it, i.e. provid-

ing opportunity to the learners to develop according to their own potency and 

capacity for growth, was denied.  

7KH�FRQVWUXFWLYLVWV¶�YLHZ�RI�KXPDQ�EHLQJ�RQ�WKH�RWKHU�KDQG��SXW�IRUZDUG�

LQGLYLGXDO¶V�SRWHQF\�DV�WKH�PDLQ�HOHPHQW�RI�JURZWK�DQG�WKH�SULQFLSDO�GULYH�WR�

perform an act, in the efforts to achieve certain objectives and to build the in-

dividuals capacity. By optimizing the use of their own potencies human be-

ings will actively and creatively develop ways to respond to the challenges 
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faced in their lives and solve the related problems. Successes in responding to 

the challenges mean further development of human potency and broadening 

of the capacity to solve greater and/or more difficult problems. In the con-

VWUXFWLYLVWV¶�YLHZ��EXLOGLQJ�RI�SHUVRQDO�FDSDFLW\�LV�IDFLOLWDWHG�E\�PHFKDQLVPV�

of adaptation, accommodation, and equilibration. It means that development 

of human capacity is contextual, taking into consideration the challenges ex-

posed by the environment. These mechanisms can be facilitated only in a 

constructivist learning situation. Behaviorist concepts of human development 

on the other hand have failed to take these into consideration. 

It can be concluded from the above discussions that the trends of return-

ing to CBTE, at least in part, have been inspired by the shift from behavior-

ism to constructivism. The adoption of constructivism as the principal philos-

ophy of education means providing greater opportunity for student teachers to 

manage their professional growth according to their own capacity. The stu-

dents have in their own hands full control of the development of their compe-

tencies, and are able to manage the rate of their own progress in their efforts 

to achieve the professional requirements. It means assurance for professional 

maturity or readiness which is expected to be achieved by the students before 

they leave teacher training institutions.  

The implementation of CBTE also means an establishment of quality 

assurance mechanism in teacher preparation, as by its implementation de-

pendable criteria of success in learning can be formulated. According to Joni 

(2003) these criteria in fact are the elePHQWV�RI� WHDFKHUV¶�FRPSHWHQFLHV�� L�H��

mastery of related academic subject, mastery of teaching skills, appreciation 

of relevant attitudes, and ability to perform professional work.  

Besides the above considerations there are a number of formal policies 

driving teacher education in Indonesia to return to CBTE. First, the Law of 

National Education System. Article 35 of this law declares national standards 

of education which includes standards of content, process, competencies of 

graduates, educational staff, equipment, management fund and evaluation. 

Further, it is recommended that the standards should be used as the main ref-

erence in the development of curriculum and other elements of education. 

These mean that all education initiatives should comply with the established 

standards, including the quality of graduates. The only comprehensive and 

dependable standard to judge this is the competency of the graduates, demon-

strated as professional performances. 

In relation to higher education, including teacher education, the Law of 

National Education System underlines two important issues. First, develop-
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ment of higher education curriculum, for every field of study, must be done 

with the national standards as the main reference. No field of study can be 

developed without taking the national standards into consideration. Second, 

teachers as the main constituents of education, and graduates of higher educa-

tion, have to fulfill, at least the minimum qualification criteria, which means 

there are basic competencies which must be mastered by the graduates of 

teacher education before formal teaching certificates are granted (High 

6FKRRO�7HDFKHUV¶�&RPSHWHQFLHV�'HYHORSPHQW�7HDP�������� 

Awareness of the importance of quality education requires development 

of creative initiatives and well-planned actions. To maintain the standards of 

quality of the teachers for instance, up-grading courses must be continuously 

conducted, probably in a collaboration between teacher training institutions 

and local, regional or national education authorities. This in turn, according to 

Director General of Higher Education is a new paradigm of teacher educa-

tion, developed in order to improve national competitiveness, and geared to 

seeking for organizational health and positive impacts of autonomy. 

)2508/$7,21�2)��,1'21(6,$1��7($&+(56¶�&2MPETENCIES 

Over the acceptance of recursion to CBTE another pressing need was 

widely felt by relevant parties responsible for its implementation. This was 

WKH� QHHG� IRU� VWDQGDUGV� IRU� WHDFKHUV¶� FRPSHWHnFLHV� DJDLQVW� ZKLFK� WHDFKHUV¶�

professional performances would be benchmarked, and efforts to achieve the 

competencies would be developed. Without dependable standards it would 

GLIILFXOW�WR�SODQ�ZKDW�WR�GR�LQ�WKH�GHYHORSPHQW�RI�WHDFKHUV¶�FRPSHWHQFLHV�DQG�

to judge whether a teacher has achieved a certain standard of competencies. 

Responding to this need a some sections of the Department of National 

Education launched efforts²some even establish a project²to facilitate for-

mulation of the standards of competencies for teachers. In general the results 

RI� WKHVH�ZRUNV�VKRZHG�H[WHQVLYH�DJUHHPHQW�XSRQ�WKH�HOHPHQWV�RI� WHDFKHUV¶�

competencies. However since not enough communications and coordination 

were made by the related parties before the formulation of the standards, 

some differences were easily identified between one formulation to the other. 

7KH�PDLQ�HOHPHQWV�RI�WHDFKHUV¶�FRPSHWHQFLHV�JHQHUDOO\�Lncluded in the 

formulations were (1) mastery of subject content, (2) knowledge about stu-

GHQWV¶�FKDUDFWHULVWLFV������PDVWery of teaching-learning methodology, and (4) 

personal and professional development. These four basic competencies were 

mentioned in at least in three versions of documents containing formulations 

RI� WHDFKHUV¶� FRPSHWHQFLHV��7KHVH�ZHUH� ���� WHDFKHUV¶� FRPSHWHncy document 
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produced by Sub-Directorate of Primary School Teacher Education, (2) the 

version produced by Sub-Directorate of High School Teacher Education, 

both of the Directorate General of Higher Education, and (3) the version pro-

duced by Sub-Directorate General High School Education of the Directorate 

General of Primary and Secondary School.  

Differences started to show up clearly when the main competencies 

were broken down into details. A document offered a very detailed infor-

mation while the other showed only the general ideas. 

 
 

 

1. Competency:  Mastery of subject content 

Sub competencies:  

Version 1 

Mastery of pedagogical content knowledge in five subjects, which enable 

WHDFKHUV�WR�VHOHFW��RUJDQL]H��UHODWH�WKH�FRQWHQW�ZLWK�WKH�VWXGHQWV¶�GDLO\�DFWLYi-

tLHV��7KH�FRQWHQW�VKRXOG�IXOILOO�WKH�VWXGHQWV¶�GDLO\�QHHG� 

Version 2 

Knowledge of educational concepts 

Mastery of academic subject content. 

Version 3 

Knowledge about the characteristic of subject matter. 

Knowledge about the use of the subject content in wider context 

2. Competency Knowledge about Students 

Sub competencies: 

Version 1  

Knowledge about entry level behavior 

Version 2 

(No entry) 

Version 3 

Ability to identify potencies of students to be developed 

Knowledge about students in relation to the competencies to be developed 

Ability to anticipate problems related to personal and social characteristics of 

the students. 
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CONCLUDING REMARK 

Return to CBTE seems unavoidable. First because of recent develop-

ments in learning paradigm, i.e., the shifts from behaviorist to constructivist 

approach are looming. Second, because of signals given by the education au-

thorities through the publication of formal papers in the form of laws or poli-

cies which indicate that indicate that the shifts to constructivism and recursion 

to CBTE are the right tracks. 

The shift from behaviorism to constructivism has caused changes in the 

way people view education. Formerly teachers were recognized as the main 

and the only resources of information. Students are regarded as individuals 

with a prospective potency in themselves and must be given enough oppor-

tunity to make use of their own potencies to grow to their maturity.  

7KH�QHZ�SHUFHSWLRQ�RI� VWXGHQWV¶�SRWHQFLHV� UHTXLUHV�QHZ�FRPSHWHncies 

of teachers as they will be deployed in a situations which is different from 

what was expected. Quick adaptation to the new situation can only be ful-

filled by teachers rich in various experiences. And these teachers can only be 

produced from a teacher education system which maximize the potencies of 

the students.  

Responding to the formal policies, various sections in the Department of 

National Education launched activities to develop CBTE. However since 

there was not enough coordination amongst the responsible parties, the final 

formulation of CBTE seems to trigger some new problems never anticipated 

EHIRUH��DV�WKH�LQIOXHQFH�RI�HDFK�LQVWLWXWLRQ¶V�LQWHUHVWV�GRPLQDWH�WKH�SURblems. 
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