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ABSTRACT

The study reported in this thesis aimed to develop an understanding of leadership at

the primary school level, particularly with reference to madrassa primary schooling, in

a  context  of  challenging  circumstances  geographically  and  demographically  in

Indonesia, a country with the biggest Muslim population in the world. It investigated

three  aspects  of  madrassa  primary  school  leadership  that  are  closely  interrelated,

namely,  the  historical  background  to  madrassa  school  leadership,  the  recent

developments in relation to madrassa school leadership, and issues of concerns for

madrassa  primary  school  leaders.  A  review of  the  school  leadership  literature  has

indicated that this body of work has been dominated by perspectives generated from

developed  Western  countries  and  has  largely  ignored  insights  from  Asian  and

especially  Muslim countries.  Additionally,  there has  been little  research relating  to

leadership at the individual school level for challenging circumstances geographically

and demographically. 

The  study was  guided by the theoretical  underpinnings  of  interpretivism.  It

employed qualitative methods of data collection including semi-structured interviews

and document analyses. Data were analysed using grounded theory methods of data

analysis.

The results related to the historical background to primary school leadership

from 1945 to 1998 revealed that throughout this period the government of Indonesia

gradually developed a highly centralised governance resulting in the tightly controlled

education management of madrassa primary schools  that weakened and neglected

madrassa  primary  school  leadership.  More  recently,  however,  the government  has

given  more  attention  than  previously  to  madrassa  education,  although,  because  it

comes under the Ministry of Religious Affairs, it is not decentralised. This has led to the

existence of more structural constraints than apply in the case of State schools.

Amongst  the  principal  current  concerns  faced  by  madrassa  primary  school

leaders  are  those  encountered  in  relation  to  ‘teachers’,  ‘infrastructure’,  and

‘management’.  Certain  issues  specifically  in  relation  to  ‘students’,  ‘finance’  and

‘staffing’ also arise at some but not all madrassas. Furthermore, a number of issues

unique to particular schools are detailed. 

The results of the study are significant for the literature and for possible future

research on educational leadership as well as for leadership policy and practice. They

are  also  useful  for  those  responsible  for  preparing,  developing,  and  implementing

professional  development  programs  for  school  leaders  and  teachers  in  challenging

circumstances geographically and demographically. 
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CHAPTER I

INTRODUCTION

1.1. Introduction

Indonesia is the country with the largest Muslim population in the world. Indeed, the

nation  has  13  per  cent  of  the  world’s  Muslim population. Accordingly,  it  is  hardly

surprising that Islamic education has for quite some time been an important matter for

its people. 

The country was colonized by the Dutch for 350 years and then by the Japanese

for  three-and-a-half years, before independence was  proclaimed on  17  August 1945

(Ricklefs,  1993).  Discriminatory  policies  by  successive  Dutch  governments  towards

Muslims in terms of education led to them becoming both defensive and progressive

in the field (Maksum, 1999). Defensive features included traditional scholars rejecting

Dutch  political  influence  in  Islamic  education and  promoting ideas  that  led  to  the

traditional  education  system  of  pesantren consolidating in rural  areas  to  escape

monitoring by  the  colonial-power  (Maksum,  1999).  Concurrently,  a  progressive

approach  to Islamic education  was pioneered by a number of reforming scholars by

‘imitating’  the  Dutch  pattern of  modern education  while at the same time giving it

Islamic characteristics (Kosim, 2007). This approach eventually led to the emergence of

the modern Madrassa system that exists in Indonesia today.

After the gaining  of  national  independence,  religious  education in Indonesia

received serious  attention from successive governments both  in  public  and private
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schools.  From the outset, it was closely related to the role of the Ministry of Religious

Affairs, which  was  officially  established  on 3 January  1946 (Direktorat  Pendidikan

Islam, n.d.). This Ministry strove intensively to promote Islamic education in Indonesia,

which  was  handled  by  a  special  unit within  it  entitled the  Religious  Education

Department.  This Department  operated  in  accordance  with  ‘notes  on  Islamic

education in Indonesia’ that were  compiled by the Department of Education of the

Ministry  of  Religious  Affairs  and  published  on  1  September  1956,  to  guide  the

provision of religious instruction in public and private schools, and  the provision of

instruction in general science in the madrassas (Direktorat Pendidikan Islam, n.d.)

In  1999,  the  nation’s  highly centralised education system was changed to a

decentralised one. Decentralisation in education and ‘madrassa-based management’

(MBM) were  introduced  to  facilitate  devolution  to  local-level-stakeholders,  and

especially  to  locally-based  leaders,  in  relation  to resources,  responsibility,  and

authority to oversee education management. However, as a part of the Ministry of

Religious Affairs, madrassas were to remain centralised. This created great challenges

for  school leaders,  and  particularly  for  those in  challenging  circumstances  both

geographically and demographically. Yet, little empirical research has been undertaken

to generate understandings on how school leaders  in Indonesia, and particularly in

madrassas, deal  with  the  contextual  complexity  of  their  work in  disadvantaged

locations.

In a sense, the latter matter is understandable since, internationally, there has

been little  research  undertaken on  school  leadership  more generally  in  developing

nations like  Indonesia.  Accordingly,  it  was  decided  that,  as  a  response,  the  study

reported later in this thesis would centre on school level leadership  at the primary

school  level  in the  madrassas  in Indonesia.  In  particular,  it  was  decided  to focus
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specifically on the historical background, current developments, and current issues of

concern  for  primary school leaders  in madrassas in  challenging  circumstances in

Indonesia, both geographically and demographically.

The  study reported  here  had  three  main  aims.  First,  it  aimed  to  generate

understandings on the background to primary school level leadership in the madrassas

historically in Indonesia, and especially from 1945 to 1998. The decision to pursue this

aim was premised on the assumption that leadership thinking and practices at present

can be best understood when there is clear knowledge of how it developed over time. 

The  second  aim  of  the  study was to generate  understandings on  the

developments that have taken place in relation to leadership at the primary school

level in madrassas in Indonesia from 1999 to the present. The year 1999 was chosen as

the starting point in relation to this second aim since that is when Indonesia changed

its  education  system  from  being  centralised  to  being  decentralised. Relatedly,  as

education reconstruction in the decentralisation era continues to be one of the main

priorities of the national  government,  it is important to gain an understanding of  the

developments in which the Indonesian government has been engaged in attempting to

develop  education,  and  particularly school  leadership, at the primary school level in

the madrassas.

The third aim of the study  was to generate understandings on the issues of

current  concern  to  primary  school-level  leaders  in  madrassas  in  challenging

circumstances, both geographically and demographically in Indonesia. The decision to

pursue  this  aim was  based  on  the  assumption  that  education  policy  and  decision

making  for  school  improvement  in  challenging  circumstances  geographically  and

demographically in the nation can be informed by making such understandings of this

nature  available  for  policy  makers  to  consider.  In  particular,  it  is  held  that
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understandings of this nature can help in the generation of professional development

programs for education leaders in Indonesia. It is also held that they can be instructive

to those working in other  postcolonial  and developing countries.  Furthermore, it  is

held  that  they  can  help  inform  future  research  on  school  leadership  in  Muslim

countries more  broadly  by  providing  insights  to  guide  and  refine  the  leadership

practices of education leaders there.

The remainder of this introductory chapter presents an overview of the thesis.

It opens with a summary of the international context of faith-based schools. It then

presents a brief overview of the scholarly literature related specifically to the three

research aims. Finally, the research approach adopted is outlined. While each of these

areas is dealt with at a general level in this chapter, they are discussed in greater depth

in later chapters.

1.2. Overview of the Context

An  understanding  of  school  leadership  in  Indonesia  needs  to  be  based  on  an

appreciation  of  the  broad  international  contexts  within  which  it  is  located. The

country, as has already been pointed out, has the largest Muslim population in the

world.  Therefore,  it  is  important to consider  Islam itself,  particularly  in relation to

education.  Furthermore, the nature of madrassa education needs to be considered

both internationally and within South East Asia. Finally, certain pressures on madrassas

in particular countries are noted. Each of these matters will  now be examined in a

general sense. They will be returned to in more detail in subsequent chapters.

1.2.1. Islam

Islam is  a  religion that  promotes  belief  in  one God,  Allah,  and in Muhammad,  His
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messenger.  This  religion  also  promotes  belief  that  along  with  Muhammad,  other

prophets or messengers of Allah existed before him, that he was the last messenger of

Allah,  and that  he brought  with  him the  most  concrete  and  complete  religion  for

people to adopt. Muhammad, it is held, was gifted with Al Qur’an as his miracle, just

like Moses was given a stick that could split the ocean and like Jesus who could make

dead people come alive. 

A  follower  of  Islam  is  called  a  Muslim  (Esposito,  2003).  Most  non-Muslim

historians have a belief that Islam originated in present-day Saudi Arabia, in Mecca and

Medina, at the beginning of the 7th century (Watt, 2003).  Muslims, however, believe

that it started long before Muhammad, arguing that it was the original faith of others,

including the prophets Adam, Noah, Abraham, David, Moses, and Jesus (Peters, 2003). 

Islam is the second largest religion is the world, comprising about 24.1 per cent

of the world’s population, with more than 1.8 billion followers. Also, Muslims make up

the majority of the population in 50 countries (Pew Forum, 2012; Lipka and Hackett,

2017).  About  87.2  per  cent  of  the  population  of  Indonesia  or  around  229  million

people are Muslims (World Population Review, 2020). 

Followers of Islam are mostly divided into two main denominations, Sunni and

Shia.  The  current  demographic  situation  in  relation  to  the  two  denominations

internationally is  hard to measure and it  varies according to the source consulted.

Nevertheless,  a  reasonable  approximation  is  that  87–90  per  cent  of  the

world’s Muslims are Sunni and 10–13 per cent are Shia, with most Shias belonging to

the Twelver Tradition and the rest being distributed across many other groups (Miller,

2009). Sunnis  are  in  a  majority  in  most  Muslim  communities  in South  East

Asia, China, South Asia, Africa, and most of the Arab world, while most Shias live in

Iran, Pakistan, India and Iraq (Miller, 2009). Regardless of the groups to which they

https://en.wikipedia.org/wiki/Muslim
https://en.wikipedia.org/wiki/Arab_world
https://en.wikipedia.org/wiki/Africa
https://en.wikipedia.org/wiki/South_Asia
https://en.wikipedia.org/wiki/China
https://en.wikipedia.org/wiki/Southeast_Asia
https://en.wikipedia.org/wiki/Southeast_Asia
https://en.wikipedia.org/wiki/Twelver
https://en.wikipedia.org/wiki/Muslim
https://en.wikipedia.org/wiki/Moses_in_Islam
https://en.wikipedia.org/wiki/David_in_Islam


6

belong, however, Muslims around the world are expected to perform the ‘Five Pillars

of Islam’, and believe in the ‘Six Articles of Faith’. 

1.2.2. Madrassa Education Generally in the Past and Present Internationally

This  section of  the  chapter  discusses  madrassa  education  in  the  past  and present

outside  of  South  East  Asia.  On  this,  consideration  focuses  on  Pakistan,  India  and

Bangladesh. These countries have been chosen because in a number of ways they have

settings similar to what is evident in Indonesia. By this is meant that they are both

developing countries and countries with very large Muslim population. The madrassa

in these, as in other countries, is modelled on an education system that is centuries old

and the emphasis has been on providing food, lodging and free education (Blanchard,

2007).  

Madrassas  have  existed in  Bangladesh  from perhaps  as  early  as  the  eighth

century, but the invasion of Ikhtiyar bin Bakhtiyar Khilji in 1197 paved the way for their

institutionalization (Riaz, 2008). The Deobandi madrassas were established in rural East

Bengal in the 19th century, following the demise of two Islamic revivalist movement in

Bengal, namely, the Faraizi movement and the Tariqah-i-Muhammadiya (Riaz, 2008).

The  most  notable  madrassa  of  the  Deobandi  tradition,  Darul  Uloom  Muinul

Madrassah, originally was a maktab in Hathhazari in 1897. Then, in 1901, it was moved

to the outskirts of the city of Chittagong (Riaz, 2008).

Limitations notwithstanding, madrassas play a distinctive role in contemporary

India. Indeed, it is not easy to understand the present role of the Muslim community in

India without examining the importance of madrassas in Indian society (Riaz, 2008).

The first madrassa there is said to have been established by Muhammad Ghori in 1191

AD at Ajmer (Uddin, 2005). However, the total number of madrassas in India at present
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is  still  not  clear.  According to Riaz  (2008),  however,  there were more than 40,000

madrassas in India at the beginning of the present century. 

The  number  of  madrassas  in  Pakistan  increased  significantly  following

independence in 1947, when there were only 189 of them. In 2008, the total number

had increased to 40,000 (Hyat, 2008; Mohanty, 2013) as a result of demand from the

people (Rahman & Bukhari, 2006). For these, these madrassas in Pakistan are deemed

to be non-government organizations (NGOs) since they provide free education, free

food and free boarding (Bano, 2007; Ahmed 2009). It is sometimes said that western

countries tried to stimulate secular intellectual development here, and in other Muslim

countries, but that madrassa organizers have been very active in resisting this move

(Sodhar, et.al., 2013).

1.2.3. Madrassa Education Generally in the Past and Present in South East Asia

With the spread of Islam in Southeast Asia, and especially in Malaysia, religion became

the  main  focus  of  education  there  by  the  15th century  (Ishak  &  Abdullah,  2013).

According to writings in Hikayat Abdullah, Islamic education was first provided at the

teachers’ homes and from there it  shifted to the masjids,  then to the  surau  (small

praying rooms or buildings), then to the madrassa (religious school), and finally to the

pondok  schools  (Keow,  2008).  The  term  pondok  is  derived  from  the  Arabic  word

funduq, which means a hostel  or hotel,  but in Malay, it  later came to mean a hut

(Shuhaimi & Abdullah, 2013). It is also a term derived from the practice of religious

teachers in a village attracting students from outside of it. They built small huts around

the teacher’s house (Shuhaimi & Abdullah, 2013) and they studied with him full-time. 

The earliest structures for Islamic schools specifically in Singapore were simple

and informal (Aljunied & Hussin 2005; Ling & Fui,  2007; Mutalib, 1996). They were
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named the  Qur'anic schools and they grew from the 15th to the late 19th century.

They had a focus on the mastery of the Arabic Language through memorization and

recitation of the Qur’an (Aljunied & Hussin, 2005; Mokhtar, 2010). The students were

not  taught  to  study  the  foundations  of  the  Qur’anic principles  to  help  them  to

comprehend their social, moral, political, and economic functions as required by the

Qur’an (Bakar, 2006). Nevertheless, they could proceed to learn the Malay language,

which was then written in Jawi script, and, in time, be appointed as teachers (Aljunied

& Hussin, 2005).

As already stated, another type of Islamic education institution that appeared,

was the  pondok schools or  pesantrens (funduq in Arabic). This was an institution of

learning  that  was  like  a  contemporary  boarding  school  because  students  lived  in

simple huts built around the religious teacher’s house (Aljunied & Hussin, 2005). Thus,

in  general  it  was  a  private  institution  that  was  usually  founded  by  a  well-known

religious teacher (Mokhtar, 2010; Bakar, 2006). Academic subjects taught in it included

Islamic  theology  (tauhid),  Quranic  exegesis  (tafsir),  Islamic  jurisprudence  (fiqh),

collections of sayings and teachings of the Prophet (hadith), Arabic grammar (nahu),

Islamic mysticism (tasawwuf) and Islamic history (tarikh). Those subjects were taught

using habitual  learning,  memorization, and the copying of texts of the teachings of

Islam (Mokhtar, 2010; Bakar, 2006).

1.2.4. The Pressure on Madrassa in some Countries

The madrassa in some countries is deemed to be providing informal education where

it  is  attached to a  masjid.  However,  not  all  madrassas  can operate  freely  in every

country. Indeed, some madrassas are under severe pressure at present, especially in

China, Tajikistan, and Burma. 
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Chinese Muslims are a religious minority in an atheistic state and a multiethnic

society that, over the past three decades, has experienced deep economic, social and

cultural  change  (Calabrese,  2017).  On  this,  Chinese  authorities  have  devoted

considerable  time  and  effort  to  face  challenges  posed  by  national  ethno-religious

minorities (Calabrese, 2017). In September 2014, for example, they seriously restricted

religious  activities  following  deadly  conflict  in  the  country’s  Muslim  northwest

(Chasmar, 2014). In total 190 children were taken into security and dozens of adults

were jailed. This followed action the month before when the government also took

steps to ensure that 82 children would not attend madrassas (Chasmar, 2014).

Notwithstanding that almost all  of the citizens are Muslims, madrassas have

been  banned  in  Tajikistan.  The  shutdown  started  in  2005,  when  the  government

forbade  female  students  from  wearing  the  hijab (Islamic  headscarves)  in  secular

schools. Later, in 2011, children under 18 years of age were forbidden to pray in the

masjids. From the beginning of 2011 also, 1500 masjids were shut down by the Tajik

government. In addition, there was a banning of the use of loudspeakers calling people

to  prayer  (salat),  the  forbidding  of  masjids  to  allow  women  to  enter,  and  the

monitoring  of  imams  and  students  obtaining  an  Islamic  education  abroad  (Goble,

2011). It was also required that sermons in masjids be approved by the government,

that the masjid sermons be limited to 15 minutes duration, and that people under 40

years of age be forbidden to go on the Haj (Goble, 2011; ‘Beardless and jobless’, 2017).

In  addition,  almost  3,000  young  men  attending  religious  schools  in  Afghanistan,

Pakistan, Egypt and a number of other countries were forced to return to Tajikistan

(Goble, 2011; ‘Beardless and jobless’, 2017). The previous year, 2010, Tajikistan had 19

registered madrassas and hundreds of unregistered ones.  The last madrassa in the

country was closed in 2016 (Bayram, 2016; ‘Beardless and jobless’, 2017).



10

Two madrassas in Rangoon, Burma, were closed on 28 April, 2017. This was due

to the influence of Buddhist nationalists, who put pressure on the local government

‘(Burma: Two Islamic schools shuttered in Rangoon’, 2017). The Buddhist nationalists

claimed that the closing was lawful because madrassa leaders had signed a document

in October 2015 agreeing not to use the schools for prayer (Burma: Two, 2017).

1.3. Overview of the Literature

This section of the chapter provides an overview of the literature that is relevant to

understanding the results of the research project reported later in this thesis. It is in

three parts. The first part provides an overview of the literature on faith-based schools

in general and in Indonesia. The second part provides an overview of the literature on

leadership, including leadership in schools. The third part provides an overview of the

literature on leadership in schools in developing countries, including in Indonesia. All of

these matters are taken up again in more detail in Chapter Three.

1.3.1.  An  Overview  of  the  Literature  on  Faith-based  Schools  in  General  and  in

Indonesia

There has, for some time, been a tendency to place faith-based schools on the margins

of investigations that examine important issues within the field of education (Grace,

2003, 2009). However, it also came to be recognized around 15 years ago that the

growth of these types of schools meant that increased attention should be paid to

them (Johnson, 2005) and that research investigating faith-based schools should be

conducted in a variety of contexts. That said, much of the research that followed has

tended to focus on Christian schools, and especially Catholic schools. Further, much of

it  has  been undertaken within  the United  States  of  America  (Arthur,  2005,  Grace,

2003).
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The complex context of faith-based schools is demonstrated by their distinctive

characteristics.  They  are considered distinct  as  a  result  of  the  particular  purposes,

characteristics  and  ethos  which  have  an  impact  on  their  aims  and  environments

(Halstead  &  McLaughlin,  2005;  McGettrick,  2005;  Sacks,  2004).  The  distinguishing

features are influenced by the particular faith of a school and its religious traditions, as

well  as  by  the processes  that  the  school  uses  to  select  students  and to  hire  staff

(Halstead  &  McLaughlin,  2005;  McGettrick,  2005).  These  features,  along  with  the

values and beliefs underpinning a school’s faith, tradition, it has been argued, can have

an influence on a range of schools’ procedures, including the ways in which faith-based

school leaders understand and approach their work (McGettrick, 2005; Sacks, 2004).

Thus, faith-based schools’ complex contexts offer great possibilities for generating rich

insights into educational leadership understandings and practices.

Education is  closely  related  to the social  history of  a  country.  In  Indonesia,

there are two types of Muslim schools, the pesantren or Islamic boarding school and

the madrassa.  Pesantren  is the name given to the  secondary-level Islamic education

system  in  Southeast  Asia  providing  training  in  Islamic  subjects  (Esposito,  2003;

Wahjoetomo, 1997). It aims to get one to study, understand, deepen, live, and practice

the teachings of Islam by emphasizing the importance of religious morals as a guideline

for everyday behaviour (Mastuhu, 1994). 

Madrassas in Indonesia are included in the formal education system alongside

regular schools (Basri, 2017). Unlike regular schools, however, which are located under

the Ministry of National Education, they are located under the Ministry of Religious

Affairs (Hadi, 2017). Nevertheless, the students in the madrassas have to follow the

national curriculum along with 30 per cent of added Islamic subjects (Hadi, 2017). The

madrassas  in  Indonesia  are  located  at  three  levels,  Madrasah  Ibtidaiyah (primary
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school) for six years,  Madrasah Tsanawiyah (junior high school) for three years, and

Madrasah Aliyah (senior high school) for three years (Maksum, 1999).

1.3.2. An Overview of the Literature on Leadership, including Leadership in Schools

Leadership is commonly defined as a process aimed at influencing people’s attitudes

and behaviors, and also at influencing the organisational system within which people

work  (Bush,  2011;  Heck  &  Hallinger,  2009).  Further,  there  is  a  notion  that  it  is  a

collective social process emerging through the interaction of multiple actors. This is a

relatively  recent  addition  to  discussions  critiquing  heroic  versions  in  leadership

research, particularly that of charismatic leadership (Uhl-Bien, 2006). 

Over the last 15 years also,  various definitions of leadership have emerged.

Nevertheless,  in  a  review  of  the  literature  in  2003,  Bennett  et  al.  (2003)  found

agreement on three basic assumptions: (a) leadership is an emerging key feature of

the group; (b) there is openness towards who can perform leadership tasks, with a

focus on inclusion rather than exclusion; and (c) leadership tasks are shared among the

many,  not  only  the  appointed  leaders.  Further,  while  the  area  of  educational

leadership  has  been  the  subject  of  an  abundance  of  research,  it  appears  that  a

comprehensive understanding of the concept has often proved to be elusive. On this

Sergiovanni (1992, p.2) remarked that “the topic of leadership represents one of social

science’s greatest disappointments. After fifty years of steady work, social science can

tell us very little about the subject”. Later, Heck and Hallinger (2005) lamented that in

spite of studies employing a diversity of perspectives and research methods, the field

of educational  leadership was continuing its “inability to fulfil  the promise of clear,

cumulative knowledge” (p. 234). That said, research since the early 2000s established

that leadership matters and that it has an impact on a school’s effectiveness (Bush &
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Glover, 2003; Leithwood & Riehl, 2003). 

1.3.3. An Overview on the Literature on Leadership in Schools in Developing 

Countries, including in Indonesia

There has been a growing interest in studies on school leadership over the last three

decades.  Recent research has indentified core practices in school leadership that to

some  extent  require  suitable  adjustments or  modifications to contextual

circumstances  in  order  to  be  effective  (Jacobson,  2011;  Klar  &  Brewer,  2013;

Penlington, Kington, & Day, 2008; Ylimaki, Bennet, Fan, & Villasenor, 2012; Ylimaki,

Jacobson,  &  Drysdale,  2008). However,  little  attention has  been  devoted  to

understanding  the nature of those contexts where school leadership is taking place

and to understanding its impact on school leadership (Billot, 2005). 

Context  matters for school  leadership.  On this,  Gronn and Ribbins (1996, p.

454) argued that a “context of situation, culture and history constrains leadership and

gives it its meaning. It is a vehicle through which particular leaders can be empirically

understood”.  This observation was reiterated later by Clarke and Wildy (2004) and

more  recently  by  Clarke  and  O’Donoghue  (2016). They  argued  that  leadership  is

generally context-bound and, accordingly, should be understood from the ‘inside out’.

By this, they mean that it should be understood from the perspective of actual leaders

and their interactions with others in a specific context. 

1.4. Research Methodology

As indicated already, there has been a growing interest in studies on school leadership

over the last three decades. However,  almost no studies have been conducted that

have focused  on  the  perspectives  of  leaders in  madrassas on  their  leadership  in
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relation to their circumstances. The study reported in this thesis was undertaken as on

e contribution to  filling  the  gap  in  the literature  on  educational  leadership in  this

regard. Also, at a broader and theoretical level, it contributes to an understanding of th

e importance of considering the neglected issue of context and its influence on leaders

hip practices in education (Vroom & Jago, 2007). 

The research was undertaken to generate theory on leadership at the primary s

chool level in madrassas in Indonesia. Three aspects of this that are closely interrelated

were  investigated.  These  were  the  background  to primary  school  leadership  in

madrassas historically, recent developments in primary school leadership in madrassas

in  the  nation,  and  issues  of  current  concern  for  school  leaders in  madrassas in

challenging circumstances in Indonesia both geographically and demographically. 

The following central research questions were developed from the three aims o

f the study and they also guided the choice of the research methodology:

1. What  is  the  historical  background  to  primary  school  leadership  in  the

madrassas in Indonesia from 1945 to 1998? 

2. What recent developments have taken place in relation to primary school

leadership in the madrassas in Indonesia from 1999 to the present ? 

3. What  issues  are  currently  of  concern  to  primary  school  leaders  in  the

madrassas in challenging circumstances in Indonesia?

1.4.1. Theoretical Framework and the Three Research Questions

The  nature  of the research  questions was aimed  at  producing  data  to  generate

understandings of phenomena based on the perspectives of participants. This required

the adoption of an approach that would enable one to interpret social phenomena

(O’Donoghue, 2018). Such  an approach is based on the interpretivist paradigm. The
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term  paradigm  here  refers  to  “a  set  of  assumptions  about  the  world  and  what

constitutes the proper techniques and topics for inquiring into that  world” (Punch,

2009, p. 16).

The interpretivist paradigm was chosen for  the study because interpretivism

seeks to reveal  the meanings that people bring to their situations and actions, and

which they use to understand their world (Blaikie & Priest, 2017; O’Donoghue, 2018).

The meanings are created through social  interactions. Accordingly, they have to be

understood and interpreted within the context of the social practices in which they are

embedded. Understanding these meanings can lead to an understanding of the social

phenomena in question (Blaikie & Priest, 2017; O’Donoghue, 2018). 

The pursuit of the first and second research aims necessitated interpreting the

historical  background  and  current  developments  in  relation  to primary  school

leadership in madrassas in Indonesia. This was undertaken largely in relation to key

government reports and documents produced centrally by the Ministry of Religious

Affairs in Indonesia and they were supplemented by interviews with the Department

Heads of Madrassa at the Provincial Office of Ministry of Religious Affairs. The current

concerns  of  Indonesian  primary  school  principals  in  madrassas  in  challenging

circumstances were investigated by means of interviews only. 

For  each  of  the  central  research  questions,  a  set  of  guiding  questions  was

developed.  These  guiding  questions  were  not  specific  questions  to  be  answered.

Rather, they were general questions to start with which were considered to have the

greatest potential to generate data relevant to the central area of interest. Based on

the  guiding  questions,  an  aide-memoire (O’Donoghue,  2018;  Punch,  2014)  was

developed. Further questions evolved through the interaction of the researcher with

the data.
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Methods of data collection and analysis used by those who espouse grounded

theory approaches to research and which are consistent with interpretivism, (Corbin &

Strauss,  2008;  Hennink,  Htter,  &  Bailey,  2011)  were  employed.  The  essence  of  a

grounded theory analysis is to generate conceptually abstract categories grounded in

data through a process of abstraction in which concepts are inductively inferred and

designated  to  stand  for  categories  induced  from the  raw data  (Punch,  2014).  The

outcome of this approach is often a set of propositions showing connections between

concepts which are more abstract than those in the data themselves (Punch, 2014). 

In line with the grounded theory approach, data gathering and analysis were

undertaken  simultanously  (Charmaz,  2006;  Corbin  &  Strauss,  2008;  Johnson  &

Christensen,  2012).  The  researcher  went back  and forth  between the participants,

gathered new  data, and then returned to the evolving theory to fill  in gaps and to

elaborate on certain matters (Cresswell, 2013). In doing this, the researcher was able

to choose new participants based on the emerging concepts and validate the concepts

developed (Merriam, 2009).  

1.4.2. The Three Research Questions

1.4.2.1. The First Research Question

The first research question of the study reported in this thesis was aimed at generating

understandings about  the  background  to  primary school  leadership in  madrassas

historically in Indonesia, and especially from 1945 to 1998. To address this, data were

primarily identified through a review of a wide range of public and private records and

documents.  These  are  the  two  common  types  of  documents  used  in  qualitative

research (Merriam, 2009). 

An interpretivist frame was applied to examine the data and gain insights from
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them.  On this, Greene (1994) explains that document review is a method that offers

great  consonance  with  the  interpretivist  approach  to  research.  The  documents

perused  included,  as  recommended  by  Fitzgerald  (2012),  education  policy  papers,

official websites, official statistics, regulations, and legislation.  Documentaries, books,

and published strategic plans, as recommended by Savin-Baden and Major (2013), also

perused. The  researcher  gathered  the  data  and   made  copies of  them for  more

detailed analysis (Savin-Baden & Major, 2013).

1.4.2.2. The Second Research Question

The second research question in the study reported in this thesis aimed at developing

an understanding of the  developments that  have taken place in relation to primary

school leadership in madrassas in Indonesia from 1999 to the present.  In addressing

this second research question, an interpretivist frame was again applied. This time the

objective was to examine and interpret a  wide range of  contemporary  and official

records and  documents.  To  this  end,  data  were  gathered  by  the  same  methods

outlined for the previous research question. 

1.4.2.3. The Third Research Question

The  third  research  question  in  the  study  reported  in  this  thesis  was  aimed  at

developing  an  understanding  of  the  current  issues  of  concern  for  primary  school

leaders  in  madrassas  in  challenging  circumstances  in  Indonesia. In  this  regard,

‘concerns’  were  considered  to  be  matters  that  affect  individuals  in  their  everyday

working lives.  To put  it  another  way,  they are  matters  that  represent  participants’

interest and attention. 

Once again,  the interpretivist  paradigm guided the investigation.  A series of
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semi-structured interviews was conducted with primary school leaders in madrassas. A

general  set  of  open-ended  questions was  posed  for  all  participants  (Johnson  &

Christensen, 2012). This gave the researcher flexibility when conducting the interviews.

It also allowed her to be responsive to what participants said. Further, it allowed her to

follow up points raised, to vary the order of questions, to follow up leads, and to get

clarity on inconsistencies in answers (Bryman, 2013).

The selection of participants for interviewing in relation to research question

three was based on two notions, that of purposeful selection and maximum variation

selection (Cresswell, 2013; Johnson & Christensen, 2012).  Participants were  primary

school  principals from  six government-run  madrassas  from  the  region  of  South

Sumatra Province,  in Sumatra, Indonesia. The schools  selected located in rural areas,

are  relatively  remote  from  District  Religious  Affairs  Offices,  and  are  in  low  social

economic  communities. Individual  interviews  were  conducted  in  each  school.  The

identification of participants interviewed was guided by judgments made related to

their  potential  to  generate  further  insights  about  the  current  concerns  of  primary

school leaders’ and how they deal with their concerns. 

1.5. Conclusion

This chapter has provided a brief overview of the study outlined in this thesis. Seven

more chapters follow. Chapter Two depicts the broad context of Islam, of faith-based

education,  of  madrassa  education  internationally  and  in  South  East  Asia,  and  of

madrassas being under pressure in some parts of the world. Chapter Three reviews the

main  bodies  of  literature  relating  to faith-based  education,  to  leadership,  and  to

leadership in schools, including in Indonesia.  Chapter Four describes the qualitative

research approach adopted that facilitated the investigation of the three research aims
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and associated research questions. Chapters Five, Six and Seven report the results of

the study. Chapter Eight concludes the thesis. It consists of a summary of the study and

a  discussion  of  the  results.  Implications  for  future  policy  and  practice  are  also

considered.
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CHAPTER TWO

OVERVIEW OF THE CONTEXT

2.1. Introduction

It is important from the outset to have an appreciation of the fundamental precepts of

Islam as  the study  reported  later  is  specifically  about  state  Islamic  primary  school

education in Indonesia, also known as madrassa education. Accordingly, the first part

of the chapter opens with an introduction to Islam. After that, faith-based education is

discussed in relation to its international context. In particular, it deals with faith-based

education in  the United States,  Australia  and the United Kingdom. Next,  madrassa

education in three countries is discussed. These countries are Bangladesh, India, and

Pakistan. The focus then moves to madrassa education in Malaysia and Singapore in

South  East  Asia.  Finally,  the  chapter  discusses  the  fact  that  madrassas  are  under

pressure in various parts of the world. 

2.2. Introduction to Islam

Islam is a religion that promotes a belief in one God, Allah, and in Muhammad as His

messenger.  This  religion also  holds  that,  along  with  Muhammad,  there have  been

other prophets or messengers of Allah, that he was the last messenger of Allah, and

that he brought the concrete and complete religion. Muhammad, it is believed, was

gifted with Al Qur’an through a miracle. In this respect, he was like Moses who owned

a stick that could split the ocean, and Jesus who could make dead people come alive. 

Most non-Muslims historians have a belief that Islam originated in Mecca and

Medina at the beginning of the 7th century (Watt, 2003). Muslims, however, believe

that it started long before Muhammad lived as it was the original faith of others whom
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they regard as having been prophets.  These include Adam, Noah,  Abraham, David,

Moses, and Jesus (Peters, 2003).  Islam is the second largest religion is the world. In

2012, it was noted that about 24.1 per cent of the world’s population, or more than

1.8 billion people, were followers (Pew Forum, 2012). Also Muslims in 50 countries

make  up  the  majority  of  the  population  (Lipka  & Hackett,  2017).  Indonesia  is  the

largest Muslim-majority country in the world, comprising about 12.70 per cent of the

Muslim population internationally  or  around 229  million people  (World  Population

Review,  2020).  Followers  of  Islam,  here,  as  elsewhere,  are  divided into  two major

denominations, namely, Sunni and Shia. 

The  current  demographic  situation  between  the  two  denominations

internationally  is  hard  to  measure and the statistics  available  vary  by  source  also.

Nevertheless, it appears as if approximately 87–90 per cent of the world's Muslims are

Sunni and 10–13 per cent are Shia, with most Shias belonging to the Twelver tradition

and the rest being distributed between many other groups (Miller, 2009). Sunnis are in

the majority in most Muslim communities in South East Asia, in China, in South Asia, in

Africa, and in most of the Arab world. Most Shias live in Iran, Pakistan, India, and Iraq

(Miller, 2009). 

Muslims around the world are expected to perform, and believe in, the Five

Pillars of Islam and the Six Articles of Faith. The  Five Pillars of Islam are ritual duties

performed  by  Muslims.  They  are:  1)  Shahadah (the  confession  of  faith),  2)  Salat

(prayers  performed  five  times  a  day),  3)  Sawm  Ramadan (fast  on  the  month  of

Ramadan),  4)  Zakat (alms-giving),  and  5) Hajj (the  pilgrimage  to  Mecca)  (Hooker,

1999). Shahadah refers to the first thing that has to be stated when someone converts

to Islam (Gordon, 2009). It is the following simple sentence recited in Arabic: lā ʾilāha

ʾillā-llāhu muḥammadun rasūlu-llāh; “There is no god but Allah (and) Muhammad is

https://en.wikipedia.org/wiki/Arab_world
https://en.wikipedia.org/wiki/Africa
https://en.wikipedia.org/wiki/South_Asia
https://en.wikipedia.org/wiki/China
https://en.wikipedia.org/wiki/Southeast_Asia
https://en.wikipedia.org/wiki/Twelver
https://en.wikipedia.org/wiki/Muslim
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the messenger of Allah.” 

Salat is a name for prayers. It is obligatory for Muslims to pray five times a day

facing  Ka’bah in  Mecca.  Each  time  this  happens  it  is  preceded  by  wudhu (ritual

ablution) (Hooker, 1999; Emerick, 2004).  Each prayer is preceded by  Adhan (calling

people to perform salat). This is performed by men. Some Islamic scholars argue that

the belief is that men are chosen to say the Adhan for two reasons; they have louder

voices than women, and the voice of a woman calling people to pray might make some

men fantasize about her (Emerick, 2004). 

Sawm Ramadan is the requirement that forbids Muslims to drink and eat food

from dawn to dusk during the month of Ramadan (the ninth month of Hijri  (lunar

calendar)  (Emerick,  2004).  The  purposes  of  the  Sawm (fasting)  are  “to  control  the

desires and urges for worldly satisfaction and to feel empathy for the poor” (Emerick,

2004, p. 160).

Zakat, or alms-giving, is the fourth pillar of Islam. Every Muslim is expected to

give 2.5 per cent of his or her wealth when he or she possesses a particular minimum

amount of savings or of assets that have been kept for one year and valued as being

worth three ounces of gold or more (Emerick, 2004). Emerick also states that  zakat

money  can  be  donated  “to  the  poor,  the  needy,  destitute  new  Muslims,  people

drowning in debt, needy travellers, refugee relief foundation, widow, orphans, poor

relatives, and causes for freeing slaves” (2004, p. 154). 

The fifth pillar of Islam is the Hajj or pilgrimage. This Hajj occurs during the last

month of the Hijri calendar, with the call being to go to the holy city of Mecca. It is an

obligatory  ritual  for  one  to  follow at  least  once  in  a  lifetime in  the  case  of  adult

Muslims who can afford it, both physically and financially (Nigosian, 2004). The Hajj is

considered to be the largest annual gathering of people around the world (Mosher,



23

2005).

Devout Muslims also believe in Six Articles of Faith. These consist of: 1) Belief in

Allah,  The  Only  God,  2)  Belief  in  the  Angels,  3)  Belief  in  Holy  Books,  4)  Belief  in

Prophets,  5)  Belief in the Day of Judgement,  and 6) Belief in God’s predestination.

Belief in Allah is called Tawhid in Arabic. This means believing in an indivisible oneness

and relates to the concept of monotheism in Islam (Esposito, 2003). Indeed, tawhid is

the foundation of  Islam. It  can be stated in exact form by saying “La ilaha ilallah”

(there is no God but Allah). This means that there is only one true God and He alone is

worthy of being worshipped (Philips, 2005). 

Belief in Angels is the second Article of Faith. Angels in Arabic are  mala’ikah.

The number of Angels that exist is only known to Allah, but Muslims believe in at least

the following 10: 

1.   Jibril (Gabriel),  the angel of revelation, who is responsible for revealing the

Quran to the Prophet Muhammad, verse by verse.  Jibril also communicates

with all of the prophets (Burge, 2012).

2.   Israfil or Raphael is the horn blower. He is responsible for blowing the horn for

the first time to signify Qiamat (the end of the world) and the second time to

revive all for judgement in front of Allah. This is revealed in the Quranic verse:

“And the Horn will be blown, and whoever is in the heavens and whoever is on

the earth will fall dead except whom Allah wills. Then it will be blown again, and

at once they will be standing, looking on.” (Quran 39:68, Saheeh International)

3.   Mikail or Michael is the angel who delivers sustenance and nourishment for the

body and the soul (Bharucha, 2015).

4.   Izrail or Azrael is the angel of death, whose duty is to retrieve the soul from the

body at the exact moment that a person has been destined to die, as dictated
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by Allah.  This  angel  is  revealed  in  the Quran (32:11,  Saheeh International),

where it states “The angel of death will take you who has been entrusted with

you. Then to your Lord you will be returned.”

5.  Raqib and Atid are the two angels whose tasks are to record people’s actions,

thoughts, and feelings. They are considered to be the  Kiraman Katibin angels

who record a person’s  good and bad deeds (Dawood,  2006).   On this,  it  is

revealed in the Quran (50: 16-18, Saheeh International) as follows : 

And We have already created man and know what his soul whispers to him, and

We are closer to him than [his] jugular vein. When the two receivers receive,

seated on the right and on the left. Man does not utter any word except that

with him is an observer prepared [to record].

6.  Munkar and  Nakir are the two angels who will ask questions over a person’s

grave soon after he is buried (Campo, 2009).

7.  Ridwan is the angel who guards Paradise (Nigosian, 2004).

8. Malik is the angel who guards hell (Nigosian, 2004).

Belief in Holy Books is another fundamental belief of Muslims. The Holy Books

are the Torah (sent to the Prophet Moses),  Zabur or the Psalms (sent to the Prophet

David), the Gospel or Injil (sent to the Prophet Jesus), and Quran (sent to the Prophet

Muhammad (pbuh).  The belief is revealed in the Quran (3:3, Saheeh International):

“He has sent down upon you, [O Muhammad], the Book in truth, confirming what was

before it. And He revealed the Torah and the Gospel.” And in the Quran (4:163, Saheeh

International):

Indeed, We have revealed to you, [O Muhammad], as We revealed to Noah and

the prophets after him. And we revealed to Abraham, Ishmael, Isaac, Jacob, the

Descendants, Jesus, Job, Jonah, Aaron, and Solomon, and to David We gave the

book [of Psalms].

Muslims also believe in prophets. These include ‘messengers’ (rasul, pl.  rusul),
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who are bringers of a divine revelation via an angel,  and lawbringers that Muslims

believe were sent by God to every person, bringing God’s message in a language that

they can understand (Campo, 2009). There are 25 prophets and messengers of Allah

who  are  written  about  in  the  Quran.  They  are  Adam,  Enoch,  Noah,  Hud,  Salih,

Abraham, Lot, Ishmael, Isaac, Jacob, Joseph, Job, Isiah, Jonah, Shuaib, Moses, Aaron,

Elias, Elisha, David, Solomon, Zachariah, John, Jesus, and Muhammad. All Muslims are

expected  to  know  who  they  are.  Muslims  are  also  taught  that  prophets  were

‘protected from sin’ by God, so, unlike lesser human beings they cannot commit a sin

(Auda, 2019).

 The next belief is  belief in the Day of  Judgement or  Qiyamah.  This belief is

stated as follows in the Quran (2:177, Saheeh International): 

Righteousness is not that you turn your faces toward the east or the west, but

[true] righteousness is [in] one who believes in Allah, the Last Day, the angels,

the Book, and the prophets and gives wealth, in spite of love for it, to relatives,

orphans,  the  needy,  the  traveler,  those  who  ask  [for  help],  and  for  freeing

slaves; [and who] establishes prayer and gives zakah; [those who] fulfill their

promise  when  they  promise;  and  [those  who]  are  patient  in  poverty  and

hardship and during battle. Those are the ones who have been true, and it is

those who are the righteous.

 

What  will  happen on  the Day  is  also  described in  the  Quran (see  Quran surah  Al

Qiyamah). 

The last Article of faith for Muslims is God’s predestination or al-qaḍdāʾ wa al-

qadr. This concept is revealed in the Quran (57: 22-23, Saheeh International): 

No disaster strikes upon the earth or among yourselves except that it is in a

register before We bring it into being - indeed that, for Allah, is easy - In order that you

not despair over what has eluded you and not exult [in pride] over what He has given

you. And Allah does not like everyone self-deluded and boastful.

Al  Quran,  as  stated  above,  is  deemed  to  be  the  greatest  miracle  that  Allah

worked through Muhammad (pbuh). It is also deemed to be the finale of a series of

divine messages, starting with those revealed to Adam and ending with those revealed

https://en.wikipedia.org/wiki/Adam
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to Muhammad (Peters, 2003). Put simply, Al Quran is the sacred scripture of Islam. It

means ‘the recitation’ of what was revealed by Allah (Sinai and Ringgren, n.d.).  

Muslims  believe  that  the  Quran was  verbally  and gradually  revealed  by  God

to Muhammad through  the  angel Gabriel (Jibril) (Lambert  2013;  Williams  &  Drew,

2012)  over a period of approximately 23 years, beginning on 22 December 609 CE (Al

Quran, 17:105), when Muhammad was 40 years of age, and was concluded in 632, the

year of his death (Fisher, 1997; Nasr, 2007).   Muslims regard  Al Quran as the most

important  miracle  of  Muhammad  and  a  proof  of  his  prophethood  (Peter,  2003). 

Indeed the word ‘Quran’ occurs some 70 times in the text of the Al Quran, although

other names and words are also said to be used to refer to it (Wheeler, 2002).

2.3. Faith-based Education generally in the Past and at Present Internationally

A second body of scholarly literature that relates to the central  concern of this

thesis  is  that  on  faith-based  education  in  recent  years.  This  has  come  to  be

conceptualized  within  the  parameters  of  ‘faith-based  schooling’.  The  history  of

such schooling in much of the Western world from the middle of the nineteenth

century to the present day is one of Christian-based institutions being gradually

replaced by state-run ones. Nevertheless, throughout the period, Christian-based

schools continued to constitute a relatively strong minority group, often as a result

of  various  religious  denominations  engaging  in  political  campaigns  aimed  at

reaching different accommodations with the state in different countries in terms of

receiving  support,  including  financial  assistance.  The  nature  of  the  campaigns

undertaken,  which  were  sometimes  not  without  controversy  or  even  conflict,

became the focus of one of a number of areas of interest for various researchers in

the first half of the 20th century. 

https://en.wikipedia.org/wiki/Common_Era
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By the 1960s, academic interest in Christian schooling had waned, influenced

partly by the analyses of sociologists of religion whose view generally was that such

education provision would soon disappear because, as they saw it, the world was in

the grip of  an irreversible process of secularization (Bruce,  2003).  The apparent

decline  was  accompanied  by  secular  marginalization,  with  religion  being  subtly

ignored  as  unimportant  in  the  academic  and  media  worlds.  Later,  however,  it

became apparent that the gradual retreat of religion from public space which was

meant to eventuate in many European countries has not become a reality. On the

contrary, religion came to be very much at the forefront of debate and activity.

This, as Jackson (2007) put it, was partly due to the global attention it had received

as a result of the events of 11 September 2001. Equally, he recognized that positive

events  involving  religion had “an  impact  on  public  consciousness  in  relation to

issues within civil society” (Jackson, 2007, p. 27). 

What  characterizes  faith-based  schools  is  that  they  “reflect  a  particular

religious worldview in the way they are organized, in what they teach, and in the

integration of faith and learning” (Sullivan, 2006, p. 937). The media have become

especially  interested  in  the  phenomenon.  Minority  non-Christian  schools  have

received  much  attention,  in  part  because  they  are  viewed  as  being  somewhat

exotic in terms of what they see as being non-negotiable in a number of areas,

including school dress, pedagogical approaches and curriculum content. There has

also been some focus on the expansion of ‘fundamental’ Christian schools. Equally,

the  resilience  and  growth  of  schools  and  school  systems  provided  by  the

‘traditional’ ‘mainline’ Christian churches have been highlighted in the corpus of

published research.

Concurrently,  calls  went out  for  a  renewed scholarly  emphasis  on a wide
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variety  of  contemporary  issues  in  the  field,  including  those  of  a  curricular,

pedagogical,  management and leadership nature (Lawton & Cairns,  2005; Shah,

2006; Luckcock, 2007). This is not to overlook a number of related scholarly works

that appeared. For example, amongst the seminal works that resulted in the case of

Catholic schooling (the oldest tradition in Christian schooling) are those of Bryk, Lee

and Holland (1993) on the United States, Grace (2002) on England, and Sweetman

(2002) on New Zealand.  There is now a realisation that  such works need to be

accompanied by studies where the focus is very much on the historical background

in order to provide an understanding of the broader contexts out of which the

current  situation  has  emerged,  of  recent  developments  in  relation  to  various

aspects of faith-based schooling, and of the current concerns of key stakeholders in

faith-based education in different contexts. This thesis deals with these matters in

relation to leadership at the primary school level in the madrassa school sector in

rural areas in Indonesia. 

2.3.1. Faith-based Education in the United States in the Past and at Present

The United States has a long history of faith-based education, including in relation to

Catholic  education,  which  dates  back  to  1606  when  the  first  Catholic  school  was

established in St. Augustine, Florida. This was followed by The Ursuline Academy for

girls in New Orleans in 1727, a school which still continues to operate and is now the

oldest Catholic school in the country (U.S. Department of Education, 2008). 

Catholic schools constitute the largest proportion of faith-based education in

the United States. Indeed, in 2008, one in every three religious schools was a Catholic

school (U.S.  Department of Education, 2008). The United States had 6,841 Catholic

schools in 2011-2012, including 5,636 elementary schools and 1,205 secondary schools
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(McDonald & Schultz, 2012). In these schools, there were 2,192,531 students in total,

comprised of 1,568,016 students in elementary/middle schools and 624,515 in high

schools,  with the largest ethnic  group enrolled being from Caucasian (McDonald &

Schultz, 2012). 

According to Banks (2012), Catholic schools in the United States in 2012 were

accepting  students  of  all  religions,  ethnic  backgrounds,  and  ability,  and  the  more

competitive Catholic secondary schools tended to have high academic expectations. It

was also a common expectation that non-Catholic students took religion classes and

attended  the  spiritual  exercises  of  the  school  (Banks,  2012).  At  the  same  time,  a

decrease in students enrolling in Catholic schools started to set in around 20 years ago,

with 1,942 Catholic schools closing down between then and 2012 due to an exodus of

middle-income families  from their  catchment  area,  to  funding  problems,  and  to  a

decrease in the number of nuns who had been the main teachers in those schools

(Cavanagh, 2012).

Other forms of faith-associated education are also to be found in the United

States. In 2005-2006, there were more than 4,300 Christian schools and 2,500 Baptist

Schools located around the country (U.S. Department of Education, 2008). Reflecting

the historical religious traditions of various regions of the country, faith-based schools

can be found in specific communities.  In 2003-2004, there were 759 Jewish schools in

the United States, serving more than 200,000 students, 82,000 of whom were in New

York City. Also, in 2005-2006, there were 1,600 Lutheran schools, 23 of which were in

Milwaukee and had more than 3,600 students (Wisconsin Evangelical Lutheran Synod,

2008). Also, of the total national number of Jewish schools, 68 per cent were in the

latter two cities (Schick, 2004). 
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2.3.2 Faith-based Education in Australia in the Past and at Present

Faith-based schools, including Catholic schools, are also strong in Australia. (Striepe,

Clarke, O’Donoghue, 2014). Indeed, the first schools in Australia were Christian schools

established by the Church of England in New South Wales in the early days of British

settlement in the late 1700s. In 1872, Victoria became the first Australian state to pass

an Education Act providing for free, secular public education. Other states followed

suit  over  the  following  two  decades  (Buckingham,  2010).  As  a  result,  faith-based

schools did not receive any significant state financial aid until the mid 1970s.

Catholic education in Australia is popular not only with Catholics, who make up

27 per cent  of  the population,  but also with Australians  of  other faiths  and none.

Indeed, in 2000, Catholicism was the largest single religious denomination in Australia

(Hughes,  2000). In 2005, Australia had approximately 1700 Catholic schools, in which

57,000 teachers educate 665,000 students and the number was more or less about 20

per cent of  Australia's  school  age population (McLaughlin,  2005).   Australian faith-

based  schools  operate  under  the  education  requirements  set  by  federal  and

state/territory government authorities. In addition, faith-based schools are overseen

by their respective Catholic or independent school authorities.

2.3.3 Faith-based Education in England in the Past and at Present

A faith school in England is a school that teaches a general curriculum and also has a

particular religious character or has formal links with a religious organisation. Further,

it  usually  receives  state  funding.  The  earliest  known  schools  in  England  were

established in the late 6th century and were attached to cathedrals and monasteries.

Their role was to educate boys for monastic life and the priesthood (Scott & McNeish,

2012). Following the Act of Uniformity in 1662, religious dissenters set up academies to
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cater for students who did not wish to subscribe to the articles of faith of the Church of

England. Some of these ‘dissenting academies’ still  survive, the oldest being Bristol

Baptist College (Scott & McNeish, 2012).

Independent Muslim faith-based schools emerged in the 1950s and 1960s and

their numbers grew rapidly from 1990 (Scott & McNeish, 2012). The first two Muslim

schools  (one  in  north  London  and  the  other  in  Birmingham)  became  ‘state-

maintained’  in  1998.  Also,  Muslim  schools  were  actively  incorporated  into  ‘the

maintained sector’,  with  the government giving  the  Association  of  Muslim Schools

(AMS) financial support from 2001 to facilitate their integration (Hewer, 2001; Flint,

2007). 

The first free Jewish school in England was founded in 1732. By 2001, there

were Jewish schools in Manchester, Liverpool, and Birmingham, and in north-east and

north-west  London  (Miller,  2001).  The  first  state-maintained  Hindu  school  in  the

country was established in  September 2008,  in Harrow, west  London and the first

state-funded Sikh school  was established in Hillingdon,  London,  in 1999 (Scott and

McNeish, 2012). In 2012, 35 per cent of schools in England had a religious character

(6,814 faith schools out of a total  of around 20,000 maintained schools),  and were

educating  just  under  a  quarter  of  all  pupils,  with  70  per  cent  of  maintained faith

schools being Church of England schools and 30 per cent being Roman Catholic schools

(Scott and McNeish, 2012).

2.4. Madrassa Education Generally in the Past and at Present Internationally

This  section of  the  chapter  discusses  madrassa  education  in  the  past  and present

outside  of  South  East  Asia.  Bangladesh,  India,  and  Pakistan  were  chosen  for  this

purpose  because  they  have  similar  settings  to  those  in  Indonesia  as  they  are  all
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developing countries and countries with very large Muslim populations. 

2.4.1. Madrassa Education in the Past and at Present in Bangladesh

Bangladesh is a nation with a Muslim majority. Islam is the largest religion (Bergman,

2016), with the Muslim population being approximately 153.7 million.  This  makes it

the fourth largest Muslim population in the world, after Indonesia, Pakistan and India,

with it  being  90.4  per  cent  of  the total  population of  the country  in  2019 (World

Population Review, 2020). Religion has always been a strong component of identity in

the country, but this has also varied over time. Further, Bangladesh,  while being a

developing country, is one of the few secular Muslim majority countries in the world

(Bangladesh Bureau of Statistics, 2006).

Madrassas have existed in Bangladesh for a long time, perhaps even from the

eighth century. The invasion of Ikhtiyar bin Bakhtiyar Khilji in 1197 paved the way for

their  institutionalization  (Riaz,  2008).  The Deobandi  madrassas  were established in

rural  East Bengal  in the 19th century, following the demise of two Islamic revivalist

movements  there,  namely,  the  Faraizi movement  and the  Tariqah-i-Muhammadiya

(Riaz,  2008).  The  most  notable  Madrassa  of  the  Deobandi  tradition,  Darul  Uloom

Muinul Madrassah, originally was a maktab in Hathhazari in 1897. It was then moved

to the outskirts of the city of Chittagong in 1901 (Riaz,  2008). At least three major

madrassas emerged in the Chittagong district in the following 12 years; the best known

was  the  Jamia  Yunusia  Brahmanbaria  Madrassah  (Riaz,  2008).  This  madrassa  had

operated since 1907 and was formally established in 1914 (Jamia Yunusia, 1997). 

When  the  country  achieved  its  independence,  it  inherited  four  types  of

madrassas: Aliya Madrassahs – government-supported institutions modelled after the

Calcutta Madrassah; Qwami Madrassahs, privately managed Madrassas modelled after
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the  Deoband  Madrassah;  Furkania/Hafizia  Madrassahs –  pre-primary  education

institutions  offering  basic  Islamic  education  for  approximately  four  years  and

exclusively  for  memorizing  the  Al  Qur’an;  and  Nurani  Madrassahs/maktabs,  which

offered pre-primary education – literacy and basic knowledge of Islam (Riaz, 2008). In

2008,  the  number  of  Aliya  Madrassahs  was 14,152  (Mamun  & Shaon,  2018).  The

Bangladesh Bureau of Educational Information and Statistics (BANBEIS) has stated that

as of 2015 a total of 9,139 Aliya Madrassahs were operating in the country. Of these,

three were government run and the others were non-government run. The number of

total students enrolled was 2,409,373 (Mamun & Shaon, 2018).

2.4.2. Madrassa Education in the Past and at Present in India

Islam is  the  second  largest religion  in  India,  with  14.2  per  cent  of  the  country’s

population or roughly 195 million people in 2019, identifying as adherents of the faith

as an ethnoreligious group (World Population Review, 2020). Islam first came to the

western coast of India as early as the seventh century, when Arab traders came to

coastal Malabar (Sethi,  2007)  and  Konkan-Gujarat  (Wink,  1991).   Cheraman  Juma

Masjid in Kerala is thought to be the first masjid to have been built in India. It was built

in  629  CE  by Malik  Deenar (“Cheraman  Juma Masjid,”  2015). Ismaili Shia  Islam was

introduced  there  in  the  second  half  of  the  11th  century,  when Fatimid Imam Al-

Mustansir Billah sent missionaries (Blank, 2001). 

Islam  arrived  in North  India in  the  12th  century  as  a  result  of

the Turkic invasions  and it  has  since become a part  of  India’s religious  and cultural

heritage (Khan  &  Shaikh,  2016).  Over  the  centuries,  there  has  been  a  significant

integration of Hindu and Muslim cultres across India (Dunn, 2004) and Muslims have

played a notable role in the economics, politics, and culture of the country (Madani,
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1993). The socioeconomic status of Muslims has been an issue of discussion in India

for some time and social researchers and Muslim activists argued that Muslims were

subject to systemic discrimination since national independence (Riaz, 2008).

Limitations notwithstanding, madrassas play a distinctive role in contemporary

India. Indeed, in recent decades it was argued that it is not easy to understand the

present role of the Muslim community in India without examining the importance of

Madrassas  in  Indian  society  (Riaz,  2008).  The  first  Madrassa  is  said  to  have  been

established by Muhammad Ghori in 1191 AD at Ajmer (Uddin, 2005). Today, the total

number of Madrassas in India is not clear. According to Riaz (2008), however, there

were more than 40,000 madrassas in India in 2003.

2.4.3 Madrassa Education in the Past and at Present in Pakistan

Islam is  both  the  largest  religion  and  the state  religion in  the Islamic

Republic of Pakistan.  About  96.5  per  cent  of Pakistanis are  Muslims in  2019 (World

Population  Review,  2020).  Today,  Pakistan  has  the  second  largest  number

of Muslims in  the  world,  after  Indonesia  (World  Population  Review,  2020).   The

majority are Sunni (75–95 per cent) (Miller, 2009), while Shias make up between 5–20

per cent and Ahmadis (considered by the constitution of Pakistan to be non-Muslims)

are 1–2 per cent (CIA, 2010).

The  number  of  madrassas  in  Pakistan  has  increased  significantly  since

independence  in  1947,  when  only  189  existed.  In  2008,   the  total  number  had

increased to  40,000  (Hyat,  2008;  Mohanty,  2013) as  a  result  of  demand from the

people (Rahman & Bukhari, 2006). They have been deemed for some time to be non-

government organizations (NGOs). They provide a free education, free food, and free

boarding (Bano, 2007; Ahmed 2009). It is said that western countries tried to stimulate
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secular intellectual development in the country but that madrassa organizers refused

to introduce such an education within their system (Sodhar, et al., 2013). 

2.5. Madrassa Education Generally in the Past and at Present in South East Asia

This  section  discusses  madrassa  education  in  the  South  East  Asian  countries  of

Malaysia and Singapore. Here, madrassa education is taken as being one part of the

formal education system. In other words, each of the two countries also has other

education systems.

2.5.1 Madrassa Education Generally in the Past and at Present in Malaysia

With the spread of Islam in Southeast Asia,  and especially in Malaysia, in the 15th

century,  religion  became  the  centre  of  education  (Shuhaimi  &  Abdullah,  2013).

According to writings in  Hikayat Abdullah,  Islamic education was first taught at the

teachers’ home and from there, it shifted to masjid, to surau (small praying rooms or

buildings) and to madrassas (religious school) and finally to the pondok schools (Keow,

2008). The term  pondok  is derived from the Arabic  funduq which means a hostel or

hotel.  Specifically in Malay,  pondok  means a hut (Shuhaimi & Abdullah, 2013).  The

name comes from the situation, where a religious teacher in a village used to attract

students from outside the village, or even the state, and to help them study full time.

The  students  came  and  built  small  huts  around  the  scholar’s  house  (Shuhaimi  &

Abdullah, 2013).

Madrassas  in  Malaysia  were  first  established  around  1920  when  graduates

from Al Azhar University Cairo returned from studying there (Shuhaimi & Abdullah,

2013).  While  ruling  Malaysia,  the  British  did  not  interfere  with  the  pondok and

madrassa  education.  They  also  promoted  Malay  vernacular  schools.  Soon,  they
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realized that Malays would be encouraged to join the schools if some Islamic studies

were offered. As a result, the reading of the Qur’an was introduced as an afternoon

class. This gave rise to what was called sekolah petang or afternoon class. It effectively

divided the schooling into two—the secular system (schools using Malay language) and

the religious system of education. The teaching of all subjects in the former was paid

for by the government, while the teachers of the  Qur’an lessons were paid by the

parents of the students (Ishak, 1995).

After  Malaysia  gained  independence,  the  first  Prime  Minister  of  Malaysia,

Tunku Abdul Rahman, ordered that all schools allocate two hours to Islamic studies

and that the teachers who taught in them be paid by the state religious authorities

(Ishak, 1995). In 1961, Islamic religious education lessons were incorporated into the

national  syllabi  for  the primary and secondary schools,  while the state and federal

governments  had  to  cover  the  cost  of  instruction  (Kadir,  1994).  However,  while

interest in government schools grew, the  madrassa institutions declined due to not

having enough qualified teachers and also because of inadequate facilities and limited

resources (Shuhaimi & Abdullah, 2013). 

2.5.2 Madrassa Education Generally in the Past and Present in Singapore

Following the arrival of Islam in Singapore in the early 15th century (Aljunied &

Hussin,  2005),  the earliest  structures  for  Islamic  schools  were simple  and informal

(Aljunied & Hussin 2005; Ling & Fui, 2007; Mutalib, 1996). These Qur'anic schools grew

between the 15th and the late 19th century, with the focus being on the mastery of

the Arabic language to enable the memorization and recitation of the Qur’an (Aljunied
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& Hussin,  2005;  Mokhtar,  2010).  However,  the students  were not  taught  to study

Qur’anic principles to comprehend the social, moral, political, and economic functions

of the individual as stated in the Qur’an (Bakar, 2006). At the same time, while not

denying  the  narrow  methods  used  in  Islamic  education,  students  at  the  Qur'anic

schools were able to learn the Malay language (which was then written in Jawi script),

and in time be appointed as teachers in them (Aljunied & Hussin, 2005).

Another type of  Islamic education institution that  appeared was that  of  the

pondok schools, or pesantrens (funduq in Arabic). This was an institution of learning

with the features  of  a  boarding  school  because students  lived in simple huts  built

around the religious teacher's house (Aljunied & Hussin, 2005). The latter was nearly

always  a  private  institution,  usually  founded  by  a  well-known  religious  teacher

(Mokhtar, 2010; Bakar, 2006). Subjects taught in the pondok included Islamic theology

(tauhid),  Quranic exegesis (tafsir),  Islamic jurisprudence (fiqh), collections of sayings

and  teachings  of  the  Prophet  (hadith),  Arabic  grammar  (nahu),  Islamic  mysticism

(tasawwuf) and Islamic history (tarikh) (Mokhtar, 2010). Those subjects were taught

using  recitation,  memorization,  and the  copying  of  texts  of  the  teachings  of  Islam

(Bakar, 2006).

The first madrassa of note in Singapore, As-Sibyan, was established in 1905, at

Bussorah Street, in the vicinity of the Sultan Mosque (Mokhtar, 2010).  In spite of its

name, it resembled a pondok more than that of a madrassa, as it was run by a religious

teacher  from  Indonesia,  who  taught  in  his  home.  The  main  focus  was  on  the

memorization of  the  Qur’an (Mokhtar,  2010).  As-Sibyan relocated to Lorong Engku

Aman in Geylang Serai  sometime around 1923 (HistorySG, 2014).  However, little is

known about it from after that year. What is evident is that it has long since ceased

operations because no pondok schools currently exist in Singapore today (HistorySG,



38

2014). 

Other  madrassas  do  exist.  They  include  Madrassa  Al-Maarif,  which  was

established  in  1936,  by  Syeikh  Muhammad  Fadhlullah  Suhaimi.  He  was  a  strong

advocate  for  the  education for  girls  (Aljunied & Hussin,  2005;  Mokhtar,  2010).  Al-

Maarif was  also  the  first  madrassa  in  Singapore  to  enroll  both  female  and  male

students.  Today,  it  is  one  of  only  two  madrassas  that  offer  madrassa  education

exclusively to girls (Mokhtar, 2010). 

By 1941, Singapore was a major regional centre of Islamic education, producing

and attracting many prominent Islamic religious scholars (ulama) (Ling & Fui, 2007;

Mutalib, 1996). The period immediately following is often termed as having been the

‘golden period’ of madrassas in Singapore (Bakar, 2006). 

By  the  time  Singapore  achieved  self-governance  in  1959,  the  number  of

madrassas had reached 12, and the number of students attending these institutions

kept increasing, following the political merger between Singapore and Malaysia (1963–

1965).  Indeed,  the  number  of  Muslim  schools  in  Singapore  reached  28  in  1962

(Aljunied & Hussin,  2005).  After that,  however,  with the emergence of  Singapore’s

national  schools,  the popularity of  madrassa education declined.  As a result,  many

were  closed  and  their  future  roles  in  the  post-independence  era  appeared  to  be

uncertain (Bakar, 2006). 

By the early 1990s, however, the decline in demand for madrassas in the post-

independence era started to reverse. Soon, the popularity and demand for madrassa

education increased, so much that the number of applications was in excess of the

number  that  could  be  enrolled  (Hussin,  2003).  Also,  between then  and  2010,  the

student enrollment doubled (Mokhtar, 2010; Mutalib, 2012). 

It was expected that from 2000, the madrassas would provide not only religious
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education, but also such academic skills as mathematics, science and English (Bakar,

2006).  Accordingly,  there  was  much  debate  about  the  purpose  and  relevance  of

madrassa  education.  Madrassas  were  also  forced  to  adapt  to  rapidly  changing

circumstances (Mokhtar, 2010). 

The enactment of the Compulsory Education Act in Singapore in 2001, and its

eventual  implementation  in  2003  (Bakar,  2006)  resulted  in  madrassas  having  to

prepare the first group of madrassa students to sit for their Primary School Leaving

Examination (PSLE) in 2008 (Mokhtar, 2010). In doing so, they had to try to improve

their  teaching  competencies  in  English,  mathematics  and  science  (Mokhtar,  2010).

School hours were extended to accommodate both religious and secular subjects in

preparation for the PSLE (Onishi,  2009). Today,  there are six full-time madrassas in

Singapore with approximately 4,400 students and 220 religious teachers in total, and a

total annual intake of about 400 students (Mokhtar, 2010).

2.6. The Pressure in Madrassa in some Countries

Madrassas in some countries belong to the informal education sector, and are often

attached  to  masjid.  However,  not  all  of  them  can  freely  operate.  Indeed,  certain

madrassas are currently under pressure. Some of these are in China, Tajikistan, and

Burma. 

Chinese Muslims are a religious minority in an atheistic state and a multiethnic

society that, over the past three decades, has experienced major economic, social and

cultural changes, Chinese authorities have also devoted considerable time and effort in

facing up to the challenges posed by national ethno-religious minorities (Calabrese,

2017). Over the past 30 years, throughout all of China’s provinces (except for Xinjiang),

classes in Arabic and Islamic studies have been designed by masjids for all members of
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their  community,  from  three-year  olds  in  pre-school  programs,  to  eighty-year  old

seniors wanting to study the Qur’an and learn about their faith (Armijo, 2006). There

are now at least 35,000  masjids in  China,  along with 45,000 Muslim teachers,  and

24,000 students studying in Islamic schools (Armijo, 2006). 

The situation in Xinjiang Province resulted in the  Xanliq Madrassa, located in

Kashgar being demolished on 15 June 2009 (Beach, 2009). This madrassa, which was

listed  as  an  Autonomous  Region-level  protected  cultural  site,  was  knocked  down

without any protest or ceremony (Beach, 2009). It was said that it was torn down due

to its location, which was in the yard of Kashgar no. 1 Elementary School, in order to

make room for an athletic field (Beach, 2009). 

In June 2012, police ‘rescued’ 54 children from what was called ‘an illegal Koran

teaching centre’ in Hotan in the Xinjiang Uyghur Autonomous Region. This came at the

end of a raid which resulted in 17 people being injured. These included 12 children

being hurt as a result of suspects setting off explosives that caused a fire (Patranobis,

2012). In September 2014,  Chinese authorities cracked down on religious activities

following deadly conflict in the country’s Muslim northwest. Again they ‘rescued’ 190

children. They also jailed dozens of adults (Chasmar, 2014). 

Tajikistan  is  a  mountainous  landlocked  country  in  Central  Asia  with  an

estimated  population  of  8.7  million  people  in  2016,  and  an  area  of  143,100  km2

(55,300  sq  mi). It  is  bordered  by Afghanistan to  the  south, Uzbekistan to  the

west, Kyrgyzstan to  the  north,  and China to  the  east. Pakistan lies  to  the  south,

separated by the narrow Wakhan Corridor (Wikipedia, 2017a). 

The  population  of  Tajikistan  is  98  per  cent Muslim (approximately  95  per

cent Sunni and  3  per  cent Shia)  (Wikipedia,  2017b).  While  almost  all  citizens  are

Muslims, madrassas have been banned in Tajikistan.  This situation had its origin in

https://en.wikipedia.org/wiki/Shia
https://en.wikipedia.org/wiki/Sunni_Islam
https://en.wikipedia.org/wiki/Muslim
https://en.wikipedia.org/wiki/Wakhan_Corridor
https://en.wikipedia.org/wiki/Pakistan
https://en.wikipedia.org/wiki/China
https://en.wikipedia.org/wiki/Kyrgyzstan
https://en.wikipedia.org/wiki/Uzbekistan
https://en.wikipedia.org/wiki/Afghanistan
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2005, when the government banned female students from wearing the hijab (Islamic

headscarves) in secular schools (Wikipedia, 2017c). It then banned children under 18

year from performing prayers in masjids in 2011 (Tajikistan bans youth from mosques

and churches, 2011; Tajikistan moves to ban youth from mosques, churches, 2011). 

From  the  beginning  of  2011,  1500  masjids  were  shut  down  by  the  Tajik

government. The use of loudspeakers for calling to prayers (salat) was banned, women

were not allowed to enter masjids, Imams and students learning at Islamic education

abroad  were  monitored,  and  sermons  in  the  masjid had  to  be  approved  by  the

government. The latter resulted in the  masjid sermons being limited to 15 minutes,

and people under 40 being forbidden to go on the Hajj  (Goble, 2011; Beardless and

jobless,  2017).  Almost 3,000 young men attending religious  schools  in Afghanistan,

Pakistan, Egypt and other countries were forced to return to Tajikistan (Goble, 2011;

Beardless and, 2017). While Tajikistan had 19 registered madrassas and hundreds of

unregistered ones in 2010, the last madrassa was closed there in 2016 (Bayram, 2016;

Beardless and, 2017). 

Two madrassas in Rangoon, Burma were also closed on April  28, 2017. This

situation was brought about by Buddhist nationalists, who put pressure on the local

government (Burma: Two Islamic schools shuttered in Rangoon, 2017). The Buddhist

nationalists claimed that the closing was lawful because madrasa leaders had signed a

document in October 2015 agreeing not to use the schools for prayer (Burma: Two,

2017). Overall, however, this was seen as being a violation of the Muslim community’s

basic rights to religious freedom (Burma: Two, 2017).

2.7. Conclusion

This chapter began with a review of Islam. The focus then shifted to describing faith
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based education in international contexts. It then considered madrassa education in its

international context, in South East Asia, and in places in which it may be argued that it

is under pressure around the world. The next chapter will now present a literature

overview on faith-based schools, madrassas, and leadership.
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CHAPTER THREE

OVERVIEW OF THE RELEVANT LITERATURE

3.1. Introduction

This  chapter  provides  an  overview  of  the  literature  relevant  to  developing  an

understanding of the research project reported later in this thesis in relation to the

broad body of scholarship to which it relates. It is in three parts. The first part provides

an overview of the literature on faith-based schools in general, and in Indonesia more

specifically. The second part presents an examination of the literature on leadership,

including leadership in schools. The third part provides an overview of the literature on

leadership in schools in developing countries, including in Indonesia.

3.2. An Overview of the Literature on Faith-based

Schools in General, and in Indonesia

This  section  of  the  chapter  provides  an  overview  of  the  literature  on  faith-based

schools  in  general,  and  in  Indonesia  specifically.  It  is  in  three parts.  The  first  part

considers the literature that details research studies on faith-based schools in general,

apart from the literature specifically on leadership in such schools in Indonesia, and

also apart  from the literature on Muslim schooling.  The second part  considers the

literature that details research studies on Muslim schools around the world, apart from

the  literature  on  leadership  in  such  schools,  and  also  apart  from  literature  on

leadership in Muslim schools in Indonesia. The third part focuses specifically on the

literature that  details  research studies on Muslim schools  in  Indonesia,  apart  from

those studies that are concerned specifically with leadership in these schools.
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3.2.1. Faith-based Schools

For some time there has been a tendency to place faith-based schools on the margins

of investigations that examine important issues within the field of education (Grace,

2003;  2009).  However,  it  is  recognized  that  the  growth  of  this  school  sector  has

contributed to  increased attention being paid  to it  by  researchers  within  this  field

(Johnson,  2005)  and  that  research  investigating  faith-based  schools  has  been

conducted in a variety of contexts. That said, much of the research has tended to focus

on Catholic schools, especially in relation to the United States (Arthur, 2005, Grace,

2003).

The complex context of faith-based schools is demonstrated by their distinctive

characteristics.  In  this  connection,  they  are considered distinct  as  a  result  of  their

distinguishing purposes, characteristics and ethos, each of which can have an impact

on a school’s aims and environments (Halstead & McLaughlin, 2005; McGettrick, 2005;

Sacks,  2004).  In  particular,  the  distinguishing  features  can  be  influenced  by  the

particular faith of the school and the school’s religious traditions, as well as by the

processes the school uses to select students and to hire staff (Halstead & McLaughlin,

2005; McGettrick, 2005). This context, along with the values and beliefs of the school’s

faith, can have an influence on a range of schools’ procedures, including the ways in

which faith-based school  leaders understand and approach their  work (McGettrick,

2005; Sacks, 2004). Thus, faith-based schools’ complex contexts are conducive to the

development of rich insights into educational leadership understandings and practices.
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3.2.2. Faith-based Schooling around the World

Education is an organization close to the heart of the Catholic Church (Nuzzi, 2001).

Pope John Paul II’s Apostolic Constitution (1990) suggested that Catholic institutions of

higher learning participate in the overall educational mission of the Catholic Church. All

religious education, all sacramental celebrations, all parish programs, and all Catholic

schools, are meant to share the same purpose, namely, life in Christ. In this pursuit,

they are meant to seek to help the people of God in order to discern and interpret the

ongoing revelation of God in their lives (Nuzzi, 2001).

Australia has long had Catholic schools. These have sat alongside two other

substantially distinct streams of secondary school education: government schools and

independent schools (a diverse collection of non-Catholic private schools about two-

thirds  of  which  are  allied  with  Protestant  Churches)  (Kelley  &  Evans,  2004).

Additionally,  the most  rapidly  growing sub-sector  of  Australian  religiously  affiliated

education  is  that  of  ‘fundamental’  Protestant  schooling,  a  sector  very  much  un-

researched (Hastie, 2017). 

Defining ‘Protestant’ schools is complex (Hastie, 2012a, 2012b). Nevertheless,

they  are  deemed  currently  to  host  around  17  per  cent  of  all  secondary  school

enrolments  in  Australia.  These  include  students  who  are  Anglican,  Presbyterian,

Uniting  Church,  Lutheran,  Adventist,  Christian  Schools  Australia  (CSA),  Christian

Education National (CEN), Australian Christian Colleges (ACC) schools, and a range of

other high-fee to low-fee Church-associated independent schools (Hastie, 2017). 

At the other end of the world, in the United States, while most students attend

state schools, most private elementary and secondary school students go to Catholic

schools  (Cohen-Zada & Sander,  2008),  while  non-religious private  schools  only  had

about  24  per  cent  of  private  school  enrolment  in  2015  -  2016  (NCES,  2018).  The
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development of Catholic schooling in the United States at the end of the nineteenth

century  happened as  a  response  to  anti-Catholic  intolerance  in  a  public  education

system that strongly promoted Protestant values (Walch, 2000). As McDonald put it

(2001, p.211): 

The growth and development of American Catholic schools in the nineteenth

and first half of the twentieth century was rooted in a clear sense of purpose

and identity. Defence of the faith, enculturation, and escape from religious and

ethnic prejudice were significant factors in the creation of these schools.

However,  notwithstanding  the  fact  that  religious  values  influence  the  demand  for

private schooling in the United States, this area has not received much consideration in

studies on private schools  (Cohen-Zada & Sander, 2008). Nevertheless, it was noted

over thirteen years ago that parents in the United States sent their children to religious

schools in part to help them maintain a religious identity and to introduce religious

values (Cohen-Zada, 2006).

The situation in the United Kingdom is also instructive. Here, the number of

parents who sent their children to single faith schools was reaching more than 35 per

cent in 2012, and the number was rising (DfE, 2012). In England and Wales, most faith-

based schools are related to either the Anglican or Catholic faiths, whereas in Scotland

and Northern Ireland, most schools are connected to the Catholic Church, with the

result that in some areas, theoretically non-sectarian schools cater for a predominantly

Protestant population (Patrikios & Curtice, 2014). Further, those living in an area with

one or more faith-based schools have long been able to decide whether or not to send

their child to such an institution  (Patrikios & Curtice, 2014).  Furthermore, research

undertaken in the United Kingdom suggests that attitudes towards faith-based schools

are likely to be affected by the pattern of educational establishment where a religious

group that has access to such schools is more likely to be favourable to their existence
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than one that does not (Patrikios & Curtice, 2014).

3.2.3. Muslim Schools around the World

The madrassa  is  one of  the many institutions that  has  seen recurrent  attempts  at

reform in Muslim societies during the nineteenth and twentieth centuries (Zaman,

1999). As a result, it has witnessed many changes, adapting in varying degrees to local

cultures and changing times. The madrassa phenomenon in the Islamic world emerged

around 4th / 5th century Hijri (10/11 A.D.) with the madrassa in Naisaphur Iran (± 400

Hijri) and with Madrassa Nidzamiyah in Baghdad (457 Hijri) (Azra, 1999). The madrassa

is the most common type of school for religious instruction for Muslims (Moosa, 2015).

Another name for madrassas is Muslim schools. They are also called Islamic schools. 

Debates  have  taken  place  about  the  position  of  Muslim  schools  in  the

education system in England  (Meer, 2007). These have been about whether or not

Muslim schools have sufficiently adapted their curriculum to ensure that they provide

pupils with a broad general knowledge of public institutions and services in England,

and help them acquire an appreciation of, and respect for, other cultures in a way that

promotes tolerance and harmony (Meer, 2007).  In 2007, in England, there were seven

state-funded Muslim schools and 115 independent Muslim schools (Meer, 2007). 

It  is  also  instructive  that,  in  their  study  of  school  textbooks,  Douglass  and

Shaikh (2004) found that Islam is rarely portrayed outside of the religion in the way it is

understood by its adherents. Rather, it is often described based on the ethnocentric

perspectives  of  editors  who  frame  their  commentary  for  textbook  adoption

committees (Meer, 2007). A common example includes the portrayal of the Prophet

Muhammad as the ‘inventor’ of Islam, rather than a messenger or prophet, and there

is often an artificial separation of Islam from other monotheistic faiths (Meer, 2007).
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This feeds into the broader charge that local education authorities in various parts of

the world have only “tinkered with the largely ethnocentric curricula, leaving Muslim

children feeling alienated and with damaged self-esteem” (Ansari, 2002, p. 22).

3.2.4. Muslim Schools in Indonesia

Indonesia is a country with the largest Muslim population in the world, having a total

of 12.70 per cent of all Muslims or about 229 million people (World Population Review,

2020).  In  Indonesia,  there  are  two  types  of  Muslim  schools:  pesantren  or  Islamic

boarding school and madrassa. Pesantren is a second level Islamic education system in

Southeast Asia providing training in Islamic subjects (Esposito, 2003). Pesantren can be

taken as being an educational institution that develops Islam (Wahjoetomo, 1997). It

has as its aims to study, understand, deepen, live, and practice the teachings of Islam

by  emphasizing  the  importance  of  religious  morals  as  a  guideline  for  everyday

behaviour (Mastuhu, 1994). 

Pesantren was developed extensively by Wali Songo in Java, Indonesia, with the

first pioneer Sheikh Maulana Malik Ibrahim or Sheikh Maulana Maghribi (Gresik) being

believed to  be  the first  of  the nine famous  figures  in  the spread of  Islam in  Java

(Feillard, 2008). In the next stage of development, the most successful figure in the

development of  pesantren was Sunan Ampel (Raden Rahmat).  He helped to spawn

several  other  Wali  Songo  pesantrens such  as  Pesantren  Giri,  Pesantren Demak,

Pesantren Tuban, and Pesantren Derajat, including in Indonesia (Feillard, 2008). 

Some  researchers  and  scholars  look  at  pesantrens  as  backward  education

institutions in which there is only the study of classical texts of Islamic resources, like

kitab kuning (‘yellow books’) and where santri (students) wear sarung (van Bruinessen,

1994). Therefore, as they see it,  pesantrens are for the traditionalist (Gazali & Malik,
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2009). The  pesantren  is usually led by a  kiai  (Muslim boarding school cleric) who is

assisted by a number of his senior santri or family members (Gazali & Malik, 2009). The

pesantren is usually an important part of the kiai’s life as it gives him the medium to

expand his preaching and to influence through his teaching (Gazali & Malik, 2009). 

The  madrassas  in  Indonesia  provide  a  formal  education,  similar  to  that  in

regular schools (Basri, 2017). However, unlike regular schools under the Ministry of

Education and Culture,  the madrassas  are under the jurisdiction of  the Ministry of

Religious Affairs (Hadi, 2017). This is because the students also study Islamic subjects

for  30  percent  of  their  curriculum  (Hadi,  2017).  Furthermore,  the  madrassa  in

Indonesia is  divided into three levels:  Madrasah Ibtidaiyah (primary school)  for  six

years, Madrasah Tsanawiyah (lower secondary school) for three years, and Madrasah

Aliyah (upper secondary school) for three years (Maksum, 1999). All students also sit

for the national examinations based on the national curriculum as they study the same

subjects  as  students  from  schools  under  the  Ministry  of  Education  and  Culture.

Additionally, students have to meet the same requirements as those in state schools

when it comes to passing national examinations at all levels of study (Basuni, 2013).

Throughout the history, it was held, these public madrassas faced a serious dilemma,

as compared to pesantren which focused more on the religious side, they were far left

behind. If they were compared to public schools, they were also left behind in the

general sciences (Hadi, 2017).

It can be concluded that madrassa students received more religious subjects

compared to public school students. However what they received is less if compared to

pesantren students. The same thing also goes for the general sciences where madrassa

students did not receive as much as the public school students. Due to this reason,

madrassa students were taken for granted by some people who underestimated them
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because of what they learned. Therefore, madrassa students should strengthen their

position  by  mastering  specific  skills  owned  by  pesantren  students  and  also  public

school students. This means that madrassa students should learn double or even triple

times harder than those students mentioned above.

 

3.3. An Overview of the Literature on Leadership, including

Leadership in Schools

This section of the chapter provides an overview of some of the main strands in the

literature on leadership in general, and on leadership in schools more specifically. It is

in three parts. The first part considers leadership in general, and not just in relation to

schools. The second part focuses specifically on approaches that have been identified

in relation to leadership in education. Finally, literature highlighting the importance of

taking  account  context  when deciding  on  leadership  approaches  for  any  particular

setting is considered.

3.3.1. Leadership in General

Leadership  is  commonly  defined  as  a  process  to  influence  people’s  attitude  and

behaviour, and also to influence the organisational system within which people work

(Bush,  2011;  Heck  &  Hallinger,  2009).  Furthermore,  the  view  of  leadership  as  a

collective  social  process  emerging  through  the  interaction  of  multiple  actors

constitutes a recent addition to discussions about the limitations of heroic approaches

in leadership research (Uhl-Bien, 2006). The latter includes charismatic leadership.

The biggest challenge for modern organizations in an increasingly globalized

and digitized world seems to be the daily effort to persuade workers to give the best of

themselves (Drucker, 2008; Mintzberg, 2009; Leavitt, 2004; Hamel, 2009; Pink, 2011;
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Birkinshaw, 2012). Mintzberg (2009) argued that managers need to find the best in

other people by putting them in the right position to demonstrate their knowledge and

to use it in order to decide and to act. For him, working environments should reward

the  resilience  and  creativity  of  workers,  even  though  principles  and  management

processes  consolidated  in  production  environments  today  can  relegate  to  the

background their initiative, imagination, and passion. The disconsolate conclusion is

that “organizations are generally inhumane because they marginally use qualities and

capabilities that make us human“(Hamel, 2009, p. 61).

Leadership is not a novel concept. Almost by definition, it is true that leaders

have influenced peoples’ lives from time immemorial. Hence, the study of leadership is

critically important in order to generate the frameworks that can help one understand

the spontaneous  development  of  human culture  and civilization through the ages.

Next, various types of leadership are discussed.

3.3.2. Various Types of Leadership

Leadership  in  all  its  forms—organizational,  political,  military,  and  even  sports—

continues to  attract  public’s attention (Gipson, et al.,  2017).  Leadership has been a

major topic of research in psychology and management for almost a century and has

resulted in thousands  of  empirical  and conceptual  studies (Leitch & Volery,  2017).

Among the various types of leadership, entrepreneurial leadership, shared leadership,

and distributed leadership are elaborated.

3.3.2.1. Entrepreneurial Leadership

The focus of examining entrepreneurial  leadership has been twofold, depending on

whether  the  starting  point  is  from  the  entrepreneurship  or  from  leadership
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perspective  (Leitch  &  Volery,  2017).  Entrepreneurial  leadership  (EL)  refers  to  a

particular  type  of  leadership behaviour  that  enables  leaders  to  face the increasing

challenges  of  their  tasks  and  roles  in the  current  organisational  environment

(Hentschke,  2009;  Gupta,  MacMillan,  &  Surie,  2004).  This  leadership  style  assists

leaders in directing people to achieve their vision as well as overcoming obstacles in

different  stages  of  organisational  growth.  It  also  assists  them  in  relation  to  the

challenges and crises found in the organisational environment (Chen, 2007; Swiercz &

Lydon, 2002). Entrepreneurial leaders, therefore, can more successfully recognise new

opportunities to improve their organisation’s performance (Chen, 2007; Gupta  et al.,

2004).

Research has suggested that EL is an influential leadership style and behaviour

for  stimulating  and  improving  innovative  work  behaviour,  as  well  as  for  fostering

competitiveness, effectiveness, and the growth of organizations of all sizes and natures

(Karol,  2015;  Koryak  et  al.,  2015;  Leitch,  McMullan,  &  Harrison,  2013;  Renko,

Tarabishy, Carsrud, & Brannback, 2015). Entrepreneurship also has been explored as a

mechanism  to  improve  the  impact  of  such  leadership  styles  as  transformational

leadership  on  innovation  (Chen  et  al.,  2014)  and  to  improve  innovation  through

developing an inspiring entrepreneurial  vision (Guo, 2009; Karol,  2015).  To achieve

their  vision,  entrepreneurial  leaders,  it  is  held,  can  improve  employees’  attitudes

toward, and self-efficacy in, creating novel ideas, and can direct them to implement

new ideas (Gupta, et al., 2004; Kang et al., 2015; Kim et al., 2017; Leitch et al., 2013;

Renko  et  al.,  2015).  Such  leaders  also  create  an  environment  and  culture  in  the

organization  that  can  encourage  and support  employees  to  face the  challenges  of

engaging in innovation efforts (Karol, 2015).

To define the EL style, researchers examined the entrepreneurial behaviour of
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leaders in established organizations and the leadership behaviour of business owners

(Gupta et al., 2004; Koryak et al., 2016; Middlebrooks, 2015). Early conceptualizations

of  the  notion  focused  on  the  exceptional  traits  and  contextual  factors  enabling

individuals to successfully lead entrepreneurial ventures. The differences also focused

on entrepreneurial leaders’ behaviour in encountering the complexities of leading an

entrepreneurial organization (Gupta et al., 2004). 

Recent  definitions  have  concentrated  on  the  competencies  and  roles  of

entrepreneurial  leaders  in  creating  innovative  ideas  and  in  leading  the  process  of

innovation  (Renko  et  al.,  2015).  In  this  regard,  Surie  and  Ashley  (2008)  described

entrepreneurial  leaders  as  creative  innovators  who  are  highly  committed  to  the

creation of values. In similar vein, Middlebrooks (2015, p. 27) defined entrepreneurial

leaders as those who employ their unique knowledge and capabilities to “maximize

innovation” and explore new opportunities. 

Empirical  research  projects  have  recently  examined  the  impact  of  EL  on

innovation at the organizational level (Huang, Ding, & Chen, 2014; Kim et al., 2017).

They have focused on both the personal and functional challenges of entrepreneurial

leaders  in  organizational  settings  and  on  their  competencies  in  overcoming  the

challenges,  Gupta et al.  (2004)  developed a theoretical  foundation for this  style of

leadership. According to their theory, the personal competencies of entrepreneurial

leaders can enable them to develop an innovative vision for their organization. In other

words,  functional  competencies  of  entrepreneurial  leaders  can  empower  them  to

influence and inspire their group members to abandon their conventional activities

and  to  extend  their  efforts  to  perform  innovative  actions,  to  involve  them  in

developing innovative ideas,  and to build their  confidence in,  and commitment to,

implementing the new ideas (Leitch et al., 2013).
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3.3.2.2. Shared Leadership

The pervasive presence of self-managing (Manz & Sims, 1987) and empowered teams,

as  well  as  flatter  organizational  structures  (Mohrman,  Cohen,  &  Mohrman,  1995),

emphasize  the  possible  value  of  shared  leadership  within  teams.  As  a  potentially

important complement to traditional, singular forms of leadership, shared leadership is

a  “simultaneous,  ongoing,  mutual  influential  process”  (Pearce,  2004,  p.  48)  that

involves “peer, lateral, upward or downward influences of team members” (Pearce &

Conger,  2003,  p.  286),  while  traditional  leadership  involves  only  “a  downward

influence on subordinates by an appointed or elected leader” (Pearce & Conger, 2003,

p.  286).  In  addition,  despite  being similar  to related concepts  that  go beyond one

individual assuming the role of leader, such as self-leadership (Manz & Sims, 1980), co-

leadership (Rittner & Hammons, 1992), and rotated leadership (Erez, Lepine, & Elms,

2002), shared leadership emphasizes social interactions among team members (Pearce

& Conger, 2003) with a collective enactment of leadership (Hiller, Day, & Vance, 2006).

In addition, as an intangible resource derived from network interaction of team

members,  shared leadership is  likely  to  be positively  related  to team performance

(Boies, Lvina, & Martens, 2010; Carson et al., 2007; Pearce & Sims, 2002) because of

increasing team coordination and efficiency. Moreover, as noted by Day et al. (2004),

shared leadership can enhance team effectiveness by increasing team social capital,

including  knowledge,  abilities,  and  skills,  through  team  information-processing  and

learning.  In  this  connection,  we  can  borrow  from  the  social  identity  theory  of

leadership (Hogg, 2001) to better understand connections between shared leadership

and  team  effectiveness.  This  theory  suggests  that  as  group  membership  becomes

increasingly important, and members identify more strongly with the group, “effective
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leadership rests increasingly on the leader being considered by followers to possess

prototypical properties of the group” (Hogg, van Knippenberg, & Rast, 2012, p. 264). 

Further, as argued by Hogg (2001), prototypicality is not restricted to formal

leaders as it could apply to group or team members. Shared leadership can broaden

the extent of leader prototypicality since team members themselves are able to take

on the leadership role. That is, members of teams with high levels of shared leadership

can inherently accept their own leadership role as being prototypical because it then

becomes  part  of  their  own  social  identity.  Thus  broadened,  leader  prototypicality

should be associated with higher levels of trust within a team, as well as members

behaving in a manner that will better serve team interests (Hogg, 2001; Hogg et al.,

2012).

3.3.2.3.   Distributed Leadership  

Research on distributed leadership (DL) is certainly not new. The term popularized by

Gibb (1954) to analyse and recognize the influence of  processes within formal and

informal groups. After almost 50 years, Gronn (2000, 2002) and Spillane et al. (2004)

renewed interest in the concept with their conceptual models of DL. Activity theory

(Engeström, 1999) was used as a theoretical basis to frame the idea of DL practice,

“using it as a bridge between agency and structure (in Gronn’s case) and distributed

cognition and action (in Spillane et al.’s case)” (Bolden et al., 2008: 359). Within this

strand of literature, leadership is understood as being an important aspect of the daily

tasks and interactions of all employees in a company or institution.

Over the last 15 years, various definitions have emerged of DL. However, in a

review of the literature by Bennett et al. (2003), agreement was found on three basic

assumptions:  (a)  leadership  is  an  emerging  key  feature  of  the  group;  (b)  there  is
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openness towards who can perform leadership tasks, with a focus on inclusion rather

than exclusion;  and (c)  leadership tasks are shared among the many,  not  only  the

appointed leaders (Bolden et al.,  2008).  Thus,  DL is represented as being dynamic,

relational, inclusive, collaborative, and contextually situated (Bolden et al., 2008). In

this definition, the concept of DL has a strong parallel with such concepts as shared

leadership and participatory leadership. Each of these approaches rests on the notion

that leadership can be seen to be an organizational process since decisions and actions

in complex organizations are likely to be the product of more than one formal leader

(Shondrick et al., 2010). 

Leithwood et al. (2006) claim that a degree of overlap exists between concepts

of  shared,  collaborative,  democratic,  distributed  and  participative  leadership.  This,

however, does not mean that all forms are equal or equivalent, or that everybody is a

leader. In this connection, Gronn (2009) has advised against simply putting new labels

before the word ‘leadership’ to signal hybrid configurations of leadership practice. In

other words, it is important to recognize that each concept has its own distinct body of

scholarly literature (Fitzsimons et al., 2011).

Shared  and  distributed  leadership  are  probably  the  two  most  recognized

concepts in the leadership literature on education.  Fitzsimons et al. (2011) defined

them as providing alternative approaches for studying leadership and noted four key

distinctions between them: (a) Shared leadership often emanates from the designated

leader  plus  other  group  members  who  share  leadership  roles;  DL  is  exercised  by

multiple  individuals  in  the  organization.  (b)  Under  shared  leadership,  several

individuals lead themselves and allow others to lead them; DL practice is constituted

and  shaped  by  interactions  between  leaders  and  followers  and  the  organizational

context. (c) In shared leadership, cognition is shared by members of the group; in DL,
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cognition is ‘stretched over’ both human actors and aspects of the context they are in.

(d)  Shared leadership is  more relevant  in the context of  a  team or  group through

collective influence; DL can be practiced at all organizational levels through concerted

action and conjoint agency.

The  popularity  of  DL  prompts  one  to  question  a  simplistic  leader–follower

dichotomy  regarding  leadership  (Bolden,  2011;  Ulhøi  &  Müller,  2014).  Are  formal

leaders needed when employees take on leadership spontaneously, like they are in

DL? This is a rhetorical simplification of current DL literature. Leaders are still needed

to ensure that leadership can be distributed and can be taken on by the members of

the  organization  (Gronn,  2008).  Furthermore,  formal  leaders  can  be  crucial  in

facilitating  an  organizational  culture,  allowing  distributed  leadership  to  unfold

(Leithwood et al., 2008).  Most research on DL remains at a conceptual or descriptive

level (with the exception of Hulpia et al., 2009) or is applied in the education sector

(Bolden, 2011). 

3.3.3. Types of Leadership in Education

In 2010, Nohria and Khurana (2010) pointed out that research on leadership, while

having a 50-year history, still had a long way to go to provide satisfactory answers to

various questions. This is also true in the field of educational leadership. Back in 1999,

Campbell (1999) mentioned that there was a shift from discussing and investigating

educational  management  to  discussing  and  investigating  educational  leadership

because  the  ‘managerialism’  in  education  was  being  critiqued  by  people  like  Ball

(1993)  and Kydd (1997)  on the grounds that  it  was  not  appropriate  for  education

organizations. Much has happened in the field since then, yet there is still much to be

done.
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While the area of educational leadership has led to an abundance of research

outcomes, it appears that a comprehensive understanding of the concept is elusive. As

Sergiovanni remarked back in 1992, “the topic of leadership represents one of social

science’s greatest disappointments. After fifty years of steady work, social science can

still tell us very little about the subject” (1992, p. 2). Later, Heck and Hallinger (2005)

lamented that, in spite of studies employing a greater diversity of perspectives and

research methods, the field of educational leadership had continued in its “inability to

fulfil  the promise of clear, cumulative knowledge” (p.  234). That said, research had

established that  leadership  matters  and has  an  impact  on  a  school’s  effectiveness

(Bush & Glover, 2003; Leithwood & Riehl, 2003). 

Given that the understandings of leadership are diverse in their conceptions of

theory,  it  is  important  to  examine  the  evolution  of  related  theory  over  the  past

decades. The following section considers two ways in which leadership in education

has  historically  been  understood:  as  a  positional  role  and  as  a  collective  process

(Møller,  2007;  Yukl,  1981).  Accordingly,  the next  section is  divided into  two parts:

traditional  understanding  of  leadership  and  contemporary  understandings  of

leadership. 

3.3.3.1. Traditional Understandings of Educational Leadership

Research  on  educational  leadership  in  the  past  focused  predominately  on  formal

leadership  roles  within  the  school,  and  particularly  that  of  the  principal  (Heck  &

Hallinger, 1999, 2005; Leithwood & Riehl, 2003). This focus led to an understanding of

leadership as a position of influence and as a set of behaviours or traits needed to help

one accomplish goals (Yukl, 1981). These tendencies are manifested in three theories

important to the field of educational leadership: transactional leadership, instructional
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leadership, and transformational leadership. 

During the 1960s and the 1970s the concept of transactional leadership gained

popularity  among  educational  leadership  theorists  and  researchers.  Transactional

leadership theory is based on the notion that leadership involves an exchange process

between  leaders  and  followers  (Burns,  1978).  Consequently,  a  hierarchical

understanding  of  leadership  which  emphasizes  a  leader’s  influence  and  positional

authority  was  established  (Bush  &  Glover,  2003;  Leithwood  &  Duke,  1998).  This

influence  and  positional  authority  are  used  to  manage,  maintain,  and  control  the

organization and its members. 

Transactional leadership involves carrying out such managerial tasks as meeting

the  requirements  of  governing  authorities,  assisting  others  with  their  work,  and

completing day-to-day duties in order to achieve the school’s goals and maintain its

efficiency (Bolman & Deal, 1997; Bush & Glover, 2003; Hallinger, 2003; Leithwood &

Duke, 1998). In other words, transactional leadership is seen as being a rational activity

that is performed through a set of responsibilities and behaviours. These ideas were

perpetuated by two subsequent theories important to the field, namely, instructional

and transformational leadership. 

During  the  1980s,  instructional  leadership  emerged  as  another  preferred

theory in the field of educational leadership and has continued to be influential over

the next two decades (Bush & Glover, 2003; Goddard, 2003; Hallinger, 2003). Similar to

the  theory  of  transactional  leadership,  the  idea  here  conceptualized  leadership  as

being embedded in a formal administrative role, normally that of the principal, and has

emphasized his or her position and influence. However, in contrast to the theory of

transactional leadership, the leader’s position and influence are drawn upon in order

to  have  an  impact  on  student  learning,  rather  than  just  to  fulfil  managerial
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responsibilities.  In  addition,  the  concept  of  instructional  leadership  has  been

associated  with  leadership  consisting  of  such  personality  traits  as  being  strong,

directive, charismatic, and knowledgeable in order to manage, monitor, evaluate, and

develop the curriculum and instruction within the school (Hallinger, 2003). 

Subsequent  research  on  instructional  leadership  theory  revealed  several

limitations  (Davidson,  1992;  Floden,  Porter,  Alford,  Freedman,  Irwin,  Schmidt,  &

Schwille,  1998; Kleine-Kracht,  1993).  First,  a review of studies which employed this

theory indicated that such school contextual factors as size and socio-economic status,

can influence the principal’s actions and thus his or her ability to influence the school’s

purpose and student achievement (Hallinger, 2003). Furthermore, several studies have

questioned the belief that the principal is the sole source of leadership, expertise, and

knowledge.  This  includes  the  work  of  Kleine-Kracht  (1993),  who  argued  that  the

principal  could  not  be  the lone instructional  leader  in  the school.  In  addition,  the

research of Davidson (1992) and Floden et al. (1998) established how teachers and

district level  personnel could serve as instructional  leaders. Such studies led to the

claim that the conception of instructional leadership “required rethinking” (Leithwood

& Duke, 1998, p. 34) and signalled a subsequent shift within the field of educational

leadership. 

The shift resulted in the field of educational leadership embracing the theory of

transformational  leadership  during  the  1990s,  although  the  concept  of

transformational  leadership  had  emerged  earlier  in  the  work  of  Burns  in  the  late

1970s. Burns (1978) conceptualized transformational leadership as being “when one or

more persons engage with others in such a way that leaders and followers raise one

another  to  higher  levels  of  motivation  and  morality”,  which,  in  turn,  enables  the

organization and its members to focus on a common purpose (p. 20). The later work of
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Bass (1995) agreed with this conception by characterizing transformational leadership

as motivating others to go beyond original expectations and raising others’ awareness

levels in order to shift the focus from the promotion of self-interests to the promotion

of organizational interests (p. 469). 

Subsequently, scholars within the field of educational leadership incorporated

Burns  (1978)  and  Bass’s  (1995)  viewpoints  into  a  conception  of  transformational

leadership by recognizing the ability of any person within the organization to enact

leadership. Thus, the theory assumes that any organizational member who develops

the school’s capacity by identifying common interests, building a collective vision, and

creating  a  sense  of  shared  responsibility  and  a  collective  school  culture,  can  be

perceived  as  being  a  transformational  leader  (Hallinger,  2003;  Leithwood  & Duke,

1998). 

In  line  with   theories  of  transactional  and  instructional  leadership,

transformational  leadership  has  continued  to  reinforce  the  idea  of  influence  by

categorizing organizational members as either ‘leaders’ or ‘followers’ (Bush & Glover,

2003) and has tended to equate leadership with such formal positions as that of the

principal (Leithwood & Duke, 1998). In spite of these limitations, it is acknowledged

that theories of transformational leadership signify an important shift within the field

of educational leadership as it began to associate the notion with those who were not

in formal positions (Bush & Glover, 2003; Leithwood & Duke, 1998). Consequently, its

importance to the field has continued to the present day.

At the same time, the three theories of leadership are deemed to be traditional

as their limitations have led to the emergence of “blind spots” which can impede the

ability to see “other facets of the phenomenon” (Heck & Hallinger, 1999, p. 141). The

theories of transactional, instructional, and transformational leadership also stress the
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importance  of  one  leader,  the  principal,  and  thus,  they  have  “subtly  reinforced

assumptions that school leadership is synonymous with that particular formalized role”

(Heck & Hallinger,  1999,  p.  141).  Furthermore,  they have led to a  perception that

leaders  need  to  be  direct,  charismatic,  powerful,  and  inspiring.  This  has,  in  turn,

resulted in leaders being perceived as being heroic (Sergiovanni, 1992; Woods, 2005;

Yukl, 1981). In addition, the ways in which these traditional understandings are built

on  bureaucratic,  psychological,  and  technical-rational  authority  (Heck  &  Hallinger,

1999; Sergiovanni, 1992) have placed an emphasis on the leaders’ decisions, actions,

and behaviours, thus providing an incomplete picture of educational leadership. 

Therefore,  despite  their  importance  to  educational  leadership  research  and

theory,  and being mindful  that these ideas will  always have some place within the

field,  it  has  been  argued  that  conceptualizing  leadership  as  a  ‘one-man  band’  is

outdated in the current context of policy reform and changing environments (Portin et

al., 2003). It has also been pointed out that these traditional models have failed to

consider, in a significant way, the social aspect of schools and how others can provide

leadership (Bush & Glover, 2003; Woods, 2005). Consequently, such inadequacies have

led theorists to develop conceptions of leadership that consider, among other things,

the  leader’s  values  and  beliefs,  the  school’s  culture,  and  other  organizational

members’  perspectives.  The next section of this  chapter examines several  of  these

more contemporary understandings. 

3.3.3.2. Contemporary Understandings of Leadership in Education

In order to counter the limitations of traditional leadership understandings, various

scholars have offered new avenues for  exploration.  As  a  consequence,  the field of

educational  leadership has experienced a number of important shifts over the past
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decades. First, several scholars have argued that research needs to alter its focus from

formal  leadership  roles  to  examining  how  other  members  of  the  school  enact

leadership  in  order  to  acquire  an  enhanced  understanding  of  this  phenomenon

(Bottery, 2004; Leithwood & Riehl, 2003; Spillane, Halverson, & Diamond, 2001, 2004).

Secondly, others have maintained that investigations of leadership need to take into

account contextual influences in order to improve our understanding and appreciation

of leadership’s complex nature (Bottery, 2004; Bush & Glover, 2003; Grace, 1993; Heck

& Hallinger, 2005; MacBeath, 2005). Thirdly, scholars have asserted that investigations

on the matter need to consider how the leader’s morals and values influence the ways

leadership is understood and practiced in order to comprehend leadership as a moral

and  professional  authority  (Begley,  2003;  Duignan,  2006;  Heck  &  Hallinger,  2005;

Sergiovanni,  1992).  Fourthly,  numerous  researchers  have  made  the  case  that

leadership theory needs to take into account its spiritual aspects (Carlin & Neidhart,

2008; Dantley, 2005, 2008; Grace, 2003; Luckcock, 2007; Shah, 2006; West-Burnham,

2002).

As a result  of these positions, various contemporary theories have emerged

which  consider  leadership’s  social  nature,  how  it  can  be  influenced  by  contextual

factors,  and  how  its  moral  and  spiritual  aspects  can  help  fill  the  gaps  within

educational leadership theory. Several of these theories have been identified, including

distributed leadership as described by Spillane, Diamond, and Halverson (2001, 2004),

moral  leadership  as  conceptualized  by  Sergiovanni  (1992),  servant  leadership  as

described by Greenleaf (1991), and authentic leadership as described by Duignan and

Bhindi (1997). 

3.3.3.2.1 Distributed Leadership



64

It is acknowledged that an understanding of leadership as being distributed amongst

the members of an organization is not new; it has just been “overlooked” (Ogawa &

Bossert, 1995, p. 225). Nevertheless, it has become increasingly prominent within the

field  of  educational  leadership  over  the  past  20  years.  As  a  result,  there  is  some

contention  surrounding  the  meaning  of  the  concept  (Duignan,  2007;  Harris,  2005;

Woods, Bennett, Harvey, & Wise, 2004). For instance, Duignan (2007) argued that the

concept  of  distributed  leadership  contains  “conflicting  assumptions  and  a  clash  of

paradigms” (pp.  7-8) and questions whether or not distributed leadership is simply

describing how leaders delegate, thus continuing to connect leadership to positional

influence.

Distributed leadership is underpinned by two premises emphasized in the work

of  Spillane  et  al.  (2001,  2004).  They  differentiate  between  the  idea  of  distributed

leadership and other more traditional theories. First, distributed leadership dispels the

notion that leadership must rest in the actions, knowledge, or expertise of one or the

few by its premise that leadership is “stretched over” a group of people (Spillane et al.,

2001,  p.  23).  Thus,  the  model  recognizes  how  leadership  can  be  enacted  by  any

member or group within the school community (Gronn, 2003; Spillane et al.,  2001,

2004; Woods, 2005; Woods et al., 2004). In this way, the distributed leadership model

enables one to examine leadership and to understand it from multiple perspectives as

it  considers  schools  to be social  multi-layered communities that  need to rely  on a

variety of leaders as others have argued (Foster, 1989; Knapp, Copland,  & Talbert,

2003; Leithwood & Riehl, 2003; Sergiovanni, 2001). 

A  second  important  premise  of  distributed  leadership  theory  assumes  that

leadership emerges from the context in which it takes place and the interactions that

take place between people and their environment (Spillane et al., 2001, 2004). Thus,
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the theory of distributed leadership offers schools a way to enhance their capacity and

their ability to cope with the increasing number of contextual  factors that have an

effect  on  schools  (Woods,  2005;  Woods  et  al.,  2004).  As  a  result,  the  concept  of

distributed leadership takes into consideration two aspects of leadership which have

been  often  overlooked  by  traditional  theories,  namely  the  perspectives  of  other

leaders and the influence of context. 

3.3.3.2.2. Moral Leadership

Another contemporary theory, moral  leadership, as described back in the 1990s by

Sergiovanni  (1992),  considers  how  leadership  is  informed  by  personal  values  and

morals.  It  relates to how the concept of  moral  leadership emphasizes a moral  and

professional authority, rather than a positional authority, and is used to motivate and

promote the expertise of others, such as teachers, students, and parents (Sergiovanni,

1992). As a result, leadership is placed in the hands of various stakeholders who are

charged with such responsibilities as establishing shared values, building community,

and creating a common vision which results in a ‘followership’ (Sergiovanni, 1992, pp.

70-71).  As  Sergiovanni  explained,  the  ‘followership’  alters  the  hierarchical  power

structure, often associated with traditional leadership theory, so that no one person is

in a position of supreme power (Sergiovanni, 1992). The apex of power is “reserved for

the ideas, values and commitments at the heart of followership” (Sergiovanni, 1992, p.

71). As a result, Sergiovanni (1992) contends that it is not the person’s position and

charisma that establish an individual as the leader. Rather, it is the person’s “devotion

and success as  a  follower” (Sergiovanni,  1992,  p.  72) that  enables an individual  to

become a leader. 
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3.3.3.2.3. Servant Leadership

According to Greenleaf (1991), servant leadership is concerned with helping others to

grow  as  people,  allowing  them  to  become  self-managing,  thus  enabling  their

autonomy. As a result, servant leaders are characterized as being those with a “natural

feeling that one wants to serve, to serve first” (Greenleaf, 1991, p. 13). Thus, servant

leaders focus on ensuring that the needs of others are given the “highest priority” and

that all  stakeholders have “adequate power” in order to fulfil their role (Greenleaf,

1991,  pp.  13,  170).  The  concept  of  servant  leadership  therefore,  emphasizes  the

leader’s capacity to listen, understand, accept, and empathize in order to develop a

grounded understanding of issues which are affecting staff and the schools enabling

leaders  to  gain  “intuitive  insight”  (Greenleaf,  1991,  p.  42).  Consequently,  servant-

leaders are viewed as being “dependable and trusted” by others (p. 42). 

3.3.3.2.4. Authentic Leadership

Duignan and Bhindi’s (1997) work has been influential in conceptualizing the theory of

authentic leadership.  This  theory is  built  on the premise that  leaders  have a deep

personal  understanding  of  their  morals  and  values  (Duignan  & Bhindi,  1997).  This

knowledge  then can  inform the  leader’s  understandings  of  moral  and professional

issues and can directly affect his  or  her practice,  which can be described as  being

‘ethical  action’  (Bhindi  &  Duignan,  1997,  p.  121).  As  a  result  of  ethically-based

understandings  and  practices  of  leadership,  authentic  leaders  can  be  seen  to  be

sincere, genuine, and trustworthy. This helps to develop ‘authentic relationships’ with

other school members (Bhindi & Duignan, 1997; Duignan & Bhindi, 1997). 

Relationships are a crucial aspect of authentic leadership. They can influence

different  aspects  of  organizations,  including  the  practice  of  leadership  (Duignan  &
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Bhindi,  1997).  As  a  result,  the  theory  places  an  emphasis  on  leading  through

collaboration  and cooperation  in  order  to  develop and nurture these  relationships

(Duignan & Bhindi, 1997). 

According  to  Bhindi  and  Duignan  (1997),  the  focus  on  “ethical  action”  and

“authentic relationships” allows leaders to “earn” the allegiance of others. This can

then be employed to create and maintain a common vision evolving from the beliefs,

values, and aspirations of the organizational members (p. 125). The common vision can

connect  to  how  authentic  leadership  can  have  a  “spiritual”  dimension,  insofar  as

authentic leaders should instil a sense amongst the community members that they are

a part of something greater than themselves (Bhindi & Duignan, 1997, p. 126). As a

consequence,  authentic  leadership  can  also  promote  a  level  of  sensitivity,  in  that

leaders must understand and be aware of the basic values and cultural nuances related

to their working and external-world contexts (Bhindi & Duignan, 1997). Therefore, the

theory  of  authentic  leadership  recognizes  that  a  connection  can  exist  between

leadership and personal values, context, and relationships. 

The four contemporary theories considered up to this point are not the only

ones that could have been considered. The problem is that to consider the full range of

theories available would have led to the production of a chapter as large as this thesis.

Nevertheless,  the  four  incorporate  several  common  notions  about  educational

leadership.  One common element  is  the notion that  leadership is,  at  least in part,

based  on  the  leader’s  personal  values,  morals,  and  ethics,  and  these  inform their

understanding and practice of leadership. Another common element is the view that

leadership is shared or distributed amongst the members of the school community.

Furthermore, these theories emphasize the importance of relationships between the

members of the school community and highlight the need to base them on trust and
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mutual  understanding.  These  notions  align  with  how  these  theories  commonly

highlight the importance of developing a school community through teamwork, shared

decision making, and establishing a common vision. Finally, the theories consider how

contextual  factors  can  have  an  effect  on  the  leader’s  perspective  of  educational

leadership. 

3.3.3.3. The Importance of Taking Account of Context when Deciding on Leadership 

Approaches for any Particular Setting

Context  matters for  school  leaders. Gronn and Ribbins argued back in 1996 that a

“context of situation, culture and history constrains leadership and gives its meaning. It

is a vehicle through which particular leaders can be empirically understood” (1996, p.

454).  On  this,  it has  been  stressed  by  Clarke  and  Wildy  (2004)  that  leadership  is

generally context-bound and, accordingly, should be understood from the ‘inside out’,

meaning from the perspective of the actual leaders and their interactions with others

in a specific context.  Similarly, Clarke and O’Donoghue (2016) explain that having an

understanding of leadership in complex and diverse contexts can enable leaders to

respond effectively to the problems and challenges encountered by their schools. As

Shah (2016) put it “it will be simplistic and even misleading to assume that there could

be one classification or descriptive scheme for educational leadership that could serve

for all contexts (p. 39).

Almost all recent research describes educational leadership theory based on a

non-Muslim view (Arar & Haj-Yehia, 2018). Little has been written about educational

leadership theory from an Islamic point of view (Shah, 2016; Oplatka & Arar, 2016).  In

Islam tradition, Islamic leaders served as models of leadership for they were taken to

be responsible for social and religious life (AlSarhi et al., 2014).  In Islamic leadership,
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leaders follow a vision of creating a society that is just, welfare-oriented, egalitarian,

and free from discrimination, exploitation, and oppression (Mir, 2010).

Research  suggests  that ‘turning  around’  schools or  sustaining  improvement

requires  context-responsive  leadership (Garza  Jr.,  Murakami-Ramalho,  & Merchant,

2011; Gordon & Patterson, 2006; Gu & Johansson, 2013; Khalifa, 2012; West, Ainscow,

& Stanford,  2005). A study of  an African  American  principal  in a challenging urban

school,  for  example,  demonstrated  how  a  principal  turned  around  his  school

successfully through his sensitivity to one significant contextual challenge in particular,

namely,  poor  relations  with  parents  and  the  local  community  (Khalifa,  2012).

Responding to this challenge, the principal practiced community leadership by creating

structures and processes that unified the home and school environments, and that

provided  advocacy  for  community  concerns  (Khalifa,  2012).  This  led  to  the

development of trust and rapport between school and community, and then to  high

support being offered by parents in dealing with their children. Eventually, it led to

improved student outcomes (Khalifa, 2012).

In  being  contextually bound, school leaders  need to take various  appropriate

leadership  actions.  These  actions should take account of  the  interplay with contexts

(Gillet,  Clarke,  &  O’Donoghue,  2016;  Leithwood  et  al.,  2008;  Ylimaki  et  al.,  2012;

Ylimaki et al., 2008). Also, they might not reflect such standard leadership models as

transformational  and intructional leadership. For example, back in 2008, in order to

successfully  lead  school  change,  the  principal  of  a  primary  school  in  the  United

Kingdom implemented new policies  mandated by government  only when they were

relevant to what the school was doing, in part or as a whole. If they were not, the

principal set them aside. This resulted in staff developing a more positive view and

positive participation in school reform (Penlington et al., 2008).
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3.4. An Overview on the Literature on Leadership in Schools in Developing Countries,

including in Indonesia

This  section of the chapter provides an overview of the literature on leadership in

schools in developing countries in general, and in Indonesia, in particular. It is in three

parts.  The  first  part  considers  the literature that  details  research-based studies  on

leadership in schools in developing countries in general. The second part considers the

literature that  details  research-based studies on leadership in schools  in Indonesia,

other than Muslim schools. The third part focuses specifically on the literature that

details research-based studies on leadership in Muslim schools in Indonesia.

3.4.1. Leadership in Schools in Developing Countries

Levels  of  improvement  in  a  society  are  related  to  the  type  and  the  nature  of  its

organizations, and how such organizations are led. Anthropological evidence collated

back in the 1970s indicated that societies which do not have elected officials, chiefs, or

rulers  often have people who played key leadership roles in  such societies (Lewis,

1974).  In  other  words,  leadership  has  been  an  essential  prerequisite  for  the  very

survival of a society. According to Bass (1997), no society is known which did not have

leadership in some aspects of its social life, although many might lack a single overall

leader to make and enforce decisions

It has come to be recognized that in school organizations the most valuable

human capabilities  are  those that  tend not  to be operated  within  an  approach of

‘command  and  control’.  Rather,  they  involve  autonomy,  professional  freedom,

involvement, and identification of purposes (Bogler, 2001; Leithwood & Beatty, 2007;

Bush & Glover, 2014; Li et al., 2016). Scientific researchers as well as school principals
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cannot ignore that initiative, creativity, and passion are valuable qualities that teachers

draw upon day-by-day and moment-by-moment when deciding upon what actions to

take;  beliefs  and  perceptions  move  their  motivation  in  the  working  environment

(Griffith, 2004; Caprara et al., 2006; Meece et al.,  2006; Brand et al.,  2008; Bono  &

Judge, 2008; Mahmoee & Pirkamali, 2013, Anderson & Mungal, 2015).

Relatively little, however, has been written on the role and impact of education

leaders within education systems in developing countries (Rizvi, 2010; Simkins et al.,

2003). Especially in  the context within which school leaders work in extraordinarily

challenging circumstances (Kheang, O’Donoghue, & Clarke, 2018). One of the reasons

for this  is because much of the effort for educational improvement in such countries

has been focused on top-down, system-wide change rather than change at the level of

the individual school (Simkins, et al., 2003).  Also, there is often a presumption that

within the highly bureaucratized education systems of many developing countries the

role of head teachers, not to mention that of others with managerial roles in schools, is

relatively insignificant (Simkins, et al., 2003).

3.4.2. Leadership in schools in South-East Asia

Malaysia is the nearest country to Indonesia. It was colonized by Britain, but gained

independence in 1957. Scholars in Malaysia have investigated various approaches to

school leadership. One approach investigated is entrepreneurial leadership in schools.

The fundamental impact of this approach on improving leadership effectiveness and

organisational performance has received increasing attention by education scholars in

order to improve various aspects of education and specifically school leadership (Xaba

& Malindi, 2010; Berglund & Holmgren, 2006; Collins  et al., 2004; Eyal & Kark, 2004;

Eyal  & Inbar,  2003). Entrepreneurial leadership was investigated by Pihie,  Asimiran,
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and Bagheri (2014)  in relation to Malaysian secondary school  teachers.  The results

suggested that principals in centralised education systems cannot freely implement

creative ideas and take risks in order to achieve education goals. 

Thailand  is  the  only  South-East  Asian  country  which  was  never  colonized.

Maxcy, Sungtong, and Nguyến (2010) conducted their research in two Thai public high

schools in a southern city. They focused on the perspectives of principals enacting their

roles as ‘meaning managers’. The result of the research suggested that the principals

worked impressively under conditions of great pressure because they showed great

skill  and  courage  in  seeking  new  ways  to  buffer  their  schools  against  difficult

circumstances  and  formed  new  bridges  within  the  schools’  communities.  Also,

Kanokorn,  Wallapha,  and  Ngang  (2013)  sought  to  generate  indicators  of  ethical

leadership in 826 schools. The results were considered as being useful  for creating

professional development programmes for potential and incumbent principals. 

3.4.3. Leadership in Muslim schools in South-East Asia

Unlike  the  madrassas  in  South  Asia  which  usually  belong  to  informal  education,

madrassas in South-East Asia, especially in Singapore and Malaysia, belong to a formal

stream  of  education  (Nor  et  al.,  2017;  Tayeb,  2018).  In  Singapore  and  Malaysia

madrassa  education  became  the  focus  of  national  development  (Nor  et  al.,  2017;

Tayeb, 2018). Next, leadership in Muslim schools in those two countries is discussed.

3.4.3.1. Leadership in Muslim Schools in Singapore

As a city-state with over 4.2 million people, Singapore is a multicultural country that

was founded as a British trading post and colony in 1819, and became independent in

1965 (Tan, 2009). A majority of the population are followers of Buddhism (33.3 per
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cent), followed by Christianity (18.3 per cent), Islam (14.7 per cent), Taoism (10.9 per

cent), Hinduism (5.1 per cent), other religions (0.7 per cent), and no religion (17 per

cent)  (Singapore  Department  of  Statistics,  2011).  The  Singaporean  model  of

multiculturalism  has  been  described  as  ‘hard  multiculturalism’  as  it  affirms  group

differences by publicly acknowledging cultural  differences (Vasu,  2008).  In contrast,

‘mild multiculturalism’, while recognising the diversity of cultures within a polity,  is

based on a value that the state should be neutral in relation to questions of cultural

diversity in the public sphere (Tan, 2009). 

Hard multiculturalism “distinguishes itself from the more procedural nature of

mild multiculturalism by being openly in support of differences through the defence of

specific  cultural  differences”  (Vasu,  2008,  p.  23).  Within  such  a  framework,  the

government  of  Singapore  adopts  the  approach  of  ‘religious  pragmatism’,  where  it

views religious values as being mainly of instrumental worth to promote national unity

and maintain national identity (Tan, 2008). Unsurprisingly for a multi-ethnic and multi-

religious society, the preservation of religious harmony is of utmost importance for the

state (Tan, 2009). 

Some background to madrassa education in Singapore is instructive given that

the parents of Muslim children in the nation can choose to receive full-time education

at  a  secular  national  school  or  at  a  madrassa  (Tan,  2009).  There  are  six  full-time

madrassas and 27 part-time masjid-madrassas in Singapore. The former aim mainly to

produce religious elites to lead the community on religious matters, while the latter

provide part-time basic Islamic education to students who attend state schools (Tan,

2009). 

There  were  3,889 full-time  students  aged  from  7  to  18  enrolled  in  the

madrassas  in  2018 in  Singapore  (Ministry  of  Education,  2019).  This  accounted  for
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about 4 per cent of the total population of Muslim students in the country (Tan, 2009).

Religious subjects such as Qur’anic Study and Arabic language, and academic subjects

such as English and Mathematics, are taught in them. Primary school students enrolled

in  these  madrassas  have  to  sit  for  two examinations:  an  examination on religious

subjects, and the Primary School Leaving Examination (PSLE) which they do at the end

of six years of primary school (Tan, 2009). Secondary and pre-university students at the

madrassas have to sit for the examinations set by the madrassas and may also choose

to sit for the Cambridge Board General Certificate of Education (GCE) examinations

(Tan,  2009).  Also,  full-time students  at  the  madrassas  may apply  for  admission  to

Islamic higher institutions overseas or to further their studies at secular junior colleges,

polytechnics, universities and other educational institutions in Singapore and abroad

(Tan, 2009). No research, however, seems to have been conducted on leadership in

Muslim schools in Singapore. 

3.4.3.2. Leadership in Muslim Schools in Malaysia

The  Malaysian  education  system  has  been  reformed  since  independence  and  has

undergone various changes. School effectiveness was one of the concepts promoted in

early 1995, by the Ministry of Malaysian Education, highlighting the 11 characteristics

of effective schools identified by Sammons, Hillman, and Mortimore (1995). Effective

schools, it was argued, emphasize the concept of principals-as-instructional-leaders to

create an effective school climate. 

Hoy and Miskel (2005) describe school climate as being the heart and soul of a

school. They also talk about it  as the psychological  and institutional attributes that

gives  the  school  a  personality.  According  to  the  Curriculum  Development  Center

Malaysia (2009), the learning environment is good for learning when it is comfortable,
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quiet, friendly and cheerful. Within it, school principals are responsible for providing a

healthy environment, in accordance with the ‘National Philosophy of Education’. The

Ministry  of  Education  of  Malaysia also  emphasizes  the  role  of  school  leaders  as

instructional  leaders  in  managing  change  in  schools,  and  gears  students  towards

achieving Vision 2020 (Abdullah & Kassim, 2012).

Various  researchers  around  the  world  agree  that  the  principal  is  the  main

factor in successfully implementing change and innovation in schools (Hoy & Miskel,

2005; Leithwood & Strauss, 2008; Fullan, 2007). Principals must be prepared to face

the  challenges  and  changes  of  the  new  vision  in  order  to  bring  success  to  the

organization. The role of principals as instructional leaders, especially in promoting the

learning environment, is promoted. In this regard, it is important that the principals

realize their roles as instructional leaders in order to promote a learning environment

that may bring improvement in the organization (Abdullah & Kassim, 2012).

A study by Abdullah and Kassim (2012) suggested that Islamic secondary school

principals in Pahang, Malaysia became effective instructional leaders. They also found

that there were different practices amongst instructional leaders when promoting a

learning  environment,  and  especially  amongst  Islamic  Religious  Secondary  School

principals  and  Islamic  Religious  School  of  Government  Assistance  principals.  The

Islamic  Religious  School  of  Government  Assistance  principals  focused  more  on

promoting professional development functions. They are obliged by The Ministry of

Education to ensure that all  teachers in an Islamic Religious School of Government

Assistance have undertaken a basic teacher preparation course. The Islamic Religious

Secondary  School  principals  emphasised  established  standards  and  positive

expectations, and promoted professional development aimed at developing teacher

skills to enhance student achievement in the academic sphere.



76

3.4.4. Research-based Studies on Leadership in Schools in General in Indonesia

Over  the  last  three  decades,  studies  on  school  leadership  internationally  have

proliferated. However, they have mostly focused on education leadership in Western

countries (Dimmock & Walker, 2000) and  have  largely ignored school leadership in

developing countries (Floyd & Fuller, 2014; Simkins et al., 2003, Kheang, O’Donoghue,

& Clarke, 2018). Also, a literature review conducted in 2013 indicated that the body of

research on education leadership in Asian countries was very small (Hallinger & Bryant,

2013a).

Regarding Indonesia,  very  few  studies  on  school  leadership  have  been

conducted (Hallinger & Bryant, 2013b). Also, the few  that do exist  tend to focus on

school leadership models, practices, and characteristics. Hariri et al., (2014) examined

relationships  between  school  principal  leadership  styles  (transformational,

transactional,  and laissez-faire) and school principal  decision-making styles in  public

junior  high  schools  in  Lampung  Province.  Herningsih  et  al.  (2013)  investigated  the

impact  of  a  transformational  leadership  style,  organisational  environment  and

organizational culture on employees’ performance in higher education in Sorong-West

Papua. Raihani (2008) examined practices associated with what was considered to be

successful  school  leadership  in  succesful  public  secondary  schools  in  Yogyakarta.

Raihani and Gurr (1996) explored principal leadership, with a particular focus on their

beliefs and values in successful secondary schools, also in Yogyakarta.  A research by

Andriani (2017), however, investigated school leadership in challenging circumstances,

both geographically and demographically in Java Island.

3.4.5. Research-based Studies on Leadership in Muslim schools in Indonesia
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Just  as  with  studies  on  leadership  in  schools  in  general  in  Indonesia,  studies  on

leadership in Muslim schools in Indonesia mostly focus on leadership models, styles,

characteristics, and practices. For example, Rouf (2016) conducted a study to reveal

models of school leadership in one madrassa based on the pesantren in Jepara, with

the focus on strategies undertaken in order to achieve the vision (goal) of the school.

Wahyudi  (2014)  also  conducted  a  study  on  models  of  school  leadership  in  one

madrassa based on the pesantren, in Semarang, with the focus on strategies to achieve

the vision or goal of the school, strategies to influence the stakeholders, and strategies

on communication. Buhaiti (2014) investigated the contribution of divinity value-based

leadership on madrassa culture in 73 public and private madrassas at the high school

level in Tasikmalaya, However, none of the studies conducted focused on the concerns

of the madrassa school leaders.

3. 5. Conclusion

This chapter has provided an overview of the literature relevant to understanding the

research project reported later in this thesis. It was presented in three parts. The first

part provided an overview on the literature on faith-based schools in general, and in

Indonesia more specifically. The second part provided an overview of the literature on

leadership,  including  leadership  in  schools,  in  general.  The  third  part  provided  an

overview of the literature on leadership in leadership in schools developing countries,

including in Indonesia. The next chapter now presents the research approach taken in

the research project.
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CHAPTER FOUR

RESEARCH METHODOLOGY

4.1. Introduction

The discussion of the literature related to school leadership presented in the previous

chapter  indicated  that,  to  date,  little  research  has  been  conducted  on  madrassa

leadership in Indonesia,  and  specifically in relation to such leadership in challenging

circumstances geographically and demographically. Moreover, almost no studies have

been  conducted  that  focused  on  the  perspectives  of  madrassa  leaders  on  their

leadership in relation to their concerns in such circumstances. The study reported in

this thesis was conducted in response to this deficit. Three aims guided the research.

The first aim was to generate an understanding of the historical background in relation

to  leadership  in  the  madrassas  in  Indonesia  from  1945  to  1998,  including  at  the

primary  school  level.  The  second  aim  was  to  generate  understandings  about  the

developments that have taken place in relation to leadership in the madrassas at the

primary school  level  in  Indonesia from 1999 to  the present.  The third  aim was  to

generate understandings on the issues of current concern to primary school leaders in

madrassas  in  challenging  circumstances  geographically  and  demographically in

Indonesia, and also of  the strategies adopted by them in order to deal  with those

issues. 

The  argument  for  the  three  research  aims  was  presented  in  Chapter  One.

Briefly, it will be recalled that the mission of the Indonesian Ministry of Education and

Culture and the Ministry of Religious Affairs is to assure quality, equality, relevance,

and efficiency within the education system. Responding to this rationale, there was a

move to decentralisation in education governance and management in 1999.  Since
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then,  the  decentralisation  policy  has  mandated  the  adoption  of  madrassa-based

management (MBM) principles at  the  school level. The introduction of this mandate

has created major challenges for madrassa leaders, and especially madrassa leaders at

the  primary  school  level  in  challenging  circumstances  geographically  and

demographically.  However,  no research  has  been  undertaken  to  date  on  school

leadership in these circumstances.  

This chapter is concerned with the research design and methodology of the

study addressing the matter which is reported later in the thesis. First, the nature of

the  interpretivist  paradigm  and  the  associated  theoretical  perspective  of  symbolic

interactionism that underpins the study are outlined. Secondly,  data collection and

analysis for the study are presented. Thirdly, the manner in which the interpretivist

paradigm was drawn upon in addressing the three research aims is considered. This is

followed by an outline of the strategies that were implemented to ensure the quality

of the data collected. Finally, ethical issues associated with conducting the study are

discussed.

4.2. Theoretical Framework

4.2.1. Interpretivism

The  interpretivist  paradigm  was  selected  to  underpin  the  study,  as  it  is  aimed  at

generating theory regarding the perspectives of people located in their social contexts

(Schwartz-Shea & Yanow, 2012). Schwandt (2003) states that, from an interpretivist

point of view, human and social actions are inherently meaningful. In order to discover

and understand meaning, the interpretivist researcher has to interpret in a particular

way what actors are doing. Thus, the researcher seeks to gain an understanding of

what people understand concerning a particular phenomenon.
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Within  the  interpretivist  paradigm,  the  view  of  reality  is  that  it  is  a  social

construction. This means that one can have multiple realities, or interpretations, of

events  (Merriam,  2009;  Schwartz-Shea  &  Yanow,  2012). This  can  be  achieved  by

studying the meanings constructed by individuals in their interactions within a social

context (Bogdan & Biklen, 2007). Thus, the interpretivist approach is not one whereby

researchers  seek  to  find  knowledge.  Rather,  it  is  constructed  by  them  (Merriam,

2009). In this connection, O’Donoghue (2018) has indicated that in order to construct

knowledge, the researcher has to use “skills as a social being to try to understand how

others understand their world” (p. 9). Also, the construction arrived at depends on the

social  interaction and negotiation  that  occurs  in  a  particular  context  (O’Donoghue,

2018).

Researchers adopting the interpretivist paradigm do not  set out  to generate

universal  laws.  Rather,  they  focus  on understanding  particular  people  or  events  in

specific  socio-historical  contexts  (Blaikie  &  Priest,  2017;  Hammersley,  2013).  This

enables them to understand how one event can be seen in varied ways by different

people  (Cresswell,  2013).  In  keeping  with  that,  researchers  have  to  set  aside

prejudgements  about  the  nature  of  events  and  seek  the  reality  as  perceived  by

individuals.  In  other  words,  the  researcher  should  represent  the  voices  of  people

studied (Litchman, 2010) and act as an interpreter of their words and actions (Corbin &

Strauss, 2008). Corbin and Strauss (2008) stated that this should be done very carefully

as  it  “is  not  easy  to  convey  meaning”  (p.  49),  especially  because  words  can  have

different  meanings  in  different  languages.  The  aim  is  to  discover  the  ‘logic’  or

rationality of what may at first seem strange or illogical (Hammersley, 2013). 

According to Blackledge and Hunt (1985) five major assumptions underpin the

interpretivist  approach  to  qualitative  research.  These  relate  to  everyday  activity,
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freedom,  meaning,  interaction,  and  negotiation.  As  each  of  these  assumptions

influenced the study reported in this thesis, they are now briefly considered, especially

since nobody has succeeded in emulating their conciseness. 

First, Blackledge and Hunt (1985) state that “everyday activity is the building

block of society” (p. 234). This is a notion that every aspect of society can be linked to

the way people act in everyday life. For example, schools keep on functioning due to

the  everyday  activities  of  teachers,  students,  administrators,  inspectors  and  other

education  professionals  (O’Donoghue,  2018).  Also,  changes  in  society,  including  in

education, are a result of changes in day-to-day activities. So, in order to understand

madrassa leadership in Indonesia, the everyday activity of staff at the school level has

to be first understood. 

Secondly,  there  is  the  notion  consistent  with  Blumer’s  work  (1969)  that

everyday  activity  is  never  totally  imposed;  there  is  always  some  autonomy  and

freedom. This is the idea that, to some extent, people can and do generate their own

activity. However, there are also constraints on the way they act. Further, people are

influenced by their  backgrounds (Blackledge & Hunt,  1985).  Thus,  everyday life for

principals in madrassa  in  Indonesia  can be seen as being produced by them and by

their colleagues within the school system, acting together and generating their own

roles and action patterns.

Thirdly, to understand everyday activity, researchers have to understand the

meanings  that  others  give  to  their  actions  (Blackledge  &  Hunt,  1985).  From  this

perspective, Blumer (1969) indicated that  meanings can be seen as social  products

generated during interaction. They are personal to a person who creates them. They

are not provided by culture or society (Blumer, 1969). Following this idea, Benzies and

Allen  (1999)  point  out  that  meanings  are  generated  through  symbolic  social
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interaction, where the individual is all the time interacting with the world. Thus,  the

principals in the study being reported here were seen to be constructors of meanings

during their daily activities. 

Fourthly, Blackledge and Hunt (1985) stated that everyday activity consists of

interacting with other people. Again, this is consistent with Blumer’s (1969) ideas. Day-

to-day  activities  seldom  involve  an  individual  acting  in  isolation.  Also,  during  this

interaction,  a  person gives  meaning  to  his  or  her  own actions and  other  people’s

actions.  The  associated  interaction  involves  a  joint  interpretation  of  actions.  This

means that one interprets one’s own  actions  as well as the actions of other people

with whom one interacts (Blackledge & Hunt, 1985). This led the present author to

take the position that  leaders  in madrassas  in Indonesia  generate meanings during

their daily activities and through their interaction with one another.  

Finally,  Blackledge and Hunt (1985) argued that meanings and interpretations

are  not  static.  They  constantly  change through their every-day activities.  As  these

authors explain, this is “not something that happens once and is finished. It occurs in

subtle ways, with modification to the actors’ understanding of what is going on” (p.

236). Therefore, the present author took the view that people who work as leaders in

madrassas  in  Indonesia can  come  to  elaborate  a  shared  understanding  of  a

phenomenon.

A consideration of the five assumptions outlined above clarifies the importance

of generating an understanding of how people define, interpret and explain any given

situation.  In  the  study  reported  in  this  thesis,  it  was  necessary  to  develop  an

understanding of participants’ perspectives on the topic of interest. This is a central

issue because, as Corbin and Strauss (2008) have pointed out, in a “qualitative inquiry,

it is important to obtain as many perspectives on a topic as possible” (p. 26).
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Charon (2007) defined a perspective as “an angle on reality, a place where the

individual stands as he or she looks at and tries to understand reality” (p. 3). Similarly,

O’Donoghue (2018) indicated that the concept “captures the notion of a human being

who interacts, defines situations, and acts according to what is going on in the present

situation” (p.  30).  Following from this,  a major  assumption underpinning the study

reported  here  is  that  an  examination  of  perspectives  is  the  key  to  developing  an

understanding in relation to the three central research aims. 

4.2.2. Symbolic Interactionism

The theoretical perspective within the interpretivist paradigm deemed appropriate to

underpin the study is symbolic interactionism. It provided the starting point through its

central assumption that people attribute a subjective meaning to their activities and

their environments (Flick, 2009). According to Chenitz and Swanson (1986), symbolic

interactionism is both a theory about human action and an approach to study it and

human group life. It focuses on the meanings that people attribute to events as they

occur in everyday settings. As Crotty (2003) has stated, it allows one to explore “the

understandings abroad in culture as the meaningful matrix that guides our lives” (p.

75). This is a research approach which focuses on “how individuals interpret objects

and other people in their lives, and how this process of interpretation leads to actions

in specific situations” (Benzies & Allen, 1999, p. 544). It holds that objects, people, and

events do not possess their own meaning. Rather, meaning is bestowed on them.

Meaning is attributed to ‘things’ through an interaction process that takes place

between the individual  and the ’thing’.  The value of the ‘thing’ will  depend on the

meaning given  to  it  by  the person.  People  construct  it  by  interpreting their  social

interactions (Bogdan & Biklen, 2007).  In order to interact with each other, they have
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to convey and share meaning as group action is necessary for social life (Chenitz &

Swanson, 1986). 

The  ways  in  which  meanings  are  shared  are  through  the  communication

process and the use of a common language (Crotty, 2003).  As Crotty (2003) states:

“only  through  dialogue  can  one  become  aware  of  the  perceptions,  feelings,  and

attitudes of other and interpret their meanings and intents” (p. 75).  Also, meaning is

generated by peoples’ experiences and it guides their lives because it leads them to

action. Those actions then have consequences as they influence future actions (Chenitz

& Swanson, 1986).

Overall, the symbolic interactionist approach stresses social interaction as the

foundation  for  knowledge.  Also,  it  is  in  harmony  with  the  interpretivist  view that

interaction  between  individuals  is  essential  in  order  to  understand  meaning

(Blackledge & Hunt, 1985; Chenitz & Swanson, 1986; Crotty, 2003). This approach was

selected to underpin the study presented in the next chapter of this thesis because it

allowed the researcher  to  unveil  people’s  perspectives  on the phenomenon under

investigation. On this, O’Donoghue (2018) states:

A  researcher  adopting  a  symbolic  interactionist  theoretical  approach  when

conducting  research  within  the  interpretative  paradigm  is  concerned  with

revealing the perspectives behind empirical observations, the actions people

take in the light of their perspectives, and the patterns which develop through

the interaction of perspectives and actions over particular periods of time (p.

20).

O’Donoghue  (2018)  also  emphasises  that  in  this  approach  the  researcher  is  “the

primary data-gathering instrument” (p. 20).

In  order  to  understand  the  phenomenon  being  studied,  the  researcher

elaborates guiding questions that are used to conduct open-ended, or semi-structured,

interviews. Also, the researcher gathers data through the examination of documents
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and  on-site  observations.  During  this  process,  the  researcher  can  acquire  a  vast

amount of rich and detailed data about a small number of individuals (O’Donoghue,

2018). How this process was undertaken is outlined now.

4.3. An Overview of the Data Collection and Analysis Methods

4.3.1. Context

The first and second aims of the study involved analysis of documents produced by the

Indonesian  Ministry  of  Education and Culture  and the  Ministry  of  Religious  Affairs,

supplemented by interviews. The third aim was investigated specifically for three of

thirteen districts in the province of South Sumatra, Indonesia by means of interviews

only. 

The Republic of Indonesia is a unitary state divided into 34 provinces, with 514

districts.  Sumatra  island, where the study being  reported here was located, is  the

second  biggest  island,  consisting  of  ten  provinces with 154 districts.  However,

constraints of time, finance, and accessibility meant that the study had to be limited to

three districts. The selection of madrassas situated in these districts was also justified

on  the  grounds  that  they  are  districts  where  school  leaders  face challenging

circumstances  geographically  and  demographically.  Moreover,  the  researcher was

familiar  with the districts and, thus,  was able to get close to the subjects of study in

order to unveil their subjective understandings of the phenomenon (Cresswell, 2013). 

In  general,  primary  schools  in  Indonesia  can be classified into  two types  in

terms  of  ministerial  affiliation.  They  include  schools  affiliated  to  the Ministry  of

Education and Culture (MoEC) and schools affiliated to the Ministry of Religious Affairs

(MoRA). The latter are madrassas. 

Both the MoEC and the MoRA administer government-run and private primary
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schools. The  main  difference  between  these  school  types  is  found  in  curriculum

content in that there is a stronger focus on religious teaching in MoRA compared to

MoEC schools (Ministry of Education and Culture, 2013). However, this study included

government-run madrassa primary schools affiliated to MoRA only. 

4.3.2. Study Participants

The approach undertaken in the analysis of documents will be considered later in this

chapter. At this point, however, it is important to note that the school leaders selected

for  the  interviews  were  purposefully  chosen  in  order  to  obtain  a  wide  variety  of

perspectives.  This  was  considered  necessary  as  qualitative  researchers  strive  for

diversity within the population under study (Flick, 2009).  The  selection  strategy was

based on two notions, that of purposeful selection and maximum variation sampling.

Both have influenced approaches used in qualitative studies (Cresswell, 2013). The first

notion was addressed by the researcher selecting participants and sites for study that

were  able  to  purposefully  “inform an  understanding  of  the  research  problem and

central phenomenon in the study” (Cresswell, 2013, p. 156). The second notion was

addressed by the researcher determining in advance some criteria that distinguished

the  sites  and  participants.  Then,  participants  as  diverse  as  possible  were  selected

within these parameters (Cresswell, 2013; Johnson & Christensen, 2012).

Cresswell (2013, p. 157) describes the strategy of maximum variation selection

as a researcher’s attempt to understand a phenomenon by selecting participants and

contexts that represent the greatest differences in that phenomenon. This concept is

also defined by Flick (2009) as the integration of “only a few cases, but those which are

as different as possible, to disclose the range of variation and differentiation in the

field” (p. 70). As mentioned above, this strategy was chosen because it increased the
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possibility of generating data reflecting different perspectives (Ary, Jacobs, & Sorensen,

2010; Cresswell, 2013; Merriam, 2009).

In  harmony  with  the  two  notions  of  purposeful  selection  and  maximum

variation  selection,  three  main  criteria  were  considered  in  selecting  the  study-

participants.  First,  as  was  previously  described,  the  study  was  restricted  to  the

province  of  South  Sumatra because  of  constraints  related  to  time  and  funding.

Specifically, it was conducted in the three districts of Muara Enim, Ogan Ilir, and Lahat

which had populations of 755,800, 398,300, and 384,600 respectively in 2013 (Badan

Pusat  Statistik Propinsi  Sumatera Selatan,  2015).  Participants were chosen from  six

government-run  madrassa  primary  schools in  these  districts,  from  the  total  of  37

madrassas in South Sumatra. The madrassas were chosen based on the location which

were more than 50 km from the district office of Ministry of Religious Affairs in each

district.  The total number of madrassas qualified based on the location was 12. Three

madrassas were in the district of Muara Enim were chosen from the total of 10, the

only madrassa in the district of Ogan Ilir was also selected, and two madrassas from

the total of five in the district of Lahat were  selected.

Secondly, the study focused on madrassa primary schools because the research

aims were oriented towards  madrassa leadership. The schools selected in the study

were  government-run madrassa  primary schools  affiliated to  the  MoRA.  They were

located  in rural and isolated areas within the  three districts. Gaining  access to these

areas can be difficult and public transportation is often unavailable. In the dry season,

water,  which  is crucial  for  living  and  farming, is  scarce.  Also,  public  services  in

education and health are often limited or unavailable. The majority of the population is

poor and not well educated. At the same time, like other schools across the country,

they had adopted MBM and were meant to be progressing to meet or exceed the
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national education standards. 

Thirdly,  the participants  were primarily  primary  school  principals who were

working  at  the  selected  madrassa  primary  schools  along with teachers  and school

committee representatives. Principals  and teachers  were interviewed because they

were deemed to be in the best position to report on the current concerns of school

leaders.  They were also in a good position to communicate the developments that

have  taken  place  in  relation  to  madrassas  in  primary  school  leadership.  School

commitee representatives were involved because they participate in various aspects of

the operation of schools and thus can represent the perceived views of various parents

about the education of their children. Given the exploratory nature of the research, it

was also considered appropriate that those selected should vary in their characteristics

in terms of  their  education background,  experiences,  working periods,  gender,  and

age. 

4.3.3. Data Collection and Data Analysis

Grounded theory methods of data collection and analysis were chosen because, as

Charmaz (2006) states, they serve “as a way to learn about the worlds we study and a

method for developing theories to understand them” (p. 10). Also, grounded theory

methods of data gathering and analysis are consistent with the interpretivist approach

(Corbin & Strauss, 2008; Hennink et al., 2011). As Punch (2014) explains, the objective

is to generate theory through the systematic gathering and analysis of data; “theory

therefore will be grounded in data” (p. 185). In addition, the process is based more on

induction than deduction, and allows for sets of propositions to be generated from the

data collected (Corbin & Strauss, 2008). 

Following the  grounded theory  approach,  data  gathering  and  analysis  were
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undertaken  concurrently  (Charmaz,  2006;  Corbin  &  Strauss,  2008;  Johnson  &

Christensen, 2012). This enabled the researcher to select participants on the basis of

the generation of concepts and to validate those developed (Merriam, 2009). The first

stage involved data gathering, sorting it, and placing it into categories (Flick, 2009).

Data  were  read  thoroughly  and  intensely.  Analysis  began  immediately  after  the

reading of the first set of primary data was collated and after transcription of the first

interview. Also, notes, comments and observations were made, and questions were

raised (Corbin & Strauss, 2008).

 As further data were gathered, they were constantly compared for similarities

and differences, and were subject to questioning by asking: ‘what might this be an

example of?’ Constant comparison and constant questioning of the data led to insights

(Johnson & Christensen, 2012; Merriam, 2009). Theoretical sensitivity as explained by

Corbin and Strauss (2008) was used by the researcher in deciding what was important

in the data and giving it meaning.  

The  process  described  above  is  known  as  ‘open  coding’ (Cresswell,  2013).

Corbin and Strauss (2008, p. 101) define open coding as an “analytic process through

which concepts are identified and their properties and dimensions are discovered in

data”. In this regard, open coding was aimed at generating concepts that would in turn

lead to the generating propositions that fitted the data (Johnson & Christensen, 2012).

Also,  through  open  coding,  assumptions  made  by  the  researcher  were  analysed,

questioned, and explored (Corbin & Strauss, 2008). Later on, the concepts generated

were sorted into categories. 

Codes, theoretical memos, and diagrams were constructed by the researcher to

demonstrate relationships between concepts and categories as they were generated.

These were used to support the coding process (Miles & Huberman, 1994).  In this
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regard, Miles and Huberman (1994) have argued that such documents can be used to

record ideas. The codes, notes, and diagrams became increasingly refined and detailed

as  the analysis  proceeded and the data  were reduced (Miles  & Huberman,  1994).

Rather than proceeding on to the two other steps of axial coding and selective coding

in the grounded theory approach, the ‘open-coded’ data were further analysed using

the mode of analysis termed ‘analytic induction’ (O’Donoghue, 2018, p. 171)

4.4. Adapting the Theoretical Framework for the Three Research Questions

4.4.1. The First Research Question

The first research question of the study reported in this thesis was aimed at developing

an  understanding  of  the  background  to  leadership in  madrassas historically  in

Indonesia from 1945 to 1998. The question is historical in nature. As a result,  data

were  primarily  identified  through  a  review  of  a  wide  range  of  public  and  private

records and documents. Public records and personal records are two common types of

documents  used  in  qualitative  research  (Merriam,  2009).  As  Greene  (1994)  has

explained,  document  review  is  a  method  that  offers  great  consonance  with  the

interpretivist approach to research.

4.4.1.1. Data Gathering

Documents were located concerning the background to, and current developments in,

madrassa leadership in Indonesia. The complexity involved in the task reflected the

situation described by Savin-Baden and Major (2013), in their exhortation that  when

assessing  documents,  the  researcher  is  responsible  not  only  for  finding,  but  also

authenticating evidence and then determining its worth and contribution to the area

of investigation.
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The  study  drew  on  such  public  records  as  Ministry  of  Religious  Affairs’

documents, school-related documents from the district level, and minutes of school

meetings.  Academic  papers,  conference  papers,  newspapers  and  other  documents

containing information about the historical background to, and recent developments

in, leadership in madrassas in Indonesia were also analysed. A study of these materials

was required to try to understand official perspectives on programs and administrative

structures (Bogdan & Biklen, 2007). The data were located in public libraries, including

the Indonesian National  Library,  the Library of  the Indonesian Ministry of  Religious

Affairs, and Archives Divisions of the Ministry of Religious Affairs. Following procedures

laid down by Savin-Baden and Major (2013), the researcher gathered the relevant data

and made copies of them for more detailed analysis.

As the study reported here was exploratory, it was not possible from the outset

to know the sum total of sub-research questions needed to guide the research with

regard  to  the  first  research  question.  However,  some  guiding  questions  were

developed. These are set out in Table 4.3 below:

Table 4.3.  The Development of Guiding Questions from the First Central Research

Question

Central Research

Question

Guiding Questions

1. What is the historical 

background to the 

madrassa leadership in 

Indonesia from 1945 to 

1998?

1.1 What policies and practices did the Indonesian 

government implement to establish madrassa 

leadership in Indonesia from 1945 to 1998, and 

why?

1.2 What were the influences that shaped madrassa

leadership in Indonesia from 1945 to 1998, and 

why? 

1.3 What were the continuities and changes that 

can be perceived in madrassa leadership in 

Indonesia from 1945 to 1998, and why?

1.4 When and why did changes occur in madrassa 

leadership from 1945 up to 1998, and who/what

influenced these changes and why?

1.5 Under what conditions were madrassa at the 

primary level led in Indonesia from 1945 until 
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1998 and why?

1.6 What advantages and disadvantages can be 

perceived between different approaches to 

madrassa leadership in Indonesia from 1945 to 

1998 and why?

Such guiding questions were not deemed to be specific questions to be answered.

Rather,  they  were  general  questions  which  were  considered  to  have  the  greatest

potential to commence the process of generating data relevant to the central area of

interest. 

Based on the guiding questions, an  aide-memoire (O’Donoghue, 2018; Punch,

2014) was developed. In this regard, guiding question 1.1 was translated into a set of

more specific questions in the initial aide-memoire, as illustrated in Table 4.4 below. 

Table  4.4.  The  Development  of  Aide-memoire  Questions  from  the  First  Guiding

Question of the First Central Research Question

Central Research

Question

Examples of Questions from the Initial Aide-memoire

1.1 What policies and 

practices did the 

Indonesian 

government 

implement to 

establish madrassa 

leadership from 1945

to 1998, and why?

1.1 .1 Which policies and practices did the 

Indonesian government implement to 

establish madrassa leadership from 1945 to 

1998?

1.1.2 How did the Indonesian government 

implement the policies and practices of 

madrassa leadership from 1945 to 1998 and 

why?

1.1.3 Who created policies and practices of 

madrassa leadership in Indonesia from 1945 

to 1998 and why?

1.1.4 Under what conditions were the policies and 

practices of madrassa leadership 

implemented from 1945 to 1998?  

1.1.5 What were the consequences of the 

implementation of the policies and practices 

of madrassa leadership in Indonesia from 

1945 to 1998?

Similar aide-memoire questions were developed for the other guiding questions. 

Bryman (2013) indicates that an aide-mémoire or ‘agenda’ is useful to ensure

that similar topics are covered in the data collection process. These questions were the
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starting  points  for  exploring  the  phenomenon  under  investigation.  As  unforeseen

issues emerged which gave rise to new questions, they were pursued. 

4.4.1.2. Data Analysis

According to Ary et al., (2010), “content or document analysis is a research method

applied  to  written  or  visual  materials  for  the  purpose  of  identifying  specified

characteristics of the material” (p. 457). The total body of written data consulted was

analysed  systematically  and  logically  by  the  researcher  using  the  grounded  theory

methods  described  earlier  in  this  chapter.  In  particular,  general  ideas,  themes,  or

concepts were sought and were used as the basis for making generalisations, largely in

the form of propositions.

4.4.2. The Second Research Question

The second research question of the study reported in this thesis aimed at generating

understandings about  developments that  took place in relation to leadership at the

primary school level in madrassas in Indonesia from 1999 to the present. In addressing

this second research question the interpretivist paradigm was again applied, this time

with the objective of examining and interpreting a wide range of contemporary and

official records. 

4.4.2.1. Data Gathering

Data were gathered by the same method outlined for the previous research question.

As the related data-collection questions were associated with the developments that

have taken in place in relation to leadership at the primary school level from 1999 to

the present, the discussion of education issues and information given to school leaders

in the webpage of the Ministry of Religious Affairs was considered to be particularly
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relevant. 

Again,  it  was  not  possible  from  the  outset  to  know  the  entire  set  of  sub-

research  questions  that  would  be  required  to  guide  the  research  on  the  second

research question. However, some guiding questions were inferred from the second

central question and were posed as indicated in Table 4.3.

Table 4.3. The Development of Guiding Questions from the Second Central Research 

Question

Central Research Question Guiding Questions

2. What are the developments

that have taken place in 

relation to leadership at the 

madrassa in primary school 

level in Indonesia from 1999 

to the present?

2.1 What policies and practices have been 

implemented in Indonesia from 1999 to 

the present regarding madrassa 

leadership and why?

2.2 What are the reasons behind and 

influences on, the policies and practices 

implemented to establish current 

madrassa leadership from 1999 to the 

present and why? 

2.3 What are the changes in madrassa 

leadership that can be perceived from 

1999 to the present and why? 

2.4  What are the continuities in madrassa 

leadership that can be perceived from 

1999 to the present?  

2.5 When and why did changes occur in 

madrassa leadership from 1999 to the 

present, and who/what influenced these

changes and why?

2.6 What are the advantages and 

disadvantages that key stakeholders 

have identified regarding with madrassa 

leadership in Indonesia from 1999 to the

present and why?

As  previously  indicated  in  the  case  for  the  first  research  question,  such  guiding

questions  were  not  specific  questions  to  be  answered.  Rather,  they  were  broad

questions that it was possible to pose at the beginning of the study and which, it was

deemed,  had  the  greatest  potential  to  commence  the  process  of  generating  data

relevant  to  the  central  area  of  interest.  For  example,  Guiding  Question  2.1  was
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translated into a set of more specific questions in the initial  aide-memoire, as shown

below in Table 4.4.

Table  4.4.  The  Development  of  Aide-memoire  Questions  from  the  First  Guiding

Question of the Second Central Research Question

Central Research Question Examples of Questions from the Initial Aide-memoire

2.1 What policies and 

practices have been 

implemented in Indonesia 

from 1999 to the present 

regarding madrassa 

leadership and why?

2.1.1 Which  policies and  practices  have  been

implemented  to  establish  madrassa

leadership from 1999 to present?

2.1.2 What approaches have been employed to

implement  the  policies  and  practices  of

madrassa  leadership  from  1999  to  the

present and why?

2.1.3 Who has created the policies and practices

of  madrassa  leadership in  Indonesia  from

1999 to present and why?

2.1.4 Under  what  conditions  the  policies  and

practices of madrassa leadership have been

implemented from 1999 to present?  

2.1.5 What  are  the  consequences  of  the

implementation  of  the  policies  and

practices of madrassa leadership from 1999

to present?

Similar aide-memoire questions were developed for other guiding questions. 

4.4.2.2. Data Analysis

As  with  the  previous  central  research  question,  the  grounded  theory  methods

described earlier in the chapter were again used. The researcher systematically and

logically analysed the documents gathered in the course of the research. Again, both,

particular and general ideas, along with themes, and concepts were generated and

were used as the basis for making generalisations. 

4.4.3. The Third Research Question

The  third  research  question  of  the  study  reported  in  this  thesis  was  aimed  at

generating understanding of current issues of concern for leaders in madrassas at the
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primary  school  level in  challenging  circumstances both  geographically  and

demographically. In this regard, ‘concerns’ were considered to be matters that affect

individuals in their everyday working lives; they are matters that prompt participants’

interest and attention. 

4.4.3.1 Data Gathering

A  semi-structured  interview  was  chosen  as  the  data  gathering  method  in  this

component  of  the  study  as  it  is  consistent  with  the  interpretivist  paradigm

(O’Donoghue, 2018) as well as with the grounded theory method of collecting data

(Cresswell, 2013; Savin-Baden & Major, 2013). All of the questions are more flexibly

worded  and  not  highly  structured (Merriam,  2009). Flexibility  includes  being

responsive  to what  participants  say and following up interesting points,  as  well  as

varying the order of questions, following up leads, and clearing up inconsistencies in

answers (Bryman, 2013). 

As with the first and second research questions, this aspect of the study was also

exploratory. Thus, it was again not possible from the outset to know the total sum of

sub-research questions that would be needed to guide the research on this question.

However, some guiding questions were deduced from this central question and are

laid out in Table 4.5. as follows:

Table 4.5. The Development of Guiding Questions from the Third Central Research

Question

Central Research

Question

Guiding Questions

3.1. What are the issues 

of concern to madrassa 
3.1 What aims do madrassa leaders have in 

performing their work? What reasons do they 
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primary level leaders in 

challenging circumstances

geographically and 

demographically in 

Indonesia?

give for having these aims? What challenges do 

they face in trying to realise their aims?

3.2 What are the strategies that madrassa leaders 

employ in trying to realise their aims? What 

reasons do they give for the strategies they 

employ? What challenges do they face in 

employing them? 

3.3 What significance do the madrassa leaders 

expect from their aims and strategies? What 

reasons do they give for their position on this? 

What challenges do they face in trying to 

maintain this position?

3.4 What outcomes do the madrassa leaders expect

from pursuing their aims and strategies? What 

reasons do they give for expecting these 

outcomes? What challenges do they face in 

trying to realise them?

3.5 What is the nature of the context within which 

the madrassa leaders work which influence 

them in their work and which presents them 

with challenges? 

Also, as previously noted in the case of the first and second research question, such

guiding questions were not seen as specific questions to be answered. Rather, they

were broad questions that have the greatest potential to generate data pertinent to

the central areas of interest. For example, Guiding Question 3.1 was translated into a

set of more specific questions in the initial aide-memoire, as shown below in Table 4.6.

Table 4.6. The Development of Aide-memoire Questions from the First Guiding 

Question of the Third Central Research Question

Central Research

Question

Guiding Questions

3.1. What aims do 

madrassa leaders have in 

performing their work? 

What reasons do they 

give for having these 

aims? What challenges 

do they face in trying to 

realise their aims?

3.1.1 What do madrassa leaders want to achieve 

when they perform their work?

3.1.2 What personal and organisational reasons do 

they give for having these aims?

3.1.3 What internal and external challenges do they 

face in trying to realise their aims?

Similar aide-memoire questions were developed for other guiding questions.
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Interviews were supplemented by a process of unstructured and non-participant

observation.  In  non-participant  observation,  the  researcher  studies  participants,  or

settings, from the ‘outside’ (Cresswell, 2013), while in unstructured observation, the

researcher  does  not  use  prespecified  categories  and  explores  the  setting  or

participants’  perspectives  and  actions  in  a  natural  open-ended way (Punch,  2014).

Unstructured non-participant observation was employed only as a means to check, or

confirm, interview data, and to encourage further data gathering questions.

4.4.3.2.   Data   Analysis  

Grounded theory methods of open coding, described earlier in this chapter, were used

to logically and systematically analyse the total  body of transcribed interviews. The

purpose of  this  analysis  was to understand both the issues of  current  concern for

leaders  in  madrassas  at  the  primary  school  level  in  the challenging  circumstances,

geographically and demographically. General ideas, concepts, themes and categories

were generated. These were then used as the basis for generating propositions. 

4.5 An Overview on the Quality of the Data

4.5.1. Recording and Storage of the Data

It  is  important  for  the qualitative researcher  to employ an  organised  and efficient

system for the storage of research data (Cresswell, 2013). Interviews were recorded on

an  mp3  device  and  stored  in  electronic  format.  Back-up  copies  were  made  of  all

electronic  data.  Interview recordings  were transcribed,  coded and filed in a  locked

cabinet.  Data  from  documentary  sources  were  also  coded  and  filed.  As  codes,

categories,  and themes were generated they too were filed.  Memos and diagrams
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were  referenced and  filed  in  a  way  which  ensured they  were  easily  retrieved for

sorting and cross referencing. 

The efficient analysis of the data, the coding of transcripts and documents, and

the  systematic  storage  of  memos,  diagrams,  and  categories,  ensured  that  all

categories, themes, and sub-themes could be traced back to the data. This approach to

the organisation of documentation is known as the development of  an ‘audit  trail’

(Flick, 2009). 

4.5.2 Quality of the Data

In  a qualitative study the results  must  be perceived  to be true by  readers,

practitioners, and other researchers (Merriam, 2009). Thus, it was deemed of utmost

importance that the results of study reported later represented the concerns raised by

the study-participants  in  relation to their  functions as  leaders  in  madrassas  at  the

primary school level in South Sumatra province, Indonesia and the issues that existed

for them.

To  this  end,  criteria  associated  with  the  notion  of  trustworthiness  were

implemented  (Savin-Baden  &  Major,  2013).  These  criteria  comprise credibility,

transferability,  dependability,  and conformability  (Ary  et  al.,  2010;  Lincoln & Guba,

1985).  The following paragraphs  provide a  brief  description of  the criteria  as  they

influenced the conducting of the study. 

4.5.2.1 Credibility 

Credibility indicates that findings are trustworthy and believable if they reflect

participants’, researchers’ and readers’ experiences (Corbin & Strauss, 2008, p. 302). It

relates to whether results are believable or not. It involves how well the investigator

“has established confidence in the findings based on the research design, participants
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and context” (Ary et al., 2010, p. 498). 

A number of methods were used to address credibility. These included the use

of  member  checks,  adequate  engagement  in  data  collection,  reflexivity,  and  peer

examination  (Merriam,  2009).  The  member  checks  involved  taking  the  data  and

interpretations of the researcher back to the study-participants, with the objective of

asking them if the findings were credible to them (Merriam, 2009). 

Peer examination or peer review was also used (Merriam, 2009). This involved

peers reviewing various phases of  the research (Savin-Baden & Major,  2013).  They

read and gave comments on the data and results. They also assessed whether the

results were plausibly based on the data (Merriam, 2009). To this end, they checked

for accuracy and ensured that the results and interpretations were supported by the

data. 

4.5.2.2 Transferability

Transferability can be defined as the extent to which the product of the research can

be applied, or generalized, to other similar contexts (O’Donoghue, 2018). It is decided

by the reader of the results instead of by the researcher. The readers or potential users

of the research must compare and decide on the similarity of the two contexts (Ary et

al., 2010; Savin-Baden & Major, 2013) 

In order to promote transferability, the researcher provided a thick description

of the process and of the contexts of the research (Ary et al., 2010; Schwartz-Shea &

Yanow, 2012). This should enable  readers  to determine whether the researcher was

rigorous during the research process and to consider the extent to which the findings

are transferrable to similar contexts (Merriam, 2009). 
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4.5.2.3 Dependability

Dependability relates to the extent to which variation can be tracked (Ary et al., 2010).

It  requires  that  the  researcher  ensures  that  the process  of  research  is  logical  and

clearly documented (Lincoln & Guba, 1985), and that changes that occured while the

research was ongoing are made clear (Savin-Baden & Major, 2013). To this end, the

present researcher generated an ‘audit trail’ (Flick, 2009; Lincoln & Guba, 1985). This is

a “qualitative researcher’s documentation of how a study was conducted, including

what was done, when, and why” (Ary et al., 2010, p. 636). It involved developing a

description of the entire research process, from the start to the final reporting. Also, it

allows an external auditor to examine the study from the beginning to the end and to

judge the trustworthiness of its outcomes (Savin-Baden & Major, 2013).

4.5.2.4 Confirmability

Confirmability is “the extent to which the data and interpretations of the study are

grounded in events rather than in the inquirer’s personal constructions” (Ary et al.,

2010;  Lincoln  &  Guba,  1985;  Savin-Baden  &  Major,  2013).  This  implies  that  the

researcher’s interpretation must be confirmed by others (Savin-Baden & Major, 2013).

This, in turn, requires that data can be traced back to their original source (Cresswell,

2013). Again, the audit trail served this purpose (Lincoln & Guba, 1985).

4.6 Ethical Considerations

The study reported here  received  an  approval  prior  to the commencement of  the

project  from  The  University  of  Western’s  Australias’s  Human  Research  Ethics

Committee. Due to the nature of the  study, the researcher made close contact with

the  participants.  The  researcher  frequently  dealt  with  sensitive  and  privileged
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information and examined carefully the significance of such issues for the study. Then,

the researcher had to decide which data should be recorded and eventually included

or excluded. The researcher position is as an outsider of the research group. 

Privacy, anonymity, and confidentially of the participants were preserved. The

researcher  was  careful  not  to  name  the  participants on  data  collected.  Coding  or

initials, instead of providing the name of participants, was used for analysis. Also, a ll

participants were informed that the final thesis and possible subsequent publications

would not mention their names. The purposes of the interviews were explained to all

participants before the interviews were conducted. In addition, an assurance was given

to all participants that any one of them could withdraw from the study at any time

during the research, without prejudice.

4.7. Conclusion

This  chapter  has  considered  the  research  design  and  methodology  of  the  study

reported in this thesis. First, the nature of the theoretical framework that underpinned

it  was outlined. This  was followed by a description of  the context of leadership in

madrassas at the primary school level in  Indonesia. Next, the selection of the study-

participants  was explained and an overview of  the methods of  data  collection and

analysis was presented. Following this, the manner in which the theoretical framework

was applied in  relation to each of  the three research questions was outlined.  The

provisions  that  were  made  to  ensure  the  trustworthiness  of  the  data  were  then

considered. Finally, a brief review of some of the ethical issues that were taken into

account in conducting the study was presented. Chapter Five will  now present the

results of the study in relation to the first research question.
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CHAPTER FIVE 

HISTORICAL BACKGROUND TO PRIMARY SCHOOL LEADERSHIP

IN INDONESIA FROM 1945 TO 1998 WITH PARTICULAR 

REFERENCE TO MADRASSA SCHOOL EDUCATION

5.1. Introduction 

This  chapter  addresses  the  first  research  aim of  the  study  reported  in  this  thesis,

namely, to generate understandings on the historical background to madrassa school

leadership  at  the  primary school  level  in  Indonesia,  from  1945  to  1998.  This

background  is  closely  related  to  national  education  developments  that  took  place

throughout the period and particularly to centralisation and education management.

These developments were, in turn, influenced by the political and economic conditions

of the country. 

By way of background, the chapter provides a general outline of the history of

Indonesia and the history of education in general, along with an account of madrassa

education within the country from 1945 to 1998. In particular, it describes the political

and economic contexts that led to centralisation in governance and influenced national

developments during the period. In this regard, the history of Indonesia and education

from 1945 to 1965, namely during what is popularly termed the ‘old order era’,  is

considered. 

The account describes Indonesia and education within the country during this

relatively unstable political and economic time, which was the first 20 years after the

country proclaimed national independence. This is followed by a general account of

the history of Indonesia and education from 1966 to 1998, or what is termed the ‘new

order era’.  This was a relatively stable period of  about 30 years both in society in
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general and in relation to Indonesian education more specifically. 

The third section provides an account of the history of primary school  level

leadership in the country from 1945 to 1998. Here,  particular  attention is given to

education in madrassa primary schools. 

5.2. An Overview of the History of Indonesia and of Education within the Country

from 1945 to 1998 

The Indonesian political and economic situation underwent significant changes from

1945  to  1998.  For  example,  in  1966  the  Mayor  General  Soeharto,  the

minister/commander of the Indonesian army, took over leadership from Soekarno, the

president of the Republic of Indonesia.  The period also witnessed developments in

national education.  Overall, the history of the period in relation to these matters in

Indonesia  in  general  and  relation  to  schooling  in  particular  is  now  reported.  The

account relates to two sub-periods, namely from 1945 to 1965 and from 1966 to 1998.

5.2.1. 1945 to 1965 – The Old Order Era

Indonesia, the largest country in South-East Asia, is a pluralistic nation. This position

was  the corner  stone  of  the  State  doctrine of  the newly  independent  State  when

proclaimed by Soekarno and Mohammad Hatta (Fic, 2003). However, between 1945

and 1965, it was also a fragile state. When independence was proclaimed on 17 August

1945, it was still experiencing a war of independence against the Dutch. This ended

only in 1950 (Falch & Fischer, 2012).  The cessation had come about as a result  of

continuing high resistance by the Indonesian people and was accompanied by major

international criticism of the actions of the Dutch towards them (Djojonegoro, 1997).

After  becoming  the  Republic  of  Indonesia  on  17  August  1945,  the  political

situation  in  Indonesia  remained  unstable  due  to  much  internal  turmoil  politically.
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Political parties and social groups were in conflict and separatist movements emerged.

In  order  to  stabilise  conditions,  the  government  in  1959  moved  from  a  ‘liberal

democracy’ approach to promoting of what is termed a ‘guided democracy’.  Power

now  became  centralised  and  ‘guided’  by  the  President.  Rebellions  and  conflicts

however, continued, with the most severe rebellion taking place in 1965. This was led

by the Indonesian Communist Party (Adriono et al., 2011; Djojonegoro, 1997).

Indonesia was also weak economically. It had inherited heavy debts from the

Dutch  colonial  state.  In  addition,  agriculture  and  mineral  exports  continued  to  be

controlled by Dutch and Chinese groups primarily. Further, the State lacked an efficient

tax-levying capacity. This resulted in constant fiscal instability (Kimura, 2013). 

The  unstable  political  and  economic  conditions  of  the  era  influenced

developments in the national education system which was primarily functioning as a

means to build patriotism and nationalism. However, there was no great emphasis on

human development to develop high quality ‘human resources’ to support economic

developments.  Furthermore,  education  developments  did  not  take  place  in  a

systematic  way.  Neither  was  everything  proposed  implemented  in  the  manner

expected  (Djojonegoro,  1997).  Nevertheless,  the  national  education  system

established  continued  to  function  and  there  was  an  expansion  of  education

opportunities. These two major developments are now discussed. 

5.2.1.1. Establishment of the National Education System

In 1945, the government drew up the national constitution and its ‘Pancasila’ policy,

both of which formed the foundation of the new State. The constitution declared that

education is the right of every citizen, and that all citizens should have equal access to

it. The  Pancasila policy also established that national education should be based on
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belief in God, on a just and civilised humanity, on nationalism, on democracy, and on

social justice (Djojonegoro, 1997; Rifa'i, 2011) 

Soon the government established a national education and schooling system to

replace  that  of  the  European  colonial  era.  Indeed,  it  retained  the  Japanese  single

education system that  had been introduced during  the years  of  occupation during

World War 2. The pattern was one of six years of primary schooling, three years of

junior  secondary  schooling,  three  years  of  senior  secondary  schooling,  and  higher

education. Vocational and teacher training schools operating at the secondary school

level with various study durations, from one year to four years, were also maintained

(Djojonegoro, 1997).

A national curriculum was then drawn up, mainly to facilitate the promotion of

education  for  the  purpose  of  cultivating  patriotism  and  nationalism.  The  first

curriculum was introduced in 1947 and changes to it took place in 1952 and 1964. In

many ways, it was like the old colonial curriculum, but with an Indonesian orientation

and  with  the  colonial  language  subjects  of  Dutch  and  Japanese  being  replaced by

English  and a  local  language.  Civics  was also  introduced as  a  subject  to teach the

State’s  ideology  (Adriono  et  al.,  2011).  Furthermore,  religion  became a  mandatory

subject and Bahasa Indonesia became the language of instruction in all schools. 

The  national  curriculum was  also  structured so  that  detailed  guidance  was

provided for teachers. For example, the curriculum of 1952 had a syllabus outlined for

each subject. Within it each syllabus provided a full outline of content to be taught,

stages at which it should be delivered, and the content and instructional objectives to

be  pursued.  Furthermore,  a  teacher-centred  learning  approach  was  advocated.

Additionally,  teachers  were  expected  to  be  role  models  of  individuals  following

approved ethics, morals, values, and rules (Adriono et al., 2011).
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As  with  secular  schools,  madrassas  in  Indonesia  existed  prior  to  Indonesia

becoming independent. A new era began for them in 1930 when they commenced

using detailed curricula and teaching learning methods (Aziz, 2005). Further, unlike the

education policy of the colonial government which officially was religiously neutral but

tended  to  discriminate  against  the  madrassas,  the  new  independent  Indonesian

government accommodated them as part of the national  education system (Ismail,

2010). Further, religious education was given very serious attention by the government

both in State and in private schools.  

The development of Islamic education in the early post – World War 2 era was

closely related to the work of  the Ministry of  Religious Affairs, which was  officially

established on  3  January  1946 (Direktorat  Pendidikan Islam,  n.d.). The  task  of  this

Ministry was laid out in detail in notes on Islamic education in Indonesia compiled by

the Department of Education of the Ministry of Religious Affairs on 1 September 1956

(Direktorat Pendidikan Islam, n.d.).  In particular, it was stated that it should be active

in ensuring the provision of religious instruction in public and private schools and in

the provision of instruction in general sciences in madrassas, and also in ensuring that

principles  on  the  Education  of  Religious  Teachers  (PGA)  and  of  the  State  Islamic

Magistrate (PHIN) be followed (Direktorat Pendidikan Islam, n.d.).

In the first National Education Law (Law No. 4 of 1950 jo Law No. 12 of 1954)

however,  madrassa  education was not  acknowledged as  being part of  the national

education system. Rather,  it  belonged to a  separate  system under  the Ministry  of

Religious  Affairs  (ACDP,  2013).  The  reason  for  this  separation  from  the  national

education system  at  that  time  was  that  madrassa education  was  dominated  by

religious content, involved the use of a non-standardized curriculum, did not have a

uniform  governance  structure,  and  management  was  not  subject  to  government
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control (ACDP, 2013).

The students of  madrassa schools were prohibited from transferring to State

schools. This discriminative government attitude was reinforced with the release of the

Presidential Decree No. 34 of 1972 and the Presidential Instruction No. 15 of 1974. At

that  time, the majority of  the Muslim population objected to these developments,

arguing that those involved in every type of education offered should be provided with

guidance and material assistance by the government (Steenbrink, 1994). The Ministry

of Religious Affairs subsequently successfully recommended that madrassas use a fixed

prescribed  national  curriculum  and  teaching  approaches  for  general  subjects  in

addition  to  religious  lessons  (Direktorat  Pendidikan  Islam,  n.d.).  As  a  result,  those

madrassas  that  had  spread  across  various  regions  in  almost  all  of  the  nation’s

provinces  were  deemed  by  the  State  to  be  legitimate  institutions.  Indeed,  it  was

reported that the number of ibtida'iyah (primary) school level madrassas at that time

was 13,057, of tsanawiyah (lower secondary) school level madrassas was 776, and of

aliyah (upper secondary) school level madrassas was 1,188 (Nata, 2003).

5.2.1.2. Expansion of Education Opportunities

The other emphasis in developments in education nationally was in relation to

the expansion of education opportunity. The first associated aim was to provide every

member of Indonesian society with equal learning opportunities. The second related

aim  was  for  all  to  achieve  the  highest  possible  level  of  education  regardless  of

background, ethnicity, social status, and gender (Djojonegoro, 1997). 

The focus of expansion, as recommended by the Central Indonesian National

Committee  Working  Body  on  29  December  1945,  was  on  State  primary  school

education. The main intention was to reduce the high rate of illiteracy that existed
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because of  the continuing influence of  the previously inaccessible Dutch education

system  for  the  majority  of  Indonesians  during  the  colonial  period  (Adriono  et  al.,

2011). In this regard, it was proposed that compulsory schooling should be developed

step-by-step and should be implemented over the next 10 years so that all school-age

children would have the opportunity to participate in primary schooling for at least 6

years. Further, it was held that primary schools should not charge an attendance fee

(Djojonegoro, 1997; Rifa'i, 2011). 

The  expansion  of  education  opportunities  required  that  the  government

increase the number of schools throughout the nation. Due to limited funding and a

high demand, it not only constructed new schools but also rented people’s houses for

schooling.  Further,  it  established  two  shifts  of  teaching  per  day.  Additionally,

community participation in building schools received praised nationally. As a result, the

number of schools and higher education institutions increased significantly between

1945 and 1968, with the number of primary schools going from 15,069 units to 60,023

units (Djojonegoro, 1997). 

Nevertheless, the number of schools was still inadequate to provide education

for every citizen. Thus,  the government began developing community education or

out-of-school  education.  This  type  of  education  provided  education  programs

equivalent  to  primary and lower  secondary  school  education and was entitled the

‘Paket A’ program and the ‘Paket B’ program, respectively. It also provided education

in various skills  so that students could acquire the ability to increase their income.

Along with this,  the government supported the developments  of  private  education

institutions, most of which were religious in nature (Djojonegoro, 1997)

There  was also a  high  demand  for teachers.  The Ministry  of  Education and

Instruction (MoEI) organised courses of teacher training of 2 years, 4 years, and 6 years
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duration to be taken up after one’s primary school education. In 1950, these were

replaced by teacher training schools and taught to an upper secondary school standard

of education. Then in 1954, higher education institutions for teachers were established

(Djojonegoro, 1997).

In 1958, the Minister of Religious Affairs introduced an eight-year Madrassa

Compulsory  Education  (MWB)  policy  for  those  choosing  this  schooling  pathway

(Shaleh, 2008). The purpose of the MWB was stated to be to develop the soul of the

people by implementing a curriculum that could develop the head, heart, and hand

(3H) in order to contribute to the economic development of the nation (Shaleh, 2008).

One was expected to commence this schooling at the age of six and after eight years,

according to the Labour Law, anyone aged 15 was entitled to a job (Shaleh, 2008). The

Ministry of Religious Affairs  then set about providing specialist teacher training for

teachers of religion (Djojonegoro, 1997; Rifa'i, 2011; Shabir, 2013). Specialist centres

were established in Pacet, Cianjur, West Java to produce graduates able to teach up to

madrassas upper secondary school level (Shabir, 2013). Along with being prepared as

specialist teachers of religion, they were also prepared to teach knowledge and skills to

do  with  agriculture,  animal  husbandry,  fisheries,  crafts,  co-op  skills,  and  sports

education (Shabir, 2013; Yuningsih, 2015).

5.2.2. 1966-1998 – The New Order Era

The period from 1966-1998 in Indonesia has been termed the ‘new order era’.

The nation was now relatively stable politically. Mayor General Soeharto had tackled a

most severe rebellion known as the Movement of 30 September/Indonesia Communist

Party,  in  1965.  The  political  situation  then  gradually  settled  down.  Soeharto  later

replaced Soekarno as the national president (Djojonegoro, 1997). He accelerated the
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centralisation  in  governance  by  ensuring  that  the  military  infiltrated  bureaucratic

structures, economic management systems, and cultural movements (Kimura, 2013).

In  the  1970s,  the  government  benefited  from  an  oil  and  gas  boom.  This

continued into the 1990s, with the gross national income of around 2.7 trillion rupiahs

in 1969 increasing to 337 trillion rupiahs by 1994 (Djojonegoro, 1997). This enabled the

‘new  order’  government  to  implement  national  development  programmes  or

REPELITA,  starting in  1969 (Adriono,  et  al.,  2011).  The emphasis  was on economic

development. The aim was “to achieve a balance between agriculture and industry”

(Republik Indonesia, 1973, p. 10). Indonesia now, it was held, would soon achieve a

balanced economic  structure leading to the creation of  a  just  and wealthy  society

(Adriono et al., 2011) 

The  Decree  of  the  People’s  Consultative  Assembly  back  in  1966  also

strengthened the position of religion as a subject in the compulsory primary school

level to university level  (Yuningsih, 2015). The Decree was then followed by a joint

decree of the Minister of Religious Affairs and the Minister of Education and Culture in

1967 that  regulated  the amount  of  time per  week that  should be devoted to  the

teaching of the subject. It was stated that in year 1 and year 2 there should be two

hours devoted to the subject per week, three hours in year 3, and four hours in year 4,

5, and 6. The latter position also applied to the lower and upper secondary school

levels (Yuningsih, 2015).

By this time madrassa school graduates were required to be able to compete

with graduates from schools run under the State Ministry of Education and Culture.

Accordingly, they were expected to become skilled graduates as well as to have a good

knowledge  of  Islam  so  that  they  could  get  ‘regular’  jobs  to  support  their  families

(Shaleh, 2008). This provided a real challenge for the administrators of the madrassas,
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who required a lot of up-skilling and qualified teachers to prepare graduates with the

required non-religious-based qualities and skills (Shaleh, 2008).

A major objective of national State education during this era was to produce

Indonesians  committed  to  the  nation’s  philosophy  of  Pancasila and  to  have

competencies to support national developments (Adriono et al.,  2011; Rifa'i,  2011).

This  was  stated  clearly  during  the  closing  stages  of  the  first  Long  Term  National

Development in a Decree of People’s Consultative Assembly in the 1988 State Policy

Guidelines  that  mandated  that  the  education  system  should  be  able  to  produce

Indonesians who can appreciate and put into practice both  Pancasila and the 1945

Constitution’s  principles  (Republik  Indonesia,  1988).  Further,  it  was  stated  that

graduates of the education system should possess the competencies to conduct and

support sustainable development in accordance with their individual talents, abilities

and skills acquired from schooling (Republik Indonesia, 1988). 

5.2.2.1. Expansion of Education Opportunity

In  order  to  expand  education  opportunity,  the  government  continued  the

efforts of the ‘old order’ era government. The number of schools and campuses was

increased.  Starting  in  the  1970s,  the  government  also  commenced  a  major

rehabilitation and construction program to provide new school buildings and repair

damaged  schools  throughout  the  country.  Vocational  upper  secondary  schools,

particularly in the fields of construction, agriculture, and economics received priority as

part of the national effort to provide skilled workers for the workplace. As a result, the

288 vocational upper secondary schools in the country in 1978 had expanded to 5,690

by the end of 1994 (Djojonegoro, 1997). 

The largest education construction and rehabilitation program was undertaken
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in relation to the primary education sector following the establishment of what was

known as the  INPRES  program (Djojonegoro,  1997). This program, which was given

almost 22.4 per cent of the total budget allocated for primary school development,

enabled  the  government  to  significantly  increase  the  number  of  primary  school

buildings throughout the nation. These were uniform in quality and design and spread

across the country, such that the 6,000 units in 1974 became 148,119 units in 1994. As

a result, the rate of  participation rate  in primary school education reached  88.6 per

cent by the end of 1984 (Djojonegoro, 1997). 

Nevertheless,  the  government  reported  several  weaknesses  in  the

developments.  First,  the  existence  of  an  inadequate  data  base  on  primary  school

reconstruction led to poor strategic decisions being made on locating schools,  with

some  not  being  sufficiently  accessible.  Secondly,  with  the  INPRES  program  being

managed centrally,  community participation was often not evident. Thirdly, corrupt

practices by some bureaucrats and developers led to the construction of many new

primary school buildings of poor physical quality (Adriono et al., 2011). 

Between 1972 and 1976 Decrees were also passed aimed at  improving the

quality  of  madrassa  school  education  so  that  it  would  be  equal  to  the  education

provided in public schools under the State Ministry of Education and Culture (Shaleh,

2008). The main expectation now was that the Madrassa Certificate would be seen by

the public, universities and by employees as having equal value with the Public School

Certificate.  There  was  also  an  expectation  that  madrassa  graduates  would,  if  they

wished, be able to continue their study at a higher level at State schools, and that if

they were to transfer, the level at which they were to enter would be the same as that

of their public school counterparts (Shaleh, 2008).

The  Minister  of  Religious  Affairs  also sought  to bring  private  madrassas  (as



115

opposed to State-run-ones)  into State  ownership (Shabir,  2013).  This  was going to

require a lot of investment as these institutions had been born out of local initiatives

and not many were in good physical condition. Low management skills, poor buildings

for study purposes, and unqualified teachers, were among some problems faced by

leaders (Shaleh, 2008).  The government, as a result,  set about supporting them by

providing funds for building improvement, for training, for operational expenses and

for scholarships (Shaleh, 2008). 

5.2.2.2. The Improvement of Education Quality and Relevance

Developments in national education were also directed towards the improvement of

education  quality  and  relevance.  Key  related  developments  were  in  the  areas  of

curriculum, teaching and learning, and in improving teacher quality. Each of these is

now examined in turn. 

5.2.2.2.1. Curriculum Developments

The national curriculum for schools in Indonesia established in 1975 was changed in

1984  and  again  in  1994.  In  each  case  the  aim  was  to  improve  efficiency  and

effectiveness (Adriono et al., 2011). The curriculum introduced in 1994 was very much

a  content-based  one  with  the  emphasis  being  on  delivering  subject  matter  that

students  were expected to  master  (Ministry  of  Education and  Culture,  2013).  This

contrasted with previous foci that placed emphases on learning processes. The latter

focus  eventually  came  to  be  considered  a  disadvantage  on  the  grounds  that  it

distracted teachers from teaching content (Adriono et al., 2011). 

A policy termed the ‘Link and Match Policy’ had been introduced a year earlier,

in 1993 (Adriono et al., 2011). The aim of this policy was to improve the relevance of
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education in  relation to  manpower needs.  It  was  introduced as  a  response to  the

current high level of unemployment among educated people and to the existence of a

high number of school graduates who could not continue their education because of

poverty. 

In non-vocational schools at all levels the policy resulted in a strengthening of

the teaching of such basic skills as reading, writing and arithmetic,  and drawing on

local  content  to  develop  skills  relevant  to  local  demands.  In  vocational  upper

secondary schools it resulted in the introduction of a practice whereby students could

simultaneously complete an internship in industry (Adriono et al., 2011). More hours

were also allocated for teaching the philosophy of Pancasila and of subjects relevant to

Pancasila education than had previously  been the case.  Additionally,  from 1978 to

1998, the government mandated the implementation of the P4 Program to promote

Pancasila’s values in every school and university both private and public, throughout

the country (Adriono et al., 2011).

Back in August 1970 a meeting was held in Cibogo in Bogor, West Java, in order

to  also  consider  how  to  improve  the  madrassa  school  curriculum  at  all  levels

(Departemen Agama RI, 2001). What was formulated there was enforced nationally by

a decree of the Ministry of Religious Affairs, with some improvements and refinement

taking place over the next few years. It later came to be known as the 1973 curriculum

(Shaleh,  2008).  It  included  not  only  religious  subjects  but  also  general  education

subjects  and  vocational  subjects  (Maksum,  1999).  Indeed,  the  national  madrassa

curriculum’s new emphasis on general subjects meant that its emphasis on religious

subjects was to be reduced. 

It  also  now  appeared  as  if  madrassa  education  would  be  only  part  of  one

national  education  system  under  the  authority  of  the  Ministry  of  Education  and
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Culture (Haq, 2015). This led to opposition from many in the Muslim population in

Indonesia who wished for the madrassas to be under the Ministry of Religious Affairs.

The  level  of  rejection  became  increasingly  visible  when  President  Soeharto  issued

Presidential Decree No. 34 of 1972 and Presidential Instruction No. 15 of 1974, which

aimed to ensure that the religious content of the madrassas was not weakened and

that they were not alienated within national education (Direktorat Pendidikan Islam,

n.d.).  The government followed up, instituting policies aimed at also improving the

quality  of  madrassa  education.  In  line  with  this  effort,  on  24 March 1975 a  Joint

Decree (SKB) was issued, signed by the Minister of Religious Affairs, the Minister of

Education  and  Culture,  and  the  Minister  of  Home  Affairs  (Departemen  Agama  RI,

2001).  Concurrently,  madrassa  education  continued  to  be  part  of  the  national

education system, but the major concerns of the public had been addressed.

A  further  development  was  Law  No.  2  of  1989  on  the  National  Education

System  (UUSPN).  Now,  the  government  integrated  madrassas  totally  within  the

National Education System. A consequence was that they had to adopt and apply the

general education curriculum issued by the Ministry of Education and Culture. Another

major consequence was that madrassas at all three levels, from Ibtidaiyah (primary) to

Aliyah  (upper secondary),  essentially became distinctive Islamic public schools (Haq,

2015).  Clearly,  madrassas  were  slowly  being  required  to  take  responsibility  for

adopting features of the secular curriculum and for improving the teaching of such

subjects  as  mathematics,  history,  science,  and  geography,  while  maintaining  their

religious integrity.

5.2.2.2.2. Improvement of teaching and learning facilities 

During the period under consideration, the State came to recognise that appropriate
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teaching  and  learning  facilities  are  vital  for  increasing  student  understanding  and

mastery of curriculum materials and for improving their academic achievement. The

government, as a result, decided to supply demonstration and practical equipment for

government-run schools and universities throughout the country from the centre. It

also decided to manage and control the publication, procurement, and distribution of

school books and library books. Further, it also mandated how these books should be

used in schools (Djojonegoro, 1997). 

Madrassas also benefited from improvements that took place in the provision

of  teaching  and  learning  facilities  nationally,  with  the  central  government  again

managing  this  endeavour.  Further,  the  government  set  out  to  improve  the

infrastructure of madrassas and to provide appropriate books, libraries, and laboratory

tools (Djojonegoro, 1997).  Private madrassas that continued to exist were also able to

benefit as long as they used the same curriculum as their public counterparts (Suharto,

2012). However, proportionally the amount of money available to them was less and

was provided by the Ministry of Religious Affairs (Tanaka, 2018).

5.2.2.2.3. Improvement of teacher quantity and quality

During the period  under  consideration,  the State  also realised it  was  necessary  to

increase the number of teachers and to enhance their quality both in State schools and

in madrassas. A massive process of recruitment of classroom teachers was initiated in

the 1970s and 1980s as a consequence of the introduction of the compulsory primary

school  education  program  (Djojonegoro,  1997;  Ministry  of  Education  and  Culture,

2013). However,  requirements regarding standards were loosened. As a result, many

teachers were not at a desired level. Additionally, the distribution of teachers around

the country was inefficient (Adriono et al., 2011).
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Teachers continued to be seen as vital in implementing and teaching Islamic

subjects  especially  in  madrassas.  They  were  expected  to  have  commitment,

dedication, proper Islamic knowledge, pedagogic ability,  and ability to apply Islamic

knowledge to modern contexts (Listiana,  2013).  Back in 1950, the government had

established Schools for Islamic Teachers and Judges (SGHAI) with those who attended

paying  state-subsidized  fees  and  then  automatically  being  granted  positions  as

teachers (Listiana, 2013). From 1969, however, students had to pay full school fees and

they were no longer automatically granted positions on graduation (Listiana, 2013).

This made it less attractive to be a teacher in a madrassa than had previously been the

case.  

In 1990, the government decided to try to increase the standard of academic

qualifications of teachers. The minimum academic qualification for teaching in State

primary schools  and in madrassas became that of a sub-degree Diploma II  and for

secondary school teachers it became a Bachelor’s degree. The government also ran a

program to enable practicing teachers to raise their academic qualifications in order to

meet the new standards. In addition, it ran courses to improve the teaching skills of

practicing teachers (Djojonegoro, 1997). 

5.2.2.3. International Funding to Support National Developments in Education 

Financial  assistance from overseas was availed of  from 1945 to  1999,  including for

education, in the form of loans and grants. The most substantial loans were received

from the 1970s, during the ‘new order’ era. These increased from 195 billion rupiahs in

1974/1975 to almost 800 billion rupiahs in 1988/1989. They came especially from the

United  States  and  European  countries.  Multilateral  agencies were  also  involved,

including the IMF, the World Bank, IGGI, The Asian Development Bank, UNDP, UNICEF
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and UNESCO (Djojonegoro, 1997).

A portion of the international funding was allocated to support  the education

development  programs noted already and  to  improve  education  management  and

planning (Djojonegoro, 1997). For instance, the World Bank provided loans to finance

education development  projects  aimed at  developing  higher  education,  to  provide

scholarships to Indonesians to study in universities in the USA and to improve the

policy analysis and general research capability of staff in the Department of Education

and Culture (Djojonegoro, 1997). 

International  funding  significantly  influenced  developments  in  national

education  during  this  period.  For  example,  teachers,  education  administrators  and

policy makers who graduated from Western universities often drew upon Western-

centred  ideas  and  thinking  in  developing  education  policies  and  practices.  These

Western  approaches,  however,  were  not  always  suited  to  Indonesian  contexts

(Departemen Pendidikan dan Kebudayaan,  1965).  Further,  teachers  often imported

textbooks from Western countries without really considering their suitability for their

use in Indonesian classrooms (Departemen Pendidikan dan Kebudayaan, 1965).

In  terms  of  Islamic  education,  Canada  provided  assistance  through  the

Canadian International  Development Agency (CIDA) by providing soft loans with 40

years to make repayment (Djojonegoro, 1997). In 1980, this fund was used mainly to

assist  the  State  Institute  of  Islamic  Religion  (IAIN).  The  United  States  Agency  for

International  Development  also  provided  funding  for  the  eradication  of  illiteracy

through education from the 1950s and this effort took place through the madrassas as

well  as  through  the  state  public  schools.  UNDP  also  was  particularly  involved  in

providing  assistance  for  the  practical  training  for  Madrasah  Aliyah  schools  (upper

secondary school madrassas) (Djojonegoro, 1997).
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5.3. Primary School Leadership in Indonesia from 1945 to 1998 

The historical background in relation to school leadership in primary schools, including

madrassas, from 1945 to 1998 is now detailed. First, the nature of centralisation in

primary school management is outlined. Secondly, developments on school leadership

preparation,  recruitment,  and  performance  appraisal  are  considered,  including  in

relation to madrassas. 

5.3.1. Centralisation in Education Management

In  line  with  centralised  governance  generally,  and  as  indicated  earlier,  education

management during this  period was centralised.  The Department of Education and

Culture in Jakarta was responsible for administering all levels of education nationally

(Adriono et al., 2011). This followed the practice of education in the colonial era lying

with the  Departement van Ondervijsen Eeredienst. It had authority for education for

Europeans. It  had offices in the provinces. The management of schooling for ‘native’

Indonesians, however, was delegated to district governments (Tilaar, 1995). 

During  the  period  under  investigation  here,  the  Indonesian  Department  of

Education  and  Culture  formulated  the  objectives  of  primary  school  education  and

oversaw  education  policies.  Its  departments  established  standards  and  designed

curricula  for  all  primary  schools  and  madrassas  in  the  country.  Furthermore,  they

supervised primary schools and accredited them (Beeby, 1981). 

The Department of Education and Culture’s representative department at the

provincial level was the Province Culture and Education Department (PCED). The head

of the PCED was directly responsible to the Department of Education and Culture. He

or she, in turn, oversaw the District Culture and Education Departments (DCED) that
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ran the Sub-district Education and Culture Offices (SCED) with school supervisors being

responsible  for  providing  direct  supervision  of  government-run  primary  schools

(Beeby, 1981).

The  Department  of  Education  and  Culture  did  not  permit  the  provincial

government  to  determine  the  language  of  instruction  for  primary  schools  despite

opposition. Also, it would not authorise provincial governments to audit the efficiency

of  education  funding.  As  Beeby  (1981)  put  it,  even  regarding  the  most  trivial  of

decisions, the PECD was expected to consult with the Department of Education and

Culture in Jakarta.

The major outcome of the centralised nature of education management was a

culture of dependence, in particular, since education personnel were deemed to be

only implementors of government education policies. Thus, principals, teachers, and

school  supervisors  were  not  inclined  to  take  initiatives.  Rather,  they  had come to

always expect to receive guidance ‘from above’ (Beeby, 1981; Tilaar, 2004). 

Over time, the quality of primary school principals deteriorated. Their teaching

skills  were  often  only  a  little  better  than  most  of  their  teachers.  They  were  not

equipped  to  provide  professional  supervision.  As  Beeby  (1981)  put  it,  school

supervisors  also  were  problematic.  They  rarely  conducted  school  visits  because  of

failure to finance their  transport.  Thus,  it  was rare for  them to conduct  classroom

observations,  engage  in  professional  conversations  with,  and  offer  suggestions  to

principals and teachers (Beeby, 1981). 

In 1990, the government established the Government Regulation (GR) No. 28 of

1990 on Basic Education to facilitate the provision of nine-year basic education. This

policy was officially implemented in 1994. The GR retained authority for  education

management in many areas at the central  government through the Department of
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Education  and  Culture.  These  related  to  supply,  deployment,  and  development  of

personnel,  along  with  curriculum,  textbooks,  and  learning  equipment  (Chapter  VI

Article  9).  The  provincial  governments  are  responsible  then  for  the  construction,

maintenance,  and  rehabilitation  of  primary  school  buildings  and  land  (Chapter  VI

Article  2).  Further,  the  school  principal  is  responsible  for  instruction,  school

administration, and supervision (Chapter VI, Article 12).

The  management  of  schools  was  still  divided  between  two  Departments,

namely the Department of Home Affairs and the Department of Education and Culture.

The arrangement continued to create difficulties for primary schools and complicated

policy implementation. Moreover, the personnel in the education and culture offices

of the Department of Home Affairs tended largely to be administrative or clerical staff

who  lacked  understanding  of  education  management  issues  (Ministry  of  National

Education and Culture, 2012). 

The situation outlined above applied to madrassa education as well as to State

schools. Due to the centralist national education policy detailed above applying also to

them, the format of the curriculum and textbooks and the assessment of education

outcomes were outlined in a uniform manner following instructions emanating from

the central  government in Jakarta (Suharto,  2012). These policies acted against the

promotion for creativity,  development and improvisation in  education to meet the

social, cultural  and economic conditions of the local community (Azra,  2002; Tilaar,

1998; Suparno et al., 2003). 

National  education policy was also discriminatory in its treatment of private

schools, some of which were madrassas. The majority of government funding, facilities

and  attention  focused on  State  schools  so  that  the  quality  of  private  schools  was

neglected  (Mastuhu,  2004;  Darmaningtyas,  2004).  Overall,  policies  on  government
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budgeting  and  subsidies  for  Islamic  education  institutions  were  such  that  the

expenditure on madrassa students was much lower than for public school students

(Azra, 2002). Finally, the madrassa situation was complicated by the fact that because

of the joint decree of three ministries in 1975, the design of religious subjects in them

was  the  responsibility  of  the  Minister  of  Religious  Affairs,  but  the  design  and

supervision  of  the  general  course  of  study  in  them  was  the  responsibility  of  the

Minister  of  Education  and  Culture  together  with  the  Minister  of  Religion  and  the

Minister of Home Affairs.

5.3.2. Leadership Preparation, Development, and Performance Appraisal 

Centralisation  in  education,  as  has  been  argued  so  far,  shaped  the  approach  of

principals  in  both  government-run  primary  schools  and  madrassas  during  the  era

under consideration. In the 1970s, principals were usually around nine years older than

teachers, with 10 years of teaching experience. They did not, however, receive any

special  training  for  their  roles  (Beeby,  1981).  This  approach  to  recruitment  and

selection  continued  until  the  early  2000s.  A  recent  study  found  that  State  school

principals  in Indonesia were often selected on the basis simply of their results in an

examination, or because they were nominated by a district education officer rather

than  being  selected  through  a  formal  merit-based  process.  Thus,  most  principals

seemed to have received little training (OECD/Asian Development Bank, 2015). 

An interview was held by the present researcher with the former Department

Head of Madrassa Education of Provincial Office of the Ministry of Religious Affairs in

South Sumatra to find out more about the condition of the leadership in madrassas at

that time. He mentioned that madrassa principals in schools at the primary school level

were nominated based on the suggestion of a madrassa’s supervisor. Then they were
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proposed to the District Office of Religious Affairs. After that the Provincial Office of

Religious Affairs appointed the principal, based on the proposal. There was no training

or selection before the appointment. Instead, some training might be given after the

appointment  and  depending  on  the  budget  suggested  by  the  Provincial  Office  of

Religious Affairs that had been approved beforehand. 

Principals in government-run madrassas were officially civil servants and thus

were paid by the Ministry of Religious Affairs. Relatedly, their performance appraisal

was  assessed in  accordance  with  GR Number  10  Year  1979  on  Work  Performance

Appraisal  for  Civil  Servants. Again,  and  based  on  this  GR,  madrassa  principal

performance  appraisal  put  greater  emphasis  on  work  behaviours  than  on  work

performance. Thus, the process was mainly concerned with such aspects of their role

as  loyalty,  responsibility,  obedience,  honesty,  cooperation,  and  initiative  (Andriani,

2017).

5.4. Conclusion

From  1945  to  1998,  the  government  of  Indonesia  gradually  established  a  highly

centralised education system. This reflected a colonial heritage that was solidified by

successive Indonesian governments to meet the needs of the country throughout the

period.  During  this  ‘old  order’  era,  the  centralisation  of  education  enabled  the

government  to  promote  education  primarily  as  a  means  to  build  patriotism  and

nationalism.  It  also  enabled  the  government  to  develop  education  to  foster

nationalism and create skilled workers to support economic development. However,

the centralisation had disadvantages, particularly in relation to the school leadership

by  principals  in  government-run  primary  schools  and  in  madrassas.   The  situation

became worse when the government decentralised some responsibilities to district
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and provincial governments, requiring primary school principals to be accountable to

two government departments, even three in the case of madrassas.

To  conclude,  this  chapter,  has  been  presented  as  a  response  to  the  first

research question of the overall study being reported here. The exposition provided is

helpful in building understandings of how the past may have an impact on the present.

The next chapter is now concerned with the second research question, namely, what

are  the  recent  developments  that  have  taken  place  in  relation  to  primary  school

leadership and particularly at the madrassa level in Indonesia since 1999?
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CHAPTER SIX

RECENT DEVELOPMENTS IN RELATION TO LEADERSHIP 

AT THE PRIMARY SCHOOL LEVEL IN INDONESIA FROM 1999 TO THE 

PRESENT AND PARTICULARLY IN RELATION TO MADRASSAS

6.1. Introduction

This chapter addresses the second aim of the study being reported here, namely, to

develop an understanding of the  developments that have  taken place in relation to

madrassa primary school level leadership in Indonesia since 1999.  It will be recalled

that  the  year  marked  the  move  to  a  more  decentralised  form  of  governance  in

education in the nation.  The chapter is  divided into two sections.  The first  section

describes the developments that took place in education in Indonesia from 1999 until

2019.  The second part of the chapter highlights the developments that took place

related to madrassa primary school leadership during the same period.

6.2. Education Developments in Indonesia from 1999 to Present

After 1999, Indonesia moved to a decentralised governance system in general across a

range of institutions. The first regulation to facilitate this move was the ‘Law No. 22 of

1999 on Local  Government’ that devolved much authority to provincial  and district

governments. The aim was to improve public welfare by bringing public services closer

to the community. This strategy, it was felt, would also promote democracy and help

to preserve national unity (Ministry of Education and Culture, 2013). 

The move to decentralisation was driven by a national economic crisis in 1997

driven by an extensive Asian financial crisis.  Soon, economic growth in Indonesia had

contracted by over 13 per cent and the inflation rate was at 70 per cent. Relatedly,
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government  debt  increased  to  above  100  per  cent  of  GDP.  Consequently,

unemployment  rose  significantly  leading  to  social  disturbances  across  the  country

(Republic of Indonesia, 2010). 

The crises undermined decades of  progress.  There was also disappointment

that  mining  of  oil  and  gas  was  not  being  seen to  benefit  the  general  population.

Eventually, the levels of distrust caused Soeharto to resign and there were calls for the

introduction of democratic governance.

In promoting its decentralisation framework, the State promoted a view that

Indonesia  would  become  an  advanced  nation  economically  by  2025.  It  sought  an

Indonesia whose people would have a strong national identity with high morals and

who would be highly educated. It  also aimed to abolish discrimination in any form

(Republic  of  Indonesia,  2010).  The  primary  strategy  to  promote  development

economically was to expand industries with a ‘value-added’ component in the process

of production and distribution, while reducing the exploitation of natural resources. To

this  end,  the  central  government  focused  on  22  sectors  for  the  acceleration  of

economic and industrial development (Republic of Indonesia, 2010, 2011). 

Within a short period, Indonesia was experiencing transformation from being

primarily an agricultural country to being an industrial one. In 2011, for instance, the

per centage of the work-force employed in construction, trade, and finance was 63.43

per  cent,  while  in  the  agricultural  sector  it  was  only  36.53  per  cent  (Ministry  of

Education  and  Culture,  2011a).  Concurrently,  there  was  great  demand  for  skilled

industrial  workers.  Further,  in  2015,  it  was  indicated  that  this  trend  was  likely  to

continue;  it  was  estimated  that  by  2030,  Indonesia  woud  need about  113  million

skilled workers in a wide range of positions (Kementerian Pendidikan dan Kebudayaan,

2015). 
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The demand for skilled workers was also considered to be urgent because in

2015 Indonesia adopted an open market for products, services, and investment with

other ASEAN countries. At the time, the nation was, as it still is, also committed to the

General  Agreement  on  Trade  in  Services  (GATS).  As  a  consequence,  it  became

apparent  that  Indonesia  was  serious  about  becoming  internationally  competitive

economically (Kementerian Pendidikan Nasional, 2005). 

Related developments took place in education nationally aimed at producing

high quality graduates (Adriono et al., 2011) in science and technology who would also

have the knowledge, technical skills and life skills needed for the modern workplace.

Entrepreneurship was also promoted (Kementerian Pendidikan Nasional, 2005). At the

primary school  level  in  particular,  the range of  developments  promoted presented

great challenges for school leaders. 

The situation in relation to the madrassa primary school level was no exception.

These  schools  comprised  17  per  cent  of  the  total  number of  schools  in  Indonesia

(Zuhdi, 2006) with those of them aligned with the Muhammadiyah or Nahdlatul Ulama

(NU) network devoting 70 per cent of their instruction time to secular subjects and 30

per cent to religious instruction (Azra, 2014; Hasan, 2008; Subhan, 2010). However,

both the Ministry of Education and Culture schools and those madrassas affiliated to

the  Ministry  of  Religious  Affairs  had  a  difficult  time  translating  new  government

policies into practice and often lacked the infrastructure and human resources needed

to implement new curricula, especially in relation to secular subjects (Ali et al., 2011).

Furthermore,  the  madrassas  required  students  to  take  additional  Islamic  subjects,

usually resulting in an overload of content. Consequently, the quality of education in

madrassas  came  to  be  lower  than  in  what  was  the  case  in  government  schools

(Raihani, 2017). 
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Complicating  the  situation  was  that  80  per  cent  of  madrassas  were

independent of government control and devoted most of their time to teaching Islamic

subjects (Subhan, 2010). These madrassas suffered, in particular, from lack of funding,

from employing low quality  teachers,  and from having to operate  with inadequate

facilities (Asadullah & Maliki, 2018; Subhan, 2010). Further, while they concentrated

on Islamic subjects, as indicated already, there was no uniformity between them in

relation to the level of emphasis placed on secular instruction and religious instruction.

This situation led some to claim that certain madrassas were indoctrinating students

by teaching militant, extreme, and fundamentalist versions of Islam (Jackson & Parker,

2008; Pohl, 2006). The latter situation reflected the fact that madrassas in Indonesia

vary in their ideological foundations. These range from those based on moderate Islam

to  those  based on  fundamentalist  beliefs.  A  consequence  was  that  the  associated

diversity in curricular content created deficits in both the religious and secular learning

of many students (Raihani, 2017).

The enactment of Law No. 22 of 1999 resulted in major structural constraints

on all madrassas. On the one hand, they were now recognized as being part of the

National Education System. On the other hand, they came under the auspices of the

Ministry  of  Religious  Affairs  and  thus  had  their  autonomy  restricted  to  meet  the

particular needs of that institution (Yahya, 2014). It also meant they did not receive the

same  benefits  as  public  and  State  schools,  especially  in  relation  to  funding.

Furthermore,  the  local  governments  were  not  in  a  position  to  make  up  for  the

shortfall.

6.2.1. Expansion and the Provision of Equality of Education Opportunity

Education  expansion  continued to  be  a  priority,  particularly  in  relation  to  primary
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schooling. The aim was to both broaden education opportunities for every Indonesian

and to improve equality of education opportunities. This was because disparities in the

participation rate at all levels of education between those in rural and urban areas,

between those in provinces and districts, and between groups of different social and

economic status continued to be glaring. For instance, in 2011, within 33 provinces in

Indonesia, 13 provinces achieved lower than the national target in relation to the gross

participation  rate  (GPR)  (Kementerian  Pendidikan  dan  Kebudayaan,  2013c).

Furthermore, in the case of madrassa primary schools, in 2015 the GPR was only 12.65

per cent. Relatedly, the GPR for madrassas at the lower secondary school level was

23.60 per cent and for madrassas at the upper secondary school level it was 9.10 per

cent (Kementerian Agama, 2016).

Expanding access to primary schooling during this era was given priority as part

of the implementation of the nation’s nine-year compulsory basic education program

established in 1994. Graduates were expected to have basic knowledge and skills such

that they could either continue their schooling or start earning a living as members of a

productive, industrial, skilful workforce (Ministry of National Education, 2011; National

Coordination  Forum  Education  for  All,  2003). This  approach  was  based  on  the

government’s commitment to global policies, particularly the International Declaration

on Human Rights and its statement that education is a right of every child, and the

2000 Dakar  Declaration on Education for  All  (EFA) (Ministry  of  National  Education,

2011). The aspiration was that eventually all  primary school age-children, from State

schools  and  madrassas,  and  including  girls  in  difficult  circumstances  and  those

belonging to ethnic minorities, would have access to and complete a primary school

education. 

These  new  demands  put  additional  strain  on  madrassa  primary  schools  in
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particular. This strain was added to by a new emphasis that was placed on measurable

learning outcomes, especially in literacy, numeracy, and essential life skills (Ministry of

National  Education,  2011).  Furthermore, madrassa  primary  schools  were  finding  it

difficult  to  compete  with  State  schools  benefiting  from  key  programs  aimed  at

improving  infrastructure  and  education  facilities,  at  developing  new  education

programs, and at providing additional financial assistance. 

6  .2.1.1. Improvement of infrastructure and education facilities  

By 2009,  many State  primary school  buildings and madrassa  primary school

buildings, that had been built on a massive scale through the years of INPRES Program

in  the  1970s  and the  Six  Year  Compulsory  Education Program  of  the  1980s,  were

damaged (Handayani, 2009). The poor availability of maintenance and repair costs was

adding to the adverse situation. At the end of 2006, for example, it was recorded that

out of 889,427 State and madrassa primary school classrooms, around 226,721 (25.6

per cent) were seriously damaged (Handayani, 2009). Slowly, however, the situation

improved, albeit more in relation to the State schools than to the madrassas.

The central government also provided libraries to develop a reading culture in

State and madrassa schools.  This initiative was based on the ‘Law No. 43 of 2007 on

Libraries’.  It mandates that every school, madrassa and higher education institution

must have an IT-based library (Adriono et al., 2011). In 2014, it was reported that 3,000

libraries  had  by  then  been  constructed  in  State  primary  schools  (Kementerian

Pendidikan dan Kebudayaan, 2015). Once more, while the situation in madrassas also

improved, it did not do so at the same pace.
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6  .2.1.2. New Education Program  

Along  with  the  physical  development of  schools,  the  central  government

initiated a number of new education programs. These aimed to support disadvantaged

children in gaining access to primary and secondary schools. Among the key programs

were those associated with one-roof primary–lower secondary schools.  The one roof

primary  school–lower  secondary  school  program  began  to  extend  the  number  of

classrooms  in  both  State  primary  and  madrassa  primary  schools  to  provide  lower

secondary  school  education  within  them.  This  type  of  school  was  established  in

isolated areas and in districts with small and scattered communities. The aim was to

improve access to education for people in such remote and isolated areas. By 2013,

they  were  serving  347,000  students  nationally  (Ministry  of  Education and  Culture,

2013). 

Madrassa primary schools also came to play a part in maximising attendance in

a particular way of their own (Fuad, 2008). This is because there is now a special one-

roof madrassa program. These schools were first established from 2006 in isolated and

economically poor areas. They have been considered to be successful in managing the

intake of students. However, some obstacles associated with sustainability arose due

to students becoming bored with being educated in the same setting for a long time

(Fuad, 2008). To overcome these, additional government commitment to support and

facilitate  the  one-roof  madrassa  was  forthcoming.  Further,  community  aspirations

related to the improvement of life skills for local development were addressed in the

curriculum.  Additionally,  a  madrassa-based  program  of  raising  awareness  of  the

importance of education for improving the quality of life was introduced. Finally,  a

system of monitoring, supervising and evaluating that was overseen by government

authorities in an attempt to guarantee the continuity of the one-roof madrassa was
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instituted (Fuad, 2008).

6  .2.1.3. Financial Assistance  

The government has given a wide range of financial  assistance to students in

State schools at the primary and secondary school levels. This is provided in the form

of cash grants to students from poor families to help them complete their schooling.

Furthermore, scholarships are offered to high achieving students to motivate them to

continue to be successful in their studies (Adriono et al., 2011; Ministry of National

Education, 2011). Since 2005, the government has also given grants to the authorities

of  State  primary  and lower  secondary  schools  under  what  is  known as  the school

operational  assistance (SOA) fund. This fund covers school  operational  costs for all

students,  with the  amount  allocated  being  based on  the  number of  students  in  a

school.

Madrassa students also benefit from the SOA fund. In their case, money comes

directly from the central Ministry of Religious Affairs. In an interview conducted by the

present  writer  with the Department Head of  Madrassa Education of  the Provincial

Office  of  the  Ministry  of  Religious  Affairs  in  South  Sumatra,  he  mentioned  that

madrassa primary schools are also  allowed to accept small fees from parents as long

as there is full agreement by the members of school committee that this is appropriate

and as long as the money is managed by the committee. This is in accord with the

following Minister of Religious Affairs Decree No. 66 of 2016 article 62B: 

(1) Madrassa financing managed by the Madrassa Committee as referred to in

Article 62A is used to:

a. fulfilment of the lack of education costs obtained from the government;

b.  funding  for  education  quality  improvement  activities  that  cannot  be

budgeted by the government;

c. financing of quality improvement activities carried out by educators and

education personnel carried out outside working hours and / or which
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do not include workloads;

d. payment of honorarium for educators and non-civil  servant education

staff which is not financed by the State budget;

e. financing the procurement of education unit facilities and infrastructure

that are not financed or meet the shortfall in costs originating from the

State revenue and expenditure budget;

f. financing the personal costs of living needs of students in the dormitory

for education units that run the dormitory system;

g. granting scholarship to students; and

h.  financing certain  activities that  can support increased access,  quality,

and competitiveness of education units and students (Menteri Agama,

2016, p. 5)

At the same time, ‘Article 62B section 2’ states that the fund should be restricted to

providing  for  students  and  parents  who  are  experiencing  financial  hardship.

Furthermore, it is to be restricted largely to finance student admission, assessment of

their learning outcomes, and graduation requirements. It is also restricted in its use for

the  welfare  support  of  committee  members  or  institutions  representing  madrassa

stakeholders, both directly and indirectly (Menteri Agama, 2016).

6.2.2. Improvement of Education Quality and Relevance

The improvement of education quality and relevance has been another priority for

developments in national education, including in relation to the madrassas. In 2005,

the  government  produced the  National  Education  Standard  (NES).  It  outlines  the

minimum  standard  in  eight  components  of  the  education  system  through  the

‘Government Regulation No. 19 of 2005 on National Education Standards (NES)’. These

relate  to content,  process,  graduate  competencies,  education  personnel,  facilities,

management, financing, and assessment. The government also called for improvement

in relation to curriculum, textbooks, and teachers in both State schools and madrassas.
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6  .2.2.1.   Reforms in   Curriculum and Pedagogy   

In 2004, the central government made fundamental changes to the curriculum.

The content-based curriculum that had been in existence since 1994 was, as detailed

above, replaced by a competency-based curriculum. The following year, the central

government  mandated  the application of  a  student-centred  learning  approach.  On

this, it was stated: 

Teaching processes in schools shall be  conducted in a way that is interactive,

inspiring, fun, and challenging, motivates students to participate actively, and

provides  sufficient  space  for  initiatives,  creativity,  and independence  in  line

with the talents, interest, and physical and psychological development of the

students (Republik Indonesia, 2005, p. 7). 

This approach required a shift from a teacher-dominated approach, characterised by

rote learning, to a more student-centred, active approach with the teacher serving as a

facilitator, guide and mentor (Ministry of Education and Culture, 2013).

In 2006, the central government replaced the 2004 curriculum with the School

Level Curriculum (SLC). It was constructed based on the 2004 curriculum as it retained

a competency-based approach. A number of programs were implemented to facilitate

the introduction of this new student learning approach. Research undertaken seven

years later, in 2013, indicated that while most teachers had received some exposure to

training in student-centred teaching and learning, and were familiar with principles of

the competency-based curriculum, many still did not act in accord with them in their

classrooms (Ministry of Education and Culture, 2013). This was so even when related

workshops had  been  conducted  by  both  the  central  and  local  government.  For

instance,  in  2009,  the  central  government  held workshops  on  the  SLC  for  1,404

primary school clusters which involved 24,631 primary schools. These workshops were
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repeated in  8,424 school  clusters  involving 50,544 primary  schools  throughout  the

nation in 2011 (Ministry of National Education, 2011).

A new curriculum introduced in 2013 replaced the SLC. It retained principles

related  to  the  competency-based  approach  and  the  student-centred  learning

approach. However, it re-centralised authority for curriculum development with the

central  government,  which  also  produced  national  textbooks  (OECD/Asian

Development  Bank,  2015).  There  is  now  also  an  emphasis  on balancing the

development of students’ cognitive abilities with their character and their religiosity

(Kementerian Pendidikan dan Kebudayaan, 2012). 

As members of the national education system, madrassas are also required to

follow the national curriculum implemented by the government. This has meant that

every time a new curriculum development in the State school sector was launched, the

Minister of Religious Affairs decreed that it be implemented also in the madrassas. The

Decree was usually accompanied by statements emphasising also the importance of

the Islamic subjects taught at all levels in madrassas. For example, the Minister issued

the ‘Minister of Religious Affairs Decree No. 2 of 2008’ aimed at regulating graduate

competency and content standards for Islamic and Arabic subjects in all madrassas.

Additionally,  to  support  the  2013  Curriculum,  the  Minister  of  the  day  also  issued

‘Decree No. 912 of 2013’ on the nature and content of these subjects within the new

2013 Curriculum.  

6  .2.2.2.   Low  -  Cost   Textbooks  

A number of programs has been implemented to produce affordable and high quality

textbooks. Since 2008, for instance, the Ministry of National Education and the district

governments have  purchased copyrights of relevant and high quality textbooks from
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various publishers (Departemen Pendidikan Nasional,  2007). Further, between 2010

and 2014, the government provided a subsidy to students to purchase the textbooks,

to  facilitate  education  units to  download  electronic versions  of  textbooks,  to

encourage  education units  to start  to  relate  meaningfully  to the textbooks  and to

develop additional supplementary books (Kementerian Pendidikan dan Kebudayaan,

2013c; Ministry of National Education and Culture, 2012). Policies in this regard apply

not only to State schools but also to madrassas.

6  .2.2.3.   Improvement of Teachers   

It is deemed important in official circles in Indonesia that teachers play a vital role in

improving  the  quality  of  education.  Accordingly,  the  central  government  has

continuously sought to increase the number of teachers to achieve what it sees as an

ideal student-teacher ratio. Nevertheless, the decade between 2000 and 2010, saw the

number of teachers in primary schools, lower secondary schools, and upper secondary

schools increase by 47 per cent, 46 per cent, and 75 per cent respectively. During the

same period, student enrolment increased at a lower rate, namely, 5 per cent at the

primary school level, 23 per cent at lower secondary school level, and 49 per cent at

upper secondary school level. As a result, student-teacher ratios in Indonesia are now

relatively low (Ministry of Education and Culture, 2011b). In 2011, for instance, it was

1:17  in  primary  school,  which  was  better  than  the  student-teacher  ratio  in  such

developed  countries  as  Japan,  South  Korea,  and  the  USA  (Ministry  of  National

Education, 2011). Further, because of the decline in the school-age population, it is

predicted that it will be lower still by 2020 (Ministry of Education and Culture, 2013).

Meanwhile for madrassa primary schools, the ratio in the year 2014/2015 was 1:12, for

the madrassa lower secondary level 1:11, and for the madrassa upper secondary 1:8
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(Kementerian Agama, 2016)

The low student-teacher ratio, particularly at the primary school level and the

madrassa primary school level, does not automatically mean, however, that all schools

have the required number of teachers. In fact, many schools encounter a shortage of

teachers, especially in remote regions, border regions, and outlying areas, while there

is  often  an  oversupply  of  classroom  teachers  and  subject  teachers  at  lower  and

secondary school level in  a  large number of districts (Ministry of National Education,

2011). In addition, there is a tendency in certain  districts to post teachers to urban

rather  than  to  rural areas  (Kementerian  Pendidikan  dan  Kebudayaan,  2013c).

Additionally, the devolution process has not included plans for improving capacity for

teacher management at the district level. Thus, most districts do not have effective

teacher management systems to accurately analyse if there is a surplus or deficit of

teachers in schools within a district. In addition, they tend to pay more attention to

addressing problems to do with teacher shortages than problems to do with teacher

surpluses (Ministry of Education and Culture, 2013). 

In 2005, the government established standards for teachers through ‘Law No.

14 of 2005 on Teachers and Lecturers’. It requires that teachers have a Diploma IV  or

Bachelor degree as the minimum academic qualification for teaching. Also,  teachers

have to hold  a teaching certificate indicating  that they have mastered  competencies

related  to  pedagogy,  professional,  personal,  and  social  development  (Presiden

Republik Indonesia, 2005).  

The central government has also implemented a teaching certification program

since 2007 as a consequence of the institution of the Teacher Law. It involves teacher

self-appraisal  and  portfolio  assessment  (including  peer  appraisal),  with  a  remedial

course being conducted by appointed certifying universities for teachers who fail the
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portfolio assessment. By 2008, the course had been developed as the ‘Education and

Training for Teacher Profession (PLPG)’ course. 

The  curriculum  was  designed  based  on  teacher  competency  standards.

Teachers who pass the test at the end of the course gain certification.  In 2012,  the

central  government also introduced a pre-test to be taken by teachers before they

start  on  the  certification  process  (Ministry  of  Education  and  Culture,  2013).  After

obtaining a teaching certificate, teachers receive a professional incentive. Indeed, they

can double their salaries according to additional incentives provided by the district

government (Ministry of National Education, 2011).

The  teachers  at  madrassas  have  benefited  from the  same opportunities  as

teachers in schools under the Ministry of Education and Culture. They can acquire a

teaching certificate. They also can do the same course as the teachers teaching at State

schools.  The  difference  is  that  the  teaching  certificate  for  madrassa  teachers  is

awarded by the Ministry of Religious Affairs, not the Ministry of Education and Culture.

Starting in 2018,  the ‘Education and Training for  Teacher Profession (PLPG)’

course was replaced by ‘Training for Teacher Profession (PPG)’ course. This had some

improvements  compared  to  the  previous  course  that  took  into  consideration  the

geographic  and  social  cultural  conditions  of  the  country.  Starting  from  2019,  the

requirements  that  a  teacher  should  be  involved  in  the  PPG  course  with  online

provision through SIMPATIKA was made (Direktur Jenderal Pendidikan Islam, 2019).

The teachers who can apply for the PPG course must have bachelor degree or

diploma  IV  certificates  related  to  the  subjects  they  teach.  After  uploading  their

certificates through SIMPATIKA, the provincial office of the Ministry of Religious Affairs

has  to check  them. After everything is  clear,  the decision is  made by the Director

General of Islamic Education regarding which teachers to select as participants for the



141

PPG course (Direktur Jenderal Pendidikan Islam, 2019). After the decision is made, the

teachers receive notification on their SIMPATIKA accounts. Then, they are allowed to

do the online academic tests which they have to pass before they do the PPG course.

Teachers who can get a score above 60 out of 100, then, can join the PPG course at the

appointed and nearest Islamic higher education institutions. The participants in the

PPG course are proportionally selected from each level of madrassa education, starting

from the pre-primary, primary, lower secondary, and upper secondary levels (Direktur

Jenderal Pendidikan Islam, 2019).

The government also introduced a continuing professional development (CPD)

program for teachers in 2012. The aim is to improve teachers’ capacity so that student

motivation  and  learning  will  be  enhanced.  Put  simply,  the  CPD  mandate  is  that

teachers develop an annual CPD plan and implement it. The plan should address the

competencies  in  which  they  perform  poorly  as  indicated  by  their  scores  on  a

competency test they take on pedagogy and professional knowledge and their results

on the teacher performance appraisal of pedagogy. 

The  CPD may focus  on  a  wide  range  of  such  self-development activities  as

participating  in  training  programs,  developing  or  modifying  teaching  aids,  and

preparing scientific papers. The associated activities may take place in schools, school

clusters, and education institutions or agencies. The progress in, and the quality of the

implementation of the CPD plan is assessed. The results, together with the results of

the teacher performance appraisal, contribute to the teacher’s credit point total for

one year (Ministry of Education and Culture, 2013).

6.2.3. Making Education Competitive 

In 2006, in order to make education in Indonesia more competitive internationally, the
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government  introduced an  international  standard  school  (ISS)  and an  international

standard madrassa (ISM) program for primary and secondary school education. The

main aim was to improve the quality of education nationally so that the nation would

become and remain economically competitive internationally. An ISS/ISM school is one

that is aimed at meeting the NES standards along with several education standards and

indicators  used  by  OECD member  countries  and  centres  of  training,  industry,  and

international certification (Adriono et al., 2011).

The ISS pilot projects were commenced in 2005. By 2007, the staff members in

39 primary schools, 100 lower secondary schools, 199 upper secondary schools, and

179  vocational  secondary  schools  had  been  prepared  to  become  ISS  schools

(Departemen Pendidikan Nasional, 2007). Concurrently, in the case of madrassas, in

2006, four madrassas were selected to be prepared to become ISM schools. By 2007,

the number of ISM schools included 32, both public and private madrassas. Along with

having to meet the NES reqirements and indicators used by OECD member countries,

madrassas  that  chose  to  be  ISM  schools  also  have  to  implement  an  international

Islamic curriculum. In this case, one madrassa in Mojokerto chose to implement the Al

Azhar curriculum from Egypt (Wulandari & Supriyanto, 2018).  However, the initiative

overall in relation to both types of schools received sharp criticism on the grounds that

it promoted discrimination, commercialism and exclusivism in education. As a result, it

was halted in 2010 (Adriono et al., 2011).

The  government  also  developed  ‘exclusive’  education  programs.  These

programs have mostly been established in urban areas, offering curricula designed to

meet the learning needs of students with above-average learning capability. Among

them are those involving the teaching of students using two languages, with science

and  mathematics,  in  particular  taught  through  the  medium  of  English.  There  are
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‘superior classes’ (kelas unggulan) programs as well in which students are selected not

only for  academic excellence,  but also on the basis  of  psychological  tests.  Further,

there are ‘accelerated classes’ in which the three-year curriculum at both lower and

upper secondary school levels is, in each case, condensed into two years (Ministry of

Education and Culture, 2013). 

Madrassas  also  implement  those  ‘exclusive’  education  programs.  In  these

schools,  the  students  learn  using  three  languages,  Arabic,  English  for  science  and

mathematics,  and  Indonesian  (Rohayati,  2015).  For  ‘superior  classes’,  students  are

required to have more capability in one of the two languages, English or Arabic. Those

in these classes are usually appointed as the representatives of the madrassas in some

competitions, such as Arabic and English debates, math competitions, and scientific

paper  competitions (Solichin,  2014).  ‘Accelerated classes’  also require the students

enrolled have above average IQ, high analytical and abstraction skills to complete their

learning tasks, and creativity to develop their own potential (Nuqul et al., 2013). So far,

appear to be successful in implementing the ‘exclusive’ education programs suggested

by the Ministry of Education and Culture.

6.3. Developments in relation to Primary School Leadership from 1999 to the Present

Important  developments  have  also  taken  place  in  relation  to  primary  school

leadership,  including  in  the  case  of  madrassa  primary  schools.  These  include  the

implementation  of  education  decentralisation,  the  introduction  of  school-based

management,  the  introduction  of  a  new  model  for  principal  preparation,  the

introduction  of  continuing  professional  development  for  principals,  and  the

introduction  of  a  performance  appraisal  process  for  principals.  Each  of  these

developments is now considered in turn. 



144

6.3.1. Education Decentralisation 

Education  decentralisation  was  implemented  in  Indonesia  in  1999  as  part  of  the

political  and  bureaucratic reforms undertaken  under  the  ‘Law  No.  22  of  1999’.  It

devolved authority for education management from the central government level to

the local government level (mainly district governments), while it retained authority

for  the  establishment  of  national  education  policies  and  standards  at  the  central

government level to assure the quality of education nationally (Ministry of Education

and  Culture,  2013).  The aims  are  to  improve  the  effectiveness  and  efficiency  of

education,  to  realise  democratic  and  autonomous  education  that  accommodates

diversity,  and  to  encourage  community  participation  (Kementerian  Pendidikan

Nasional, 2005). 

The  implementation of  education decentralisation was in  line  with a  World

Bank’s recommendation in 1998. It suggested that the government of Indonesia should

shift the responsibility for the delivery of basic education largely from the central and

provincial ministry offices to the district governments in pursuit of achieving universal

basic  education  (World  Bank,  1998).  The  district  governments were  given  broad

responsibilities in primary school education management. These include establishing

operational  education  policies,  providing  financial  support,  managing  the

implementation of school level curriculum, managing and supplying infrastructure and

education facilities, and managing teachers and education personnel. They are also

responsible  for  providing  quality  assurance  in  relation  to  facilitating  learning

assessment,  educational  evaluation,  school  examinations,  and  evaluating  primary

schools regarding their achievement toward national education standards. 

In  order  to  perform  their  responsibilities  in  managing  education,  district
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governments receive  funding through both the  national budget and the local district

budget. The national government, through the Ministry of Finance, makes a transfer

from a general allocation fund to the district governments for paying teachers’ salaries

and allowances. It also transfers money from a special allocation fund to be used for

school constructions and the rehabilitation of schools,  with a requirement that the

district government provides 10 per cent of the funding. Further, it transfers funding to

the district education offices for the procurement of goods and for school building

construction and rehabilitation.  Along with this,  local  funding  can  be  allocated  for

procurement  at  the  district  level  and  also  to  provide  schools  with  ‘top-up’  school

operational aids (SOA) grants (Ministry of Education and Culture, 2013). 

The  discussion  in  this  section  so  far,  however,  only  applies  in  the  case  of

schools under the Ministry of Education and Culture. By contrast, madrassas, under

the Ministry of Religious Affairs, were not decentralised.  Because of this, they were

unable to receive any continuing benefits from the provincial and district governments.

The differences, as a result, in the financing of madrassas versus financing of  schools

under the Ministry of Education and Culture can be seen in figure below: 

Figure 6.1. Institutional architecture of the national education financing system

National budget
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BOS = Bantuan Operasional Sekolah (School Operational Assistance); DAK = Dana 

Alokasi Khusus (Specific Purpose Fund); DAU = Dana Alokasi Umum (General Purpose 

Fund); PAD = Pendapatan Asli Daerah (locally derived revenue); ‘Shared’ = revenue 

(mainly from natural resourses)

(Kingham & Parson, 2013, p.75)

From the table,  it  can  be seen that  the central  government budget  relates  to the

national budget and the regions budget. Under the central government budget, the

fund for education is allocated for the Ministry of Religious Affairs and the Ministry of

Education and Culture. The SOA and block grants fund for madrassas is then allocated

from the central Ministry of Religious Affairs budget. Additionally, the SOA fund for the

state schools is allocated from the provincial office budget. At the same time, the block

grants fund for state schools is allocated from the central Ministry of Education and
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also receive funding from the central Ministry of Education and Culture.

Budgets  for  regions  are  allocated for  the provincial  budget  and the district

budget. Besides getting the budget from the national budget, each province also has its

own locally derived revenue (PAD), general purpose fund (DAU), and shared revenue

from natural  resources. From this provincial  budget, money has to be allocated for

block grants to schools to support students and teachers. The same goes for district

budget. It has to allocate some of its revenue from PAD, DAU, shared, and specific

purpose fund (DAK) to give block grants to schools to support students and teachers.

The regions do not have responsibility for funding madrassas, but they are responsible

for schools under the Ministry of Education and Culture.  

The diagram shows how madrassas registered with the Ministry of Religious

Affairs are financially marginalized as there are no institutional linkages between them

and the schools of the Ministry of Education and Culture, or between them and the

funding mechanisms administered by the provincial and district levels of government

(Kingham & Parsons, 2013). Moreover, Kingham and Parsons (2013) added that, the

bureaucratic  complexity  of  the  funding  structure  illustrates  the  cumbersome  and

dysfunctional nature of administration in a supposedly ‘integrated’ national education

system. According to them, the financial flows between the centre and the regions do

not support claims of an integrated system (Kingham & Parsons, 2013).

6.3.2. School-Based Management (SBM)

School-based  management  (SBM)  has  been operating  nationally  in  Indonesia  since

2001. At the primary school level, it began with a pilot project in 1999 in seven districts

in four provinces, with assistance from UNICEF and UNESCO. As the evaluation of this

pilot project showed positive results, SBM continued to be implemented nationally,
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with support  from foreign donors  from developed countries.  These donors  include

NZAID, AusAID, and USAID (Kementerian Pendidikan dan Kebudayaan, 2013b). 

In  order  to assure the quality  of  primary  school  education under  SBM, the

central government established ‘the minimum service standard’ to guide the process.

As Stated in the ‘Law No 20 of 2003 on National Education System, Chapter XIV, Article

51 (1)’, “the management of education units for early childhood education, primary

and  secondary  education  is  based  on  the  minimum  service  standards  (MSS)  and

School-or-Madrassa Based Management principles” (Republik Indonesia, 2003, p. 21).

Referring to the minimum service standard in primary school established through the

‘Regulation of National Education Ministry Number 15/2010, chapter II, article 2, (2)b’,

it is expected that under SBM a set of textbooks in Bahasa Indonesia , mathematics,

science,  and social  science will  be  provided for  each student.  Along with this,  the

expectation is that visual  aids for science,  100 enrichment books and 10 reference

books,  37.5  teaching  hours  by  permanent  teachers  per  week,  and  34  weeks  of

instruction per year, will be provided in each school.

Community  involvement  in  SBM  can  be  through  membership  of  school

committees  and  by  means  of  such  activities  as  the  construction  and  physical

maintenance  of  schools.  It  can  also  be  through  encouraging  students  to  learn,

identifying dropout students and motivating them to go back to school. Further, it can

be  through  building  communities  amongst  parents  to  provide  support  for  the

improvement  of  teaching  and  learning  (Kementerian  Pendidikan  dan  Kebudayaan,

2013b).

The  implementation  of  SBM  was  introduced  to  try  to  broaden  out  the

responsibilities of school principals in school management. Thus, they are expected to

be  capable  of  engaging  in  long-term  planning,  engaging  in  transparent  financial
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management, and providing effective support to, and monitoring of, teachers (Ministry

of  Education  and  Culture,  2013;  Kementerian  Pendidikan  dan  Kebudayaan,  2013b;

Kementerian Pendidikan Nasional, 2011a). 

The government has developed a model to strengthen the implementation of

SBM. It  involves capacity  building at  the provincial,  district,  sub-district  and school

level.  Technical  assistance  is  provided to  ‘core  primary  schools’  in  ‘primary  school

clusters’.  These  core  primary  schools  are  expected  to  share  their  capability with

schools  within  their  cluster  through  both  teacher-working  clusters  and  principal-

working clusters (Kementerian Pendidikan dan Kebudayaan, 2013a).

Madrassas are also encouraged to implement Madrassa Based Management

(MBM).  The principals  of  the madrassa  are  responsible  for  managing  their  schools

based  on  the  NES,  so  that  the  institutions  are  able  to  show  their  synergy  with

community  views  and  those  of  the  government.  One  of  the  weakest  aspects  of

madrassa  performance,  however,  is  in  the  area  of  management.  They  have  many

senior  teachers  who have competencies in  teaching but  do not  have management

capability  (Suparman,  2012).  The  problem  is  that,  as  the  paramount  leader  in

madrassa,  the principal,  should be able to decide, implement, share responsibilities

for, and supervise the program he or she proposes, so that it can run well.

One of the programs available for madrassas is Tahfidz House program. This

program is also supported by the Provincial Office of the Ministry of Religious Affairs,

especially in South Sumatra. In an interview conducted by the present researcher with

Department Head of Madrassa Education of the Provincial Office of the Ministry of

Religious  Affairs  in  South  Sumatra,  he  said  that  every  madrassa  in  South  Sumatra

should  teach  the  Tahfidz  program.  He  also  mentioned  that  the  Department  of

Madrassa  Education  supported  this  program  and  offered  related  training  at  the
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provincial office. The program by that stage had been running for one year and 524

teachers  were  taught  to  teach  the  Tahfidz  approach  in  the  madrassas  in  South

Sumatra.

6.3.3. Leadership Preparation, Development, and Performance Appraisal 

The implementation of SBM, as has already been pointed out, requires the availability

of capable and professional school leaders, particularly in the case of school principals.

Accordingly,  the  central  government  has  introduced  a  new  Principal  Preparation

Program (PPP), a Continuing Professional Development  (CPD) for Principals Program,

and a Performance Appraisal (PA) for Principals Program. The implementation of these

programs is managed by the district governments. 

6  .3.3.1. The Principal Preparation   Program   (PPP)   

The central government introduced the Principal Preparation Program (PPP) in 2010. It

provides guidance for district governments to assist them in preparing qualified school

principals. It has three components: recruitment, selection, and certification. 

A  principal  of  a  primary  school  has  to  be  a  primary  school  teacher  with  a

teaching certificate and a principal’s certificate (Menteri Pendidikan Nasional, 2007).

The other administrative and academic requirements of a prospective principal  are

deemed to be as follows:

1. Have faith in and piety to the God Almighty

2. Hold  a  bachelor degree or diploma IV  in  education or a   non-education  area

from an accredited university

3. Be no more than 56 years old 

4. Be physically and spiritually healthy

5. Have never had discipline sanctions 

6. Have at least five years of teaching experience, 

7. Be at least III/c in career rank for civil servants or be of an equal rank for a non

civil servant
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8. Have had a good record over the last two years (Menteri Pendidikan Nasional,

2007, p. 3)

Prospective principals for madrassas also have to meet these requirements. Further, it

is  compulsory that  they be Muslims and are able to read and write the Al  Qur’an

(Menteri Agama, 2018). 

Both those selected as State primary school prospective principals and those

selected as principals of madrassas are trained by authorised training agencies chosen

by the DEOs or the Provincial Office of the Minister of Religious Affairs. The training is

directed  towards  the  mastery  of  the  following  five  dimensions  of  principal

competency, namely:

1. The  personality  dimension  of  competencies  refers  to  having  leadership

characters  including  noble  behaviour,  an  ideal  model  of  noble  behaviour,

integrity,  a passionate,  open minded,  talented,  self-control,  and enthusiastic

principal.

2. The managerial dimension of competencies refers to having the ability to plan

school development; to develop  organisations, school culture and climate; to

lead  change,  and  to  manage  school  resources  including  teachers,  students,

finance, school - community relations, and facilities. 

3. The entreprenuership dimension of competency refers to having the ability to

be innovative, to be a hard worker, to have strong motivation to be successful

and to have entrepreneurial intuition.   

4. The supervision dimension of competencies refers to having the ability to plan,

implement,  and  follow  up  academic  supervision  programs  for  teacher

professional development. 

5. The  social  dimension  of  competencies  refers  to having  the ability  to  work

together  with  others for  school  development,  to  participate  in  community

events,  and  to  have  social  sensitivity  towards others (Menteri  Pendidikan

Nasional, 2007, pp. 5-7). 

The  training occurs  over  300 learning  hours  and consists of the following learning

phases: 

1. Principal preparation program learning 1 – initial face-to-face training workshop

designed to be conducted over 7 days for a total of 70 learning hours.

2. On-the-job learning – workplace learning conducted over a 3 month period for
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a total of 200 learning hours. 

3. Principal  preparation  program  learning  2  –  face-to-face  follow–up  and

assessment  conducted  over  3  days  for  a  total  of  30  learning  hours

(Kementerian Pendidikan Nasional, 2011b). 

The final stage of the training is certification. As the PPP is still based on a relatively

recent policy,  many school principals in Indonesia, both in State primary schools and

madrassa primary schools  are still  poorly  prepared. As  a result,  many still  lack the

prescribed competencies,  especially  those on supervision,  and in the necessary ICT

skills for management, teaching and learning. Further, in the latest report available,

that for 2013, it was reported that school principals in rural and remote schools had,

on average, lower levels of competencies than did school principals in urban and semi-

urban schools (The Education Sector Analytical and Capacity Development Partnership,

2013). 

6  .3.3.2. Continuing Professional Development for Principals  

A program that aims to develop the competencies of school principals in State primary

schools  and  madrassa  primary  schools  in  management  and  leadership  is  the

Continuing  Professional  Development  (CPD)  program.  It  is  designed  for  the

development of the knowledge, skills, and attitudes of principals in relation to the five

areas  previously  detailed,  namely,  personality,  management,  entrepreneurship,

supervision, and one’s social development. In line with this, principals in both sectors

have, since 2011, had to prepare and implement a CPD plan. The results of the plan are

then considered in one’s annual school principal performance appraisal (Ministry of

Education and Culture, 2013). 

The government also initiated a wide range of  other  principal  development
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programs for both primary school  sectors.  These  include providing scholarships for

principals  to  pursue  a  bachelor  or  master  degree,  providing training  on  school

management and leadership, and revitalising professional collaboration for principals,

so that  they share experiences  in  ‘principal  working clusters’.  District  governments

have  also  been encouraged to  try  to employ  administrative  staff in  every  primary

school to reduce the administrative work of principals (Kementerian Pendidikan dan

Kebudayaan, 2013c).

6  .3.3.3. Performance Appraisal for School Principal  s  

In 2011, the central government introduced a new model of performance appraisal for

civil  servants  under  the  ‘Government  Regulation  No.  46  of  2011  on  Performance

Appraisal for Civil Servants’. This mandates performance appraisal in relation to work

behaviour and work targets. It has been implemented nationally for principals in both

state primary schools and madrassa primary schools. The focus in the appraisal is on

service  orientation,  integrity,  commitment,  discipline,  cooperation,  and  leadership

(Kementerian Pendidikan dan Kebudayaan, 2014; Ministry of Education and Culture,

2013).

The performance appraisal is carried out by comparing one’s work outcomes

and one’s work targets. If the target is not reached due to factors beyond the control

of  individual  principals,  the  assessment  requires  that  the  conditions  causing  the

situation be considered (Presiden Republik  Indonesia,  2011).  For madrassa  primary

school  principals,  the  people  who  are  in  charge  of  conducting  work  performance

appraisal are those who are located at the district office of the Ministry of Religious

Affairs.
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6.4. Conclusion

This chapter has presented an overview of developments in education and in primary

school  leadership  both  in  relation to State  primary  schools  and madrassa  primary

schools in Indonesia that have taken place from 1999 until now. The emphasis has

been on education opportunities, quality, relevance, and competitiveness. Significant

changes in the roles of system administrators, school leaders, education stakeholders,

and in the expectations of them, have also been detailed. The next chapter considers

issues that are raised regarding leadership at the primary school level in madrassas.

Those who participated in the study were working in challenging circumstances in

relatively remote rural areas.

CHAPTER SEVEN

ISSUES FOR SCHOOL LEADERS AT PRIMARY SCHOOL MADRASSAS

7.1 Introduction
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Chapter Five dealt with the historical background to primary schooling, with particular

reference  to  madrassa  schooling  in  Indonesia.  Chapter  Six  then  discussed  recent

developments in relation to this type education also in Indonesia. The present chapter

now deals  with issues that  exist  for  school  leaders in primary school  madrassas.  A

study conducted at six madrassas at this level  in South Sumatra is considered. The

particular madrassas investigated were chosen because of their location, which is far

from the capital city of the province in which they are located and is difficult to reach.

The  first  section  focuses  on  similarities  in  issues  faced  by  the  leaders  at  the  six

madrassas.  The second section details issues faced by leaders at certain madrassas but

not all of them. The third section focuses on issues that exist at one madrassa. 

7.2. Similarities in Perspectives on Issues at the Madrassas

The madrassas investigated are all far from the district offices in the district in which

they are located. To reach any of these madrassas, a private vehicle is needed as there

is no public transport available.

In this section of the chapter, the similarities in perspectives on issues leaders

experience at the madrassas in question are divided into two sections. The first section

relates to problems faced by them. The second section relates to perceived advantages

they have over the State primary schools.

7.2.1. Perceived Problems Faced at the Madrassas

The madrassas encountered similar problems to those in State schools, especially in

relation to lack of teachers, lack of facilities, and management. Teachers in this context

are  civil  servants  who are paid  by the State  every month.  Their  standard  salary is
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determined by the government.  They have to at least hold a bachelor degree or a

‘diploma four’ in their field (Law No. 14 of 2005 on Teachers and Lecturers). Each also

has to pass the tests required to become a civil servant. 

The madrassa teachers in  question are divided into classroom teachers and

subject teachers. Classroom teachers are responsible for teaching almost all subjects,

except  for  Islamic subjects,  art  subjects,  and PE.  Facilities that  are supposed to be

provided at the school include appropriate rooms, textbooks for students, and other

pedagogical  materials  to  support  the  teaching  and  learning  process.  Management

tasks involve working with the curriculum, finance, and the promotion of engagement

in the Principal Preparation Program (PPP).

7.2.1.1. Lack of Teachers

At Madrassa TK, located in the village with the same name, the present author found

out that it had 14 civil servant teachers and nine non-permanent teachers. Further, it

had 12 classes, with two classes for each year group. The total number of students

enrolled  in  the  school  year  2018/2019  was  268.  According  to  the  principal,  the

madrassa  lacked teachers  of  Arabic  subjects.  “We barely  have enough teachers  to

teach those subjects”, he said. The only solution he could find, he claimed, and one

which displeased him, was to get some of the other teachers to teach them despite

their lack of appropriate qualification. 

In Madrassa B, there were five civil  servant teachers and 15 non-permanent

teachers.  This  madrassa  lacked  the  required  number  of  classroom  teachers,  PE

teachers, art  teachers,  and teachers of  Arabic. Together they worked to teach 285

students in the school year 2018/2019.  As the principal put it: “This madrassa needs a

lot more civil servant teachers. We only have five so far. This is not enough to cover all
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the  teachers’  tasks.  In  total,  we  only  have  20  of  them.”  As  with  the  principal  at

Madrassa TK, she said that “the non-permanent teachers are assigned as classroom

teachers and PE and art subjects are assigned to the classroom teachers. It means that

classroom teachers now spend more hours teaching than they are supposed to.” 

Lack of teachers was also experienced at Madrassa W in Lahat district.  This

madrassa had 335 students enrolled in the school year 2018/2019. The total number

of  teachers  working there was seven civil  servant  teachers and 20 non-permanent

teachers. The madrassa was particularly lacking in classroom teachers, PE teachers,

teachers of Arabic, and teachers of art. The art subject teacher was a non-permanent

teacher,  while  PE  was  managed  by  classroom  teachers  and  Arabic  was  taught  by

teachers of Islamic subjects. Commenting on the situation overall, the principal stated: 

We only  have  seven civil  servant  teachers.  Meanwhile  the total  number  of

classes is twelve. This means that for classroom teachers we still have to rely on

non-permanent teachers. If one of them suddenly leaves, it will be very hard for

us to find a replacement.

Madrassa LA in Lahat district also had the problem of a lack of teachers. It was short of

two classroom teachers, two for aqidah akhlak, and two for Arabic. Further, one of its

teachers of Arabic was almost 70 years of age and was still  a non-permanent staff

member. It had 315 students enrolled in the school year 2018/2019. Those students

were spread across year 1 to year 6, with two classes for each year. It had 12 civil

servant teachers and 30 non-permanent teachers. The principal added: “It is very hard

for us to find dedicated non-permanent teachers who are usually underpaid to teach in

a madrassa.” 

The same problem was faced yet again at Madrassa P in Ogan Ilir district. It was

short of a teacher in the  Qur’an Hadits subject and was also short of two classroom

teachers. Further, it had one non-permanent teacher of Arabic who held a teaching
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certification from the  government.  This  meant  he  got  an  additional  amount  in  his

salary  every  month  from  the  government. In  total  this  madrassa  had  23  teachers

employed,  consisting of 18 civil  servant teachers and five non-permanent teachers.

The principal commented as follows:

To overcome our problems, we should be able to assign two non-permanent

teachers  to be the classroom teachers.  We also do not  have teachers  who

specialized in  teaching  the  Qur’an Hadits  subject.  To teach  this  subject,  we

depend on teachers who teach other subjects related to Islam.

The shortage on the number of teachers were also experienced by Madrassa AM. They

had a shortage of classroom teachers, PE teachers, and art teachers. This meant that

the work of some classroom teachers had to be assigned to non-permanent teachers

who were also expected to take responsibility for teaching PE and art related subjects.

Here, there were only five civil  servant teachers and six non-permanent teachers in

that year.  The principal clarified this situation as follows: 

We have 12 classes this year, two for each year. However, we only have eleven

teachers  in  total.  We  really  need  more  civil  servant  teachers  who  can  be

classroom teachers, as well as PE teachers and art teachers. If the government

would allow our non-permanent teachers to become civil servant teachers, we

could hire, then, more teachers ourselves to replace them.

7.2.1.2. Lack of Facilities

Regarding a lack of  facilities,  leaders at  Madrassa TK indicated that  they needed a

prayer room and a school medical room. They pointed out that they never had such

rooms. In this regard, the principal stated:  “We will use the prayer room for students

and teachers who needed to do their prayers. We will also use the room for students

who would like to exercise their  tahfidz.” He added: “We also need a medical room.

When the students are in need of medical assistance we have the trouble of having to

bring them to the nearest health centre because there is no special school room.” 
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The leaders at the school also indicated that they had one unfinished classroom

with no tiles on the floor and no ceiling. This was quite bothersome for the teachers

who had to teach there. The classroom became dusty because it was not tiled and

whenever it rained the sound of the rain could be heard clearly because of the lack of a

ceiling. Referring to these conditions, the classroom teacher complained, stating: “It

really bothers us. We cannot concentrate when we are in the class. Whenever I teach, I

can see how uncomfortable the students are because of the condition. We really need

to be given the finances to finish the classroom.” 

The madrassa also lacked school props to support teachers in their teaching

and learning sessions. Further, teachers were in need of textbooks for use with the

latest curriculum, introduced in 2013. A bigger field was required, leaders held, for the

students to properly engage in PE activities. At the time the research was conducted,

they were using a field quite a distance away from the school for that purpose. 

School leaders at Madrassa B also said they were in need of a prayer room, a

library, and a school medical room. They only had the use of one room to cover all of

their needs. The principal complained, saying: “We need more rooms. Currently, we

have only one room for three functions, that is as a prayer room, a library, and a school

medical  room.  I  know  it  feels  uncomfortable  for  students  to  conduct  all  of  their

activities in that room, but we have no choice.” The classrooms, he said, were also not

in good condition and badly needed renovation. Further, she went on, they were not

big enough to accommodate all of the students in any one class. For example, one of

the classrooms was only fit for 20 students yet it had to accommodate 29. 

The school authorities also said that they needed more permanent gates to

protect the school area. At the time the interviews were conducted it could be seen

that the front gates of the school were only made of wood and that the back gates
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were not high. “We need to get a budget from the government to start rebuilding the

gates,” the principal said. “As you can see, our gates are made of wood and therefore

it is easier for unwanted people to pass through them than if they were made of more

sustainable material,” she added. 

The madrassa leaders also said that they had a need for up-to-date textbooks

for use with students studying the latest curriculum. Further, they held, the school also

needed an LCD projector for the classroom. So far, they only had one. “This means that

if two classes need it at the same time it cannot be done,” the principal said. 

A lack of classrooms was also experienced by teachers at Madrassa W. It had

three classrooms that teachers were unable to use because they had not been fully

built. These were still in the middle of renovation when interviews were conducted.

One of the teachers said:

Because we cannot use three classrooms, the first and second year students

should use the classes in turn. Year 1 would study in the morning until before

10 a.m. After that, the classes could be used by the year 2 students. However,

the year 2 students sometimes arrive at school at around 8 a.m. Then, they

would gather and chat in front of the year 1 classes. This condition is really not

ideal  for  the students and the teachers,  because the noise made by year  2

students would bother the year 1 students studying.

The madrassa school leaders also said they needed a bigger field in order to hold their

flag ceremonies and as well as for PE as the students had to use the village’s soccer

field. 

Owing to the field situation, the students, it was claimed, could not concentrate

on the ceremony that was held every Monday. Further, the madrassa leaders said that

a prayer room was also required as they had to use the library for prayers and that

made  the  students  uncomfortable  as  some,  at  this  time,  read  books  instead.  The

madrassa, it was held, also needed more secure gates, especially at the back of the
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school. In this connection, the principal said: “Because of lack of secure gates, many

children  enter  the  school  in  the  afternoon.  They  are  not  registered  as  madrassa

students and they use the school’s toilets.” This circumstance, he stated, results in the

school’s toilets being “dirty and smelly every morning.”

A lack of a prayer room was also reported at Madrassa LA in Lahat district.

Here, the students used their own classrooms as prayer rooms. It was argued that a

dedicated  prayer  room  was  required  because  their  extracurricular  activities  were

conducted after school time, from 12.30 pm to 2 pm. This situation requires that the

students pray at school, because 12.30 pm is when Muslims say their mid-day prayer.

The principal added: “We really need a prayer room so that all of the students and

teachers can pray together. At the moment, when prayer time comes, the students

have to rearrange their seats to make space in their classroom for it.” 

The  school  authorities  also  said  they  need  a  library.  When  they  were

interviewed, it could be seen that the school’s books were in the teacher’s room. This

really concerned the principal as the room was a mess. “As you can see,” he said “the

space in this room is already limited. With the books here that should be in the library

it makes the room crowded.” He also said the school needs a medical room because

whenever there is a student who requires help from an emergency medical assistant,

he or she cannot be treated in the school.

The school, the leaders said, also needs bigger classrooms as those available

are not the best for conducting teaching and learning. There is one small classroom

that was designed to hold a maximum of 28, but 33 were in it when observed. This

condition, it was argued, is uncomfortable for teachers and students, especially in the

dry season, when the temperature is high. Accordingly, a classroom teacher stated:

“The students sit uncomfortably near to each other. We do not have fans in the class.
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That makes the condition worse.” 

Teachers also said that more props were required to support their teaching.

The  lack  of  them made teaching  difficult,  they claimed,  and especially  for  science,

Qur’an and  hadits, and social science. The school also needs textbooks to teach the

latest curriculum of 2013, a teacher said.  

Teachers pointed out they can download some materials from the internet, but

the parents’  poor  financial  situation means not  many are  able  to  get  access  to it.

Therefore,  in  their  learning,  students  have  to  depend  totally  on  the  teachers’

explanations.   Further,  they said,  the school  needs more toilets  and ritual  washing

places,  which are  necessary  for  Muslims so  that  they can  prepare properly  before

performing prayers. 

In Madrassa P located in Ogan Ilir district, school leaders said, more chairs and

desks  were  needed  for  the  students  and  the  teachers.  The  principal  was  really

concerned about this, and added: “The students could be hurt because the existing

chairs  and  the  tables  are  really  heavy  and  are  already  rusty.  This  condition  is  so

because the chairs and the tables had not been replaced for three years.” The medical

room, he said, also needs beds, partitions to keep male and female students apart, and

medicines for emergencies. Further, they said, the school needs a major renovation of

the  buildings.  The  roofs  are  leaking  and  this  makes  the  students  and  teachers

uncomfortable in the classroom, especially when it rains. To this, they added that they

need  more  LCD  projectors  as  they  only  have  two.  The  teachers  in  need  of  these

projectors  have  to  wait  for  other  teachers  to  finish  using  them.  Out-of-classroom

accessories were also the focus of attention. The school, it was argued, requires that

there be a planting of trees as some of the big trees have been cut down because of

the roots almost reaching the classrooms. 
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The  school  leaders  at  Madrassa  AM  also  stated  that  they  need  textbooks

related  to  the  latest  curriculum  of  2013.  One  teacher  went  out  of  her  way  to

emphasise  that  the  textbooks  for  year  3  and  6  are  still  not  available  from  the

publishers for schools under the Ministry of Religious Affairs. Therefore, for students in

those years, they said, they still use textbooks for the curriculum of 2006. She had tried

to download the materials from the website provided by the government, but the cost

of printing was twice the price of the textbooks. Further, the quality of the copying the

textbooks was not good enough for distribution to the students. 

This madrassa, it was also argued, needs more permanent classrooms as three

of them are made out of wood, including the tiles and the walls, and the quality is

poor. Whenever the students roam around the classrooms, the school leaders said, the

noise made is very loud attributable to the wood tiles being in poor condition. The

wooden walls, they said, also cause problems as they are not sound proof. This means

that if the teacher in one class is teaching, the students in the next classroom can hear

his or her voice. The principal added: “The non-permanent classrooms are one of my

biggest concerns. It really bothers me as the rooms are located beside my office. I can

hear the noise made by the students. I can imagine how this situation is troublesome

for the teachers teaching nearby.”

Other permanent classrooms also need major renovation, the principal went on

to  comment,  as  the  tiles  are  cracked and the students  could be injured by  them.

Further,  he held,  the school  needs new tables and chairs  and he pointed to some

broken chairs and tables stacked at the back of the classroom. Teachers also claimed

that while the students are really eager to read and borrow books from the school

almost every day, they do not have enough of them. Indeed, the teacher who was in

charge of the library stated: “Our students really love to read. They are allowed to
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bring home the books for three days. Sometimes, they return the books in one day.

However we do not have much variety. I am sure students would love to have more

books to read.” 

The  school  also  has  some  problems  with  the  toilet  facilities.  This,  it  was

claimed, is due to a lower secondary private madrassa being located on the same site.

The principal complained as follows: “It is one of the problems that I cannot solve. The

private  madrassa  students  use  our  students’  toilets  because  the  facilities  are  not

available in their school. However, they use it without showing care.”

7.2.1.3. Management Problems

Problems  with  management  dealing  with  curriculum,  finance,  and  the  Principal

Preparation Program (PPP) were also commented on by the leaders of the primary

school madrassas investigated. All share the same problems, namely, coping with the

curriculum, difficulties in managing the finance, and little chance to complete the PPP

prior to having to do the related assignments.

The principal at each madrassa stated that they have difficulties coping with the

curriculum.  As  members  of  the  national  education  system,  they  are  required  to

implement the curriculum prescribed by the government. They are also expected to

ensure that the students reach the minimum standard of National Education Standards

(NES). 

The curriculum assumes that the students enrolled are able to read, to write,

and to calculate. However, for students in remote areas, the situation is difficult. The

principal in Madrassa LA commented on this as follows:  

We find it quite difficult to cope with the curriculum of 2013, the newest one.

By implementing this curriculum, the government assumes that the students in

lower year are able to read, to write, and to calculate. In fact, not all of them
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went to the kindergarten before they study here. The teachers should teach

them how to read, to write, and to calculate before starting with the materials.

The parents also do not want to know the problems faced by their children as

they think that the school is responsible to teach the skills to their children. All

they know is that their children are not failing the grade.

Similar problems were reported by the leaders in Madrassa AM. They added that, as a

result, it is difficult to implement the curriculum of 2013 with fidelity. 

The latter curriculum is an integrated one in which the learning proposed is

thematic learning. In this connection, the principal of Madrassa AM said: 

This curriculum is quite bothersome. The teachers should be able to teach one

theme per day, because on the next day they should teach another theme. The

teacher will feel burdened when the students are not able to understand the

whole theme for the day. As you know, this madrassa still  lacks teachers. It

means we require the teachers to teach two classes at the same time. It puts

them in a more difficult situation. 

Teachers,  he  went  on  to  suggest,  are  also  expected  to  use  interactive  learning

methods. However, this presents difficulties. On this matter, the principal in Madrassa

TK said: “The teachers are expected to implement interactive teaching methods which

require using a student centre learning approach. It is difficult because if we try to

implement it, the students will not be able to understand the lessons.” 

Problems dealing with managing finance are also shared by the principals.  In

particular, all of them reported difficulties in this area as a result of the nature of the

school  operation assistance (SOA)  fund allocated  to  their  schools.  The  principal  of

Madrassa P stated that he has to budget according to instruction in the SOA manual.

He added:

Every  beginning  of  financial  year,  the  Provincial  Office  of  the  Ministry  of

Religious  Affairs  invited  us,  the  principals  of  the  madrassas,  to  make  the

budgeting  allocation  for  the  SOA  fund.  We should  do  the  programs  in  the

madrassa based on budgeting allocation made based on the SOA manual. We

cannot use the fund freely as we wish because it will put us into trouble.
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The SOA fund, he said, is used for covering the operational costs only and has to be

based on the budgeting allocation. On this, the principal of Madrassa W commented: 

The SOA fund is used to cover operational costs, such as costs for consumable

educational  materials  or  equipment,  and  indirect  costs  in  the  form  of

electricity, water, services, telecommunications, maintenance of facilities and

infrastructure,  overtime  payment,  transportation,  taxes,  and  insurance.  We

cannot suddenly buy new chairs or tables even if they are required if they are

not listed on budgeting allocation.

It is true that school leaders are allowed to receive money from parents to be used to

fund  the  necessities  of  the  madrassas  that  they  feel  they  lack.  However,  this

sometimes is not feasible as parents of some students believe they should have to pay

nothing. In addition, most of them do not have enough money anyway. 

Problems associated with the lack of opportunity to engage properly with the

PPP  are  also  issues  for  the  leaders  of  the  madrassas.  Of  six  madrassas  leaders

investigated, only one principal had been given the opportunity to complete the PPP.

The principal of Madrassa P, who never got the chance to engage with it mentioned

that he only learnt how to lead the madrassa by asking the previous principal. He went

on to comment:

I was just appointed as the principal on 1 July 2018. But, I did not have the

chance to join the PPP before being assigned as the principal in this madrassa.

Fortunately, I could ask the previous principal how to lead the madrassa. The

previous  principal  was  appointed  as  the  principal  at  the  lower  secondary

madrassa here, in the same location. So I can ask him directly if I need to know

anything about things I do not understand.

The only principal  who was able to engage fully with the PPP was the principal  of

Madrassa AM. He stated that he felt fortunate to be able to engage with the program

because it gave him more insights about the job after he was appointed. He added:

I was lucky because before being appointed as the principal, I was given the

chance to join the PPP program. This program really broadened my perspective

after I became the principal in this madrassa. By being able to join the program,

I  could  know  some  basic  knowledge  of  managerial,  social,  personality,
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supervision,  and  entrepreneurship  aspects  that  should  be  possessed  by  a

principal that I could implement in my school.  I always treat the teachers and

staff as friends, so that they do not feel awkward whenever they want to talk to

me. I told them that it is okay if they complain to me about any uncomfortable

things they feel.

7.2.2. Perceived Strengths of the Madrassas

The  leaders  at  the  madrassas  also  noted  that  their  schools  have  strengths.  In

particular, they said, the offering of a standard program through the use of madrassa-

based  management  (MBM),  strengthens  their  position  as  public  schools  with  a

distinctive Islamic style. More specifically, they pointed out that they all have a tahfidz

program that involves memorising, reciting, and implementing the Al Qur’an content in

daily life.

Madrassa  TK  in  Muara  Enim district  holds  the  tahfidz  every day  during  the

students’ break periods. They recite, in turn, the verses of Al Quran that they already

have memorised and do so in front of the teachers. Whenever they finish reciting one

surah the teachers teach them another for  memorisation at home. Every Saturday

morning  this  school  also  has  a  special  activity  with the  students  and  the  teachers

gathering at the school field to recite the surah of Yaa siin. One of the students in the

upper class, Year 6, is usually appointed to lead the recital. 

The madrassa principal commented enthusiastically on the latter: “This activity

has  really  sharpened the  ability  of  the  students  to  perform in  the  community.”  A

member of the school committee added: “I really love the tahfidz program. Our village

is known to have a strong religious foundation. This program strengthens it.” “My son,

she concluded,” can now lead the recital of surah of Yaa Siin in our community which

makes me really proud.”

Madrassa B holds the tahfidz every day before school starts. This takes up 20
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minutes of school time each day. The teachers who supervise it are those who have

specialized in  teaching  the Qur’an and  hadits subject.  Their  activity  is  seen by  the

school leaders to be really beneficial on the grounds that it prepares the students to

interact with the Qur’an regularly. A school committee member concluded on this by

saying: “I love listening to my daughter reciting short  surahs to me when we are at

home.”

The same practice is followed at Madrassa W. The school usually commences at

7.15 am every day. However, the students are expected to be ready in the classroom

for their  tahfidz program by 6.50 am. The teachers also come early to lead it.  The

principal  said that  he approves of this because by learning the  tahfidz early in the

morning before they learn anything else, the students’ minds are opened up. A school

committee representative added: “As a Muslim, I am proud that my son has started to

love reciting the surahs. I hope he continues this habit until he can memorize all of the

surahs in the Qur’an. I know it is not easy, but with the help of the teachers, I am sure

he can do it.”

Madrassa LA has a different practice, with their tahfidz program being offered

after school time every Monday to Thursday from 1 pm to 2 pm, following the praying

of the mid-day prayer. The official  school time ends at 12.30 pm every Monday to

Thursday and Saturday, and at 11.30 am every Friday. This, it is argued, is because

there are special teachers available to teach the students and they receive additional

salary for doing this work. To support it, the school also regularly holds some Al Qur’an

recital  competitions.  Further,  the  students  are  taught  how  to  conduct  Islamic

speeches. So far, it is held, students from year 4 upwards can give this kind of speech

in front of the local people.

Madrassa AM allocates a different amount of time again for doing their tahfidz.
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The students do it twice a day, namely, before the school starts and after the school

finishes. Further, they do it for 10 minutes for each session. In this regard, a school

committee representative said: “My son chose to go to the madrassa rather than the

State primary school because of this program. He really loves to memorize and recite

the Qur’an.  I  know that  because when I  ask  him to recite  the  surahs he learnt at

school, he does it happily.”

7.3. Issues Particular to Certain Madrassas

This section details issues that revealed themselves at certain, but not all madrassas.

One of the madrassas became the only public school in the area, another is the one

that managed to obtain financial support from parents, another yet again was one that

had  enough  rooms,  and  finally  the  madrassas  which  encountered  a  lack  of

administration staffs.

Madrassa B, in Muara Enim, located in the village of the same name, has always

been the only public school in the area. In other words, the village does not have a

State public primary school under the Ministry of Education. As a result, the madrassa

has to do some selecting of students. On this, the principal said: “Because our school is

the only primary school in the village we have to conduct an entrance test, due to the

limited classrooms that we have. It tests reading ability, health condition check-up, and

age.” Each year, also, the madrassa has to reject some of student applications because

they do not pass in one or some of these areas. Parents then have to be told to teach

their children at home or put them in early childhood education for one more year

before applying again for a place the following year.

Madrassa  LA  in  Lahat  district  is  in  a  different  situation.  It  obtains  financial

support from the parents for extracurricular activities, unlike other madrassas. Parents
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are willing to pay Rp. 240,000,- /year (around 24AUD) to support the school’s activities.

The  madrassa  leaders  then use  the money to  pay  the salary  of  teachers  who are

responsible  for  teaching  such  extracurricular  activities  as  the  tahfidz,  scouting,

marching band, and pencak silat (the traditional martial art of Indonesia). The parents

usually pay the money once per month or yearly depending on their financial situation.

A school committee representative added: “We do not ask all of the parents to pay.

They  only  are  asked  if  we  think  they  can  afford  it.”  The  consequence  is  that  the

extracurricular activities there have a great reputation in comparison to what takes

place in public schools in the wider area.  While this shows generosity, the issue is that

there would be (and in other madrassas are) great deficits in provision if it did not

exist.

Madrassa AM in Muara Enim district has enough rooms to cover all necessities.

It has a school canteen where students can buy some food at break time, a medical

room with a bed, a library, a prayer room, and even a meeting room that can be used

for ceremonial activities. On the latter, the principal said: “Our extracurricular room is

great as it is where the students can gather every time they have indoor extracurricular

activities.” The issue in relation to this is that such provision can be down heartening

for leaders at other madrassas who are aware of it and compare it to their own poor

situation.

Madrassa B and Madrassa AM encounter a different issue yet again in that they

lack administration staffs. As a result, in each of them one teacher has the additional

task of being treasurer. This, they said, can interfere with their work as it takes up

valuable lesson preparation time. The teacher in charge as treasurer in Madrassa AM

said: “Once a month, I have to go to Lahat district to do some financial work so that

our teachers and staff can get their salary on time. My work as a teacher while I am
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away has to be done by another teacher or by the principal.” 

At Madrassa AM, staff for computer applications are also not available. They

are  required  to  deal  with  18  computer  applications  to  do  with  the  Education

Management Information System (EMIS) of the Ministry of Religious Affairs. Because

the  madrassa  has  only  one  non-permanent  staff  member  working  as  a  computer

operator, again one of the non-permanent teachers has to help him with five of the

computer applications.  The principal  said:  “The computer operator staff member is

often overwhelmed with all of the applications he has to attend to. I feel really thankful

to the other staff member who helps him.”

7.4. The Particular Issues that Arise Relating to one Madrassa

Madrassa AM, Muara Enim is unique in terms of its location, how to get there, and the

perceptions parents hold regarding its affordability and important for their children’s

education. Issues related to each of these are now considered.

7.4.1. The Location of the Madrassa and How to Get There

The village in which the madrassa is located is very close to the Musi River. This is one

of the main rivers in South Sumatra.  It flows from south-west to north-east, from the

Barisan  Mountain  range  which  forms  the  backbone  of  Sumatra,

in Kepahiang, Bengkulu, to the Bangka Strait forming the extension to the South China

Sea (Wikipedia, 2019). It is about 750 kilometers long and drains most of the Province

of South Sumatra. After flowing through Palembang, the provincial capital, it joins with

several  other  rivers,  including  the Banyuasin  River to  form  a delta near  the  city  of

Sungsang (Wikipedia, 2019).

The Musi River divides the district of Muara Enim and Banyuasin in the area

https://en.wikipedia.org/wiki/River_delta
https://en.wikipedia.org/wiki/Banyuasin_River
https://en.wikipedia.org/wiki/Palembang
https://en.wikipedia.org/wiki/South_Sumatra
https://en.wikipedia.org/wiki/South_China_Sea
https://en.wikipedia.org/wiki/South_China_Sea
https://en.wikipedia.org/wiki/Bangka_Strait
https://en.wikipedia.org/wiki/Bengkulu
https://en.wikipedia.org/wiki/Kepahiang_Regency
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where the madrassa is located. Like many other villages located near it, the people, in

the village where Madrassa AM is situated, use it as their main transportation utility.

Thus, to reach this madrassa, it is best to use a speed-boat taken from under Musi II

bridge in Palembang. The journey itself takes around one hour from there. As stated by

the principal of the madrassa: “We usually gather here, under Musi II bridge around 7

am to 7.25 am, because the boat leaves at 7.30 a.m. The passenger can also choose to

take the speed-boat from two other locations, Kertapati and Gandus.”

The speed-boat can take as many as 12 adults, along with the driver who sits at

the  back.  In  fact,  two speed-boats  operate  and usually  take the  teachers  and the

school principal along with teachers in other public schools located near the river. This

is because all five civil servant teachers and the principal live in Palembang. 

There are differences between the fees paid by regular passengers and non-

regular passengers. “If you are a regular passenger, you are guaranteed a seat in the

speed-boat,” the principal of the madrassa said. He went on: 

You do not have to worry whether you are able to take the speed-boat or not

and you only pay Rp. 600,000,- per month to the driver. But if you are a non-

regular passenger, you must first book with the driver and you pay Rp. 50,000,-

per trip back and forth.

To be able to take the teachers and the principals who work near the Musi River, the

drivers of the speed-boats have to devote at least half of the day to the task because

they have to wait until all of the teachers and principals finish their work. The principal

continued: 

The  drivers  sacrifice a  lot  for  the sake of  the teachers  and principals.  They

devote their time to take the passengers, and they wait for us in Musi River

near the madrassa until we are ready to go home. You may not know but the

cost of gasoline for the speed-boat is different from the cost of it for cars. On

the land the cost of gasoline is less than Rp. 7,000,- per litre, but for boats it

costs Rp. 11,000,- per litre. 
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He then pointed out that the madrassa received funds to buy its own speed-boat and

did so. However, it was too expensive to operate as the costs had to be paid by the

teachers. This included having to pay the driver, as well as pay for parking fees, for

gasoline, and for spare parts. 

Sometimes the principal decides not to use the speed boat, choosing instead to

travel by motor cycle. However, it takes longer and it is much more expensive. Indeed,

it  can take more than three hours  to reach  the madrassa  from the city  centre  of

Palembang by car. Nevertheless, the principal added: “I sometimes use a motor cycle

to come here especially when I have to do a Friday sermon. It takes me more than

three hours to commute and the journey is quite lonely too, as I travel past the forest

in some part of the journey.”

7.4.2.  The  Perceptions  of  Parents  who  Think  that  the  Madrassa  Provides  an

Affordable Education

The people of the village of AM engage in farming. Most of them also are not the land

owners.  Rather,  they  are  the  workers  on  the  farms.  Therefore,  they  receive  little

income.

It has been regulated by the government in Law of National Education System

No. 20 of 2003 that all primary school education, including in public schools, should

not require payment of a tuition fee. However, this madrassa is very special as the

parents not only really want their children to go to school, but also for it to provide for

all of their needs.  Indeed, the parents are really demanding. The principal said: 

In 2017, thirty eight students received funds from the Indonesia Smart Program
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(Program  Indonesia  Pintar/PIP).  The  parents,  through  the  school

representative,  asked the school to divide the money evenly amongst every

student, and not just be given to those thirty eight who were granted for it.

He added that even the parents of the selected ones did not want the money. Rather,

they wanted the school to use it to buy uniform for their children along with “shirt and

trousers, batik uniforms, and Muslim uniforms.” “They even checked the price in Pasar

16 Ilir in  Palembang,”  he  went  on.  “I  even  asked  them  to  buy  the  uniforms  by

themselves and I reimbursed them. Then, the remaining money was divided evenly for

each and every student studying in this madrassa.” Then, he stated:

 If you see that a student is wearing a torn uniform, the uniform was bought

using the school fund. The parents do not want to sew the uniform. They just

let  their  children wear  the uniforms as  they are.  If  I  ask  them to  ask  their

mothers to attach the lost buttons for example, they would reply ‘the school

has the buttons, Pak’. 

Overall,  this  illustrates  a  lack  of  independence  and  the  existence  of  a  feeling  of

entitlement amongst the parents regarding the education of their children.

In 2016, the parents also demanded more than just uniforms. They asked the

school “to provide their children with bags, shoes, school supplies, and note books,”

the principal revealed. On this matter, he added: “This move was all due to a program

by the governor of South Sumatra entitled the  Program Sekolah Gratis (Free-tuition

School Program).” He, then, continued: “The parents thought that every little thing

would be given to students free of charge even though only free tuition was involved.”

Finally,  the principal  said that he and the madrassa teachers had to explain to the

parents about the meaning of  the program and insist  they not make that  demand

anymore.

The principal then went on to mention the differences between schooling in a

big city like Palembang and in remote villages, as he saw it. In Palembang, he said,
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when the new academic year starts, the parents have to pay around Rp. 3,500,000 to

Rp. 4,000,000 to the school to pay for uniforms and textbooks. The school principal

commented on this:

Here, however, in this madrassa, the school provides them with the textbooks.

The parents do not have to spend any money to buy textbooks. The textbooks

are bought using the SOA fund allocated by the government. Under this fund,

each student is allocated Rp. 800,000 each year. 

The school also pays the boat fee for those using the boat. Six students are involved in

commuting on the river every day. 

The principal went on to relate a story. He mentioned that he had decided to

take  the  students  to  Palembang  to  ride  on  the  LRT  (Light  Railway  Train)  in  the

December school holiday period. Then he suggested to them that they save around

Rp.50.000,- per student to participate. The parents immediately complained to him,

saying that the school was trying to take some money from them. He then explained to

them that the money was not for the school, but rather to cover the expenses in taking

speed-boat and the LRT. Eventually, he said, the parents started to understand, but

not without him having had to make a major effort.

7.4.3. The Perspectives of the Parents who Think that Madrassa is an Important Part 

in Their Children’s Education

In school year 2018/2019 Madrassa AM had 198 students, with 29 students in Year 1,

36 students in Year 2, 30 students in Year 3, 30 students in Year 4, 29 students in Year

5, and 44 students in Year 6. This madrassa is not the only primary school resource for

the children in the village as there is also a public primary school there. However, for

the previous two years, the public primary school did not enrol  any new students.
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Thus, in the year 2018/2019, it only had seven students in total, with year 3, 4, and 5

having one student each, and year 6 having four students. When the principal of the

madrassa was asked about this matter he stated that “all of the parents of students in

the Early Childhood Education Centre in this village choose this madrassa rather than

the  public  primary  school  as  they  see  that  it  plays  a  very  important  part  in  their

children’s education.” 

The school leaders elaborated, saying, that the parents choose the madrassa as

then  they  do  not  have  to  worry  about  their  children’s  religious  education.  They

consider it important that they learn more about religion than do the parents of those

in public  primary school.  They also say the parents believe that,  as a result of the

attention given to it, the children will develop a good attitude toward their parents and

towards elders. 

The school leaders claim that all children know the basics of Islam, say prayers

and fast.  They also know, they say,  how to recite the Qur’an.  They add that  after

graduating  they  go  on  to  attend  a  private  lower  secondary  madrassa  (madrasah

tsanawiyah) located alongside. In contrast, they said, those who studied in the public

primary school  find it hard to learn the subjects in the lower secondary madrassa,

because they have not learnt the basics.

Another reason why the parents choose the madrassa for their children, the

school leaders say, is because of the teachers. They added: 

When the parents see that the students in public primary school go home early

because  the  teachers  have  stopped  teaching  and  they  also  see  that  the

students in the madrassa finish their lessons on time, they start to think that

madrassa is a better option for their children.

Due to the success of  family  planning program conducted by the government,  the

madrassa only had 29 students for year 1 in 2018/2019. Those 29 students came from
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two Early Childhood Education Centres in the village. All of them chose to study in the

madrassa, not the State public school.

 Another  reason  why  the  parents  eagerly  want  their  children  to  attend  the

madrassa is  because it  offers a variety of  extra-curricular  activities.  In particular,  it

teaches  students  such  activities  as Tahfidz program,  scouting,  and  marching  band.

Those extra-curricular activities are carried out before or after official school hours.

The teachers manage them.  Further, the students do not have to pay for them. Thus,

the extra-curricular activities attract most students.

Finally, the closeness that exists between the teachers in the madrassa and the

people in the village is significant. For example, the principal said: “The teachers here

mingle with the people in the village. Every time the people in the village hold some

celebrations,  such  as  a  wedding  party,  a  circumcision  celebration,  tahlilan

(commemorating  the  death  of  someone),  they  can  always  count  on  them  to  be

present”.  He  added:  “The  teachers  and  I  are  always  ready  to  be  the  master  of

ceremonies (MC), the Qur’an reciters, and the sermon speakers.”

7.5. Conclusion

This  chapter  has  presented  issues  that  school  leaders  perceive  they  encounter  at

primary  school  madrassas.  The  first  section  focused  on  similarities  among  the  six

madrassas  investigated,  focusing  on  similar  problems  and  similar  strengths.   The

second section detailed issues pertaining to certain madrassas, but not all madrassas.

The third section examined those issues that arise relating to an individual madrassa in

relation to its distinctive transport arrangements and the perspectives of the parents

on  the  madrassa  education  offered  as  being  affordable  and  important  for  their

children. The next chapter concludes this thesis by considering various aspects of the

results of the study and outlining some implications for policy and for practice that
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arise  from  it.  It  also  makes  suggestions  for  further  research  related  to  madrassa

education, especially in remote areas.
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CHAPTER EIGHT

OVERVIEW, DISCUSSION AND CONCLUSION

8. 1. Introduction 

Indonesia has experienced a number of major political reforms since independence.

These include changes in policies and practices in education. In particular, there have

been  many  changes  in  the  areas  of  educational  administration,  curriculum,  and

teaching and learning at the madrassa primary school level in the country. 

Since 1999, Indonesia started to shift towards decentralisation in relation to

education. Due to being located under the auspices of the Ministry of Religious Affairs,

however,  madrassas  and madrassa  education were not  decentralised.  At  the same

time, as a part of the national education system, their authorities were expected to

follow every regulation issued by the Ministry of Education and Culture. One of the

most significant of these was that they were required to implement the madrassa-

based management (MBM) approach. This circumstance probably more than any other

placed the madrassas under great structural constraints. 

Concurrently,  very  little  in-depth  research  has  been  conducted  on  school

leadership and management at the madrassa primary school level in Indonesia, and

specifically in relation to what the situation is in remote areas. In particular, hardly any

research  has  been  undertaken  to  examine  the  historical  background  and  recent

developments in the field. Issues that are of concern to leaders of madrassa primary

schools also have not been given much attention. This, of course, follows a general

trend of relatively few studies having been conducted that focused on leadership in

developing countries more broadly (Rizvi, 2010; Simkins et al., 2003). As a result, there

is a very poor knowledge base that can be drawn upon to promote the generation of
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an  understanding  of  the  context  and  the  nature  of  school  leadership  in  such

constituencies, including in Indonesia.

The  study  reported  in  this  thesis  was  carried  out  to  address  the  deficits

mentioned above.  This  final  chapter  now opens with  an  overview of  the  research

project  upon which it  was  based.  It  goes  on to present  a  summary  of  the results

relating  to  each  of  the  three  central  research  questions  that  guided  the  work

undertaken. Consideration is also given to the implications of the research for policy

development and practice and for future research. 

8.2. Overview of the Research

The  study  reported  in  this  thesis  aimed  to  generate  theory  on  leadership  at  the

primary school level in relation to madrassa primary school leadership in Indonesia. It

had three main aims. The first aim was to generate an understanding of the historical

background to madrassa primary school education and leadership in Indonesia from

independence until 1998. The second aim was to generate an understanding of the

developments that have recently taken place in relation to madrassa primary school

education and leadership during  the decentralisation period.  The  third  aim was to

generate  an  understanding  of  the  issues  that  are  of  current  concern  to  madrassa

primary school leaders.

8.2.1. Original Contribution to Scholarship  

The  decision  to  focus  on  leadership  at  the  primary  school  level  in  Indonesia,  and

particularly  in  relation  to  primary  school  madrassas,  was  taken  for  a  number  of

reasons.  The  first  reason  relates  to recent  calls  for  investigations  that  aim  at

understanding  the  context  within  which  school  leaders  work  in  extraordinarily



181

challenging circumstances (Kheang, O’Donoghue, & Clarke, 2018), and especially in the

case of developing societies (Floyd & Fuller, 2014; Simkins et al., 2010). In this regard,

there is  still  a  great  lack of  empirical  evidence on the challenges school  leaders in

developing countries face. 

The second reason for focusing on leadership at the primary school level  in

Indonesia,  and  particularly  in  relation  to  primary  school  madrassas,  relates  to  a

criticism that education policies and reforms in developing countries have often been

based on models taken from Western practices (Dimmock & Walker, 2000; Oplatka,

2004).  The  study reported here goes  some way towards  addressing  the deficit  by

contributing  to  understanding  how  cultural  context  and  politics  can  influence

leadership and practice in such settings.  In other words,  the study can be seen as

contributing to understanding on the importance of considering diverse contexts and

their influence on leadership practice (Clarke & O’Donoghue, 2016). 

A  third  reason  for  focusing  on  leadership  at  the  primary  school  level  in

Indonesia  and  particularly  in  relation  to  madrassa  primary  schools  relates  to  the

practical contributions that the results can make. It can especially make a contribution

to improving thinking about professional preparation and development for assuming

leadership positions in Indonesian primary school madrassas. 

8.2.2. Research Design and Methodology  

The study, as has already been indicated, aimed to generate theory on leadership at

the primary level school in Indonesia with particular reference to madrassa primary

schooling.  The  main  foci  were  on  the  historical  background  to  State  primary  and

madrassa primary school leadership, recent developments in relation to both areas,

and issues perceived by school leaders in remotely located primary school madrassas.
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The nature of these aims is consistent with the interpretivist paradigm that provides

intellectual  approaches enabling one to examine social  phenomena and develop an

understanding  of  complex  social  institutions  (Crotty,  2003;  O’Donoghue,  2007).  In

particular,  it  helps  one  to  understand  the  experiences  of  people  from  their  own

perspectives (Schwartz-Shea & Yanow, 2012).

Given the nature of the research aims, the data collection procedures adopted

needed to be such that they could help to promote understanding of the particular

circumstances studied (Merriam, 2009). Thus, both the selection of documents and of

participants  was purposive.  More specifically,  maximum variation approaches  were

adopted for the selection of schools for study and for participants for interviewing. The

participants  interviewed  at  the  selected  madrassas  included  principals,  teachers,

representatives  of  school  committees,  along  with  Department  Heads  of  Madrassa

Education of Provincial Office of the Ministry of Religious Affairs in South Sumatra.

Data  were  collected  using  semi-structured  interviews  and  document  study.

These  methods  of  data  collection  are  consistent  with  study  designs  based on  the

interpretivist paradigm (O’Donoghue, 2018). Since the first research aim was historical

in nature, it was addressed through an analysis of a wide range of documents, records

and  interview  with  the former  Department  Head  of  Madrassa  Education  at  the

Provincial  Office of  the  Ministry  of  Religious  Affairs  in  South  Sumatra.  The  second

research  aim  was  addressed  again  through  document  study,  supplemented  by

interviews with the current Department Head of Madrassa Education at the Provincial

Office of the Ministry of Religious Affairs in South Sumatra. The third research aim was

addressed through conducting semi-structured, in-depth interviews only with a wide

range of the local school level participants. 

The  data  were  analysed  using  selected  grounded  theory  methods  of  data
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analysis,  namely,  open  coding,  and  analytic  induction.  Open  coding  facilitated  the

construction  of  conceptual  categories  grounded  in  the  data  through  constant

comparison  (Johnson & Christensen,  2012;  Merriam,  2009).  Analytic  induction was

then adopted to relate themes and categories generated about the phenomenon to

each other (O’Donoghue, 2018).

8.2.3. Summary of the Research Results 

Chapter  Five  addressed  the  first  aim  of  the  study,  namely,  to  generate  an

understanding of the historical background to primary school leadership in Indonesia

from  independence  until  1998,  and  particularly  in  relation  to  madrassa  primary

schools.  Chapter  Six  provided  an  understanding  of  the  developments  that  have

recently taken place in relation to primary school leadership in the decentralisation

era, from 1999 up to the present, and again especially in relation to madrassa primary

schooling. Chapter Seven provided an understanding of issues for school leaders in

primary school madrassas.  

8.2.3.1. The First Research Aim 

The first research aim, to generate an understanding of the historical background to

madrassa  primary  school  leadership  in  Indonesia  from  independence  until  before

decentralisation  was  implemented  in  1999,  was  addressed  in  Chapter  Five.  The

rationale behind the pursuit of this aim was premised on the assumption that the past

regularly has an impact on the present in various ways, including through influencing

people’s actions. Therefore, it was argued, it is not possible to broadly comprehend

current school leadership in Indonesia without a clear knowledge of how it has evolved

over time. As a result, developments related to madrassas at the primary school level
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were examined with reference to two political regimes. They are the Old Order Era

(1945 – 1965) and the New Order Era (1966 – 1998). 

8.2.3.1.1. The Old Order Era (1945 – 1965)

Chapter Five revealed that the political situation of Indonesia from 1945 to 1966 was

fragile.  Despite  the  proclamation  of  independence  on  17  August  1945,  a  war  of

independence against the Dutch was waged until 1950 (Falch & Fischer, 2012). Many

conflicts,  rebellions,  and  separatist  movements  also  threatened  national  unity. In

response, the government adopted a ‘guided democracy’ approach where power was

centralised. However, turmoil continued, with the most severe rebellion occurring in

1965,  led  by  the  Indonesian  Communist  Party  (Adriono  et  al.,  2011;  Djojonegoro,

1997). The economy was also weak with high foreign debt and agriculture and mineral

exports still controlled mostly by the Dutch and Chinese (Kimura, 2013). 

Madrassas  had  been  established  long  before  independence.  However,  for

decades,  due to their  religious  content,  a  non-standardized curriculum and a  non-

uniform structure, they were not recognized as part of the national education system.

Rather, they were overseen by a separate Ministry of Religious Affairs (ACDP, 2013).

In  1958,  the Minister  of  Religious  Affairs  announced the introduction of  an

eight-year Madrassa Compulsory Education (Shaleh, 2004). To support this, a specialist

teacher  training  centre  was  founded  (Shabir,  2013).  Subjects  taught  included

agriculture, animal husbandry, fisheries, crafts, ‘coop’, sports education, and religion

(Shabir, 2013; Yuningsih, 2015).

8.2.3.1.2. The New Order Era (1966 – 1998)
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Between 1967 and 1998, the political situation stabilized. National developments were

planned and  implemented systematically  through  the  five-year  REPELITA programs

(Adriono et al., 2011). The emphasis in these was on balanced economic development

involving industry and agriculture (Republik Indonesia, 1973). This required planning to

create skilful Indonesians who would also be nationalistic. An emphasis on expanding

education  opportunities  and  the  improvement  of  education  quality  and  relevance

followed  (Djojonegoro,  1997;  Rifa'i,  2011).  Financial  assistance  was  provided  by

developed countries and by such multilateral  agencies as  the IMF, the World Bank,

IGGI, The Asian Development Bank, UNDP, UNICEF and UNESCO (Djojonegoro, 1997).

Along  with  the  quality  of  madrassa  education,  a  focus  of  the  Minister  of

Religious Affairs was on nationalising the madrassas themselves (Shabir, 2013). Since

the institutions were born amongst the people of Indonesia, not many of them were in

good condition. Low management skills, poor buildings, and unqualified teachers were

among some of  the problems they  faced (Shaleh,  2004).  The  government tried to

support  them  by  providing  funds  for  building  improvement,  training,  operational

expenses, and scholarships (Shaleh, 2004). 

The passing of ‘the Law No. 2 of 1989 on National Education System’ (UUSPN)

resulted  in  the  government  integrating  madrassa  education  into  the  National

Education System. A consequence for them was that  they had to adopt and apply

general education curricula issued by the Ministry of Education and Culture, while also

teaching religious subjects. Eventually, madrassas at all three levels, from  Ibtidaiyah

(primary) to Aliyah (upper secondary), became distinctive Islamic public schools (Haq,

2015). 
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8.2.3.2. The Second Research Aim

The  second  research  aim  of  the  study  that  has  been  reported  here,  namely,  to

generate an understanding of the recent developments in relation to leadership at the

primary school level in Indonesia from 1999 until 2019, and particularly in relation to

primary school  madrassas,  was  addressed in  Chapter  Six.  The rationale  behind the

pursuit  of  this  aim  arose  out  of  a  recognition  that  it  is  important  to  gain  an

understanding  of  the  Indonesian  government’s  recent  initiatives  and  its  efforts  to

develop  education  in  the  nation  in  order  to  better  understand  the  state  of  the

madrasas currently. In this regard, the recent developments that have taken place in

relation  to  madrassa  education  at  the  primary  level  of  education  in  general  and

leadership at this level of schooling in the decentralisation period were investigated.

Since 1999, Indonesia has moved from having a highly centralised governance

system to having a decentralised one. The first regulation to facilitate this move was

‘the Law No. 22 of 1999 on Local  Government’.  This has devolved authority to  the

provincial and  the  district governments in relation to governance, management and

service delivery.  The aims are to improve public welfare by bringing public services

close to the community and to help preserve national unity (Ministry of Education and

Culture, 2013). 

The enactment of ‘the Law No. 22 of 1999’ influenced schools, including the

madrassas. A problem now for the madrassa was that while it was recognized as part

of the national education system, it was accountable to the Ministry of Religious Affairs

which was not supposed to promote autonomy (Yahya, 2014). This circumstance put

the madrassas in a very difficult situation because it meant that they could not receive

the same benefits as public schools, especially in funding. Relatedly, local governments

were not  made responsible for  the prosperity  and continuity  of  the madrassa.  All,
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however, was not negative. The implementation of ‘the Law no. 20 of 2003’ in relation

to the national education system strengthened the position of the madrassas as a part

of the national education system in certain ways. At least in the public mind they were

seen to be equal to other schools run under the Ministry of Education and Culture.

Madrassa  leaders  were  encouraged  to  implement  madrassa-based

management (MBM). Even though they had many senior teachers with competencies

in teaching, they did not all have management capability (Suparman, 2012). A special

program, entitled the Tahfidz House, was developed to assist in addressing this. It was

supported  by  the  Provincial  Office of  the  Ministry  of  Religious  Affairs,  including  in

South Sumatra. 

In  relation  to  leadership  preparation,  prospective  madrassa  principals  were

expected  to  follow  the  same  regulations  as  those  provided  by  the  Ministry  of

Education  and  Culture.  However,  it  was  also  required  that  they  be  Muslims.

Furthermore, they were expected to be able to read and write the Al Qur’an (Menteri

Agama, 2018).

8.2.3.3 The Third Research Aim

Chapter  Seven  presented results  related to the third  aim of  the study,  namely,  to

generate  an  understanding  of  the  current  issues  of  concern  for  madrassa  primary

schools leaders in challenging situations in Indonesia. These revealed themselves as

common issues, issues particular to certain madrassas, and particular issues that arise

at one madrassa. 

8.2.3.3.1. Similarities in Perspectives on Issues at the Madrassas 

There were some similarities amongst participants in terms of the issues they said they



188

faced.  Mostly,  these  had  to  do  with  lack  of  teachers,  lack  of  facilities,  and

management. On the positive side, they all claimed to value the Tahfidz program for

the students. Tahfidz relates to memorizing, reciting, and implementing the Qur’an.

Teachers in madrassas are civil  servants who are grateful that they are paid

regularly  by  the government every month  and receive a standard  salary.  They  are

divided  into  classroom  teachers  and  subject  teachers.  Classroom  teachers  are

responsible for teaching most subjects, apart from Islamic subjects, art, and PE. 

The principals of all of the madrassas investigated said they lacked teachers in

PE and arts, and also in particular Islamic subjects, especially Arabic,  Aqidah,  Qur’an

and Hadits. They also said they lacked classroom teachers. This was so even in relation

to  the  largest  madrassa  studied,  where  each  had  14  civil  servants  and  9  non-

permanent teachers and a total student population of 268 in 2018/2019. 

Madrassas,  it  is  held,  are  in  need  of  new  infrastructure  or  rooms.  Some

classrooms are too crowded for students. Others need libraries and medical facilities,

and others again need prayer rooms. It is not unusual for a library, a medical room and

a prayer room to all be in one space. Other madrassa leaders say their schools remain

incomplete in their infrastructure. Another complained about poor security to guard

access  to  the  schools,  and  about  available  fields  not  being  sufficient  for  flag

ceremonies and for PE, and all said they need more textbooks relating to the latest

curriculum. Further, there is a desire for more library books that students can borrow

to take home and to read. 

The principals of the madrassa also shared that they had difficulties in coping

with management. They had problems dealing with the curriculum which they thought

was too difficult to implement based on their circumstances. They also had problems

dealing with the SOA fund. Moreover, they reported that they had little chance to
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engage in the PPP.

Nevertheless, leaders in the madrassas also have positive perspectives. They

view their presence in the community as public schools with a distinctive Islamic style

that elevates their status. They are particularly proud of their  tahfidz  program. This

refers to memorising, reciting, and implementing the Al Qur’an content in daily life. All

engage in this activity enthusiastically.

 8.2.3.3.2. Issues Particular to Certain Madrassas

This section details some issues of concern at particular madrassas.  Madrassa B, in

Muara Enim village, is the only public school in the area. The issue here relates to the

public. The madrassa conducts an entrance test in reading ability and medical, and also

takes account of age. The leaders are often frustrated that due to lack of space they

have to inform parents whose children are not accepted that they need to teach their

children at least for one more year before applying again the following year.

Madrassa  LA  in  Lahat  district  highlights  the  importance  of  gaining  financial

support from parents for their extracurricular activities. The parents are willing to pay

Rp. 240,000,-per year (around 24AUD) to support the school activities. The madrassa

leaders then use the money from the parents to pay the additional salary to teachers

responsible for providing such extracurricular  activities as the  tahfidz,  scouting,  the

school’s marching band, and  pencak silat (traditional martial art in Indonesia). While

this shows generosity, the issue is that there would be (and in other madrassas are)

great deficits if it did not exist.

Madrassa AM in Muara Enim district highlights another issue. It  has enough

rooms to cater for all necessities. It has a school canteen where students can buy food

at break time, a medical room with a bed, a library, a prayer room, and even a meeting
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room that can be used to hold all ceremonial activities conducted by the school. The

issue in relation to this is that such provision can be down heartening for leaders at

other madrassas who are aware of it and compare it to their own poor situation.

Madrassa  B  and  Madrassa  AM  lacked  administration  staff.  Unlike  other

madrassas that had special staff who were in charge, including a treasurer, these two

madrassas had to designate similar additional tasks to one teacher. Madrassa AM also

lacked staff who could take charge of computer applications. Some madrassa leaders

have  to  handle  at  least  18  computer  applications  in  dealing  with  the  Education

Management Information System (EMIS) regulated by the Ministry of Religious Affairs.

Because  the  madrassa  in  question  only  has  one  non-permanent  staff  member

allocated as computer staff, one of the non-permanent teachers has to help him to

deal with five computer applications. 

8.2.3.3.3 The Particular Issues that Arise Relating at one Madrassa

Madrassa AM, Muara Enim is located very close to the Musi River. To reach it, it is best

to use a speed-boat from under Musi II bridge in Palembang. The journey takes around

one hour from there. Each day, the passengers include teachers and principals from

the schools in the area. The parents of children at this madrassa are keen for their

children to go to  school  but  they  also demand that  they should be provided with

everything they need for their schooling and they insist it should be provided free of

charge.

8. 3. The Matter of Transferability 

The research was designed to focus on discovery, insights and understanding, including

from the perspectives of school leaders, thus contributing to the knowledge base on
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leadership at the madrassa primary schools in challenging circumstances in Indonesia.

Given the nature of the research approach, the results of the study are limited in the

extent  to  which they can be considered transferable  (O’Donoghue,  2018).  What  is

being  referred  to  here  is  the  extent  to  which  results  can  be  transferred  to  other

contexts and situations (Merriam, 2009).

The matter of transferability needs to be highlighted, in particular, as it relates to

the third research question. This question was addressed by interviewing participants

who were madrassa primary school leaders working in six madrassas located in three

different and challenging districts in South Sumatra, Indonesia. Notwithstanding the

small-scale nature of the study, the results could be of interest to madrassa primary

level leaders and providers of madrassas at the primary school level  nationally and

internationally,  even though some of  them may not  be operating under  the same

conditions as those in the madrassas investigated. This is to recognise that the results

could  be  transferable  in  the  sense  that  readers  can  relate  to  them  in  order  to

understand their  own and others’  situations (O’Donoghue,  2018).  For this purpose,

scholars recommend that researchers provide a thick description of the process and of

the contexts of the research (Ary et al., 2010; Schwartz-Shea & Yanow, 2012) like that

provided in this thesis. School leaders and other providers of madrassa in primary level

education  in  developing  and  Muslim  countries  could  use  these  and  the  insights

generated by the study to promote reflection upon madrassa leadership in their own

situations. Further, the understandings arising from the study could provide a valuable

framework for researchers wishing to engage in related studies in Indonesia and in

other developing societies.
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8.4. Implications of the research for the literature, for further research,

 and for policy and practice

The  outcomes  of  the  study  reported  in  this  thesis  may  have  implications  in  the

substantive  area  of  madrassa  primary  school  leadership  in  Indonesia.  The  results

related to research questions One and Two provide a framework that could be used to

contextualise and understand current issues faced by madrassa primary level leaders

in the country. Acquiring such understanding, it is held, is critical for those seeking to

address current madrassa leadership problems. 

8.4.1. Implications of the Study for the Literature

There seems to be a strong belief among scholars that the literature on educational

leadership  has  been dominated by  experiences  and practices  from developed and

Western countries. Most  educational leadership theories and models were originally

developed in Western countries and largely ignored  school  leadership in developing

countries (Dimmock & Walker,  2000;  Simkins et al.,  2010; Kheang,  O’Donoghue,  &

Clarke, 2018).  The literature  also  indicates that the body of research on  educational

leadership  in  Asian  countries is  very slim (Hallinger  &  Bryant,  2013a). It  follows,

therefore,  that  there  is  a  need  for  more  research  investigating  school  leaders’

experiences in different national contexts (Floyd & Fuller, 2014). Moreover, almost all

recent research describes educational leadership theory based on a non-Muslim view

(Arar & Haj-Yehia, 2018). 

Little has  been written about educational  leadership theory from an Islamic

point  of  view  (Shah,  2016;  Oplatka  &  Arar,  2016). More  empirical  research  on

educational leadership in developing and Muslim countries like Indonesia, where the
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education  system  was  highly  centralised  before  being  decentralised,  then, is

particularly  in  need  of  being  undertaken.  The  study  reported  in  this  thesis  has

contributed  to  the  deficit  in  relation  to  leadership  in  Indonesian  primary  school

madrassas. It has revealed challenges that some madrassa primary school leaders face

at the micro-level of the school in a context of rural and isolated settings. 

From  the  results  discussed,  madrassa  primary  school  leaders  in  rural  and

isolated areas in Indonesia still face challenges associated with involving parents and

community  members  in  education,  in  employing  qualified  teachers,  and  in  also

providing  the  learning  resources  needed.  From this  perspective,  the present  study

prompts one to consider that perhaps MBM, while providing government with a new

way  to  control  the  education  system,  may  not  necessarily  solve  various  pressing

education issues.

8.4.2. Implications of the Study for Further Research

The  literature  reviewed  in  Chapter  Three  of  this  thesis  revealed  that  the  area  of

educational  leadership in  a  context  of  developing countries,  including those in  the

context of Muslim countries, has been neglected as a subject of academic attention. It

constitutes  even  more  barren  terrain  in  a  context  of  challenging  circumstances

geographically and demographically. In particular, de  Plessis (2014) has noticed that

little research has been undertaken from the perspective of the day-to-day lived and

working experiences of the principals in regard to leadership and management in such

settings. It is hoped that  this study will serve to promote such research. It might be

important,  for  example,  to  conduct  longitudinal  studies  on the  perspectives  of

madrassa primary school leaders on how they deal with the contextual complexity in

which their schools are located. In doing so, it would be instructive to ascertain the
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extent to which there is variation in the strategies and leadership styles adopted by

school leaders to deal with the problems encountered.   

Future research could also investigate further expressions of societal culture and

madrassa leadership in Indonesia. Additionally, it could investigate the extent to which

the  local  culture contributes  to  effective  madrassa  leadership  in  other  Muslim

contexts. Moreover, it  was evident that school leaders need to support community

traditions to build good relationships with local communities. School leaders, it seems,

also need to strengthen such community values as caring, solidarity and familial spirit

in helping them to obtain support from teachers to deal with financial difficulties and

other  challenges  facing  the  school.  There  is,  further,  a need  to  investigate  the

relationship between such matters and school leadership. 

8.4.3. Implications of the study for Policy and Practice 

8.4.3.1. Implications of the Study for Addressing Teacher Shortage     

As  institutions  under  the  Ministry  of  Religious  Affairs,  the  number  of  civil  servant

teachers  employed by  the  madrassas  is  decided upon  by  the  central  government.

While  aimed  at  improving  efficiency  and  effectiveness,  madrassas  at  the  primary

school  level  in  rural  and  remote  areas  continue  to  experience  teacher  shortages.

Accordingly,  there  is  a  need  to  establish  a  coordination  mechanism  between  the

central government and district governments so that madrassas in remote areas can

recruit the number of civil servant teachers they require. One way to overcome this

problem  would  be  by  recruiting  non-permanent  teachers  with  suitable  education

backgrounds to become the civil servant teachers and giving them special preparation.
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8.4.3.2.   Implication  s     of the Study for Improving School Infrastructure     

This study has revealed that school leaders in primary school madrassas in challenging

circumstances geographically  and  demographically face  issues  associated  with

inadequate education facilities and a poor school environment. To some extent they

can harness  contributions from parents and  the  local community to deal with these

issues. However, the community and parents’ contribution is often limited because of

poverty. This is another problem that needs to be addressed as soon as possible if the

quality of madrassa primary school education is to be improved. One other thing that

is worth investigating is if funds might be forthcoming for the CSR budget from some

commercial companies around the districts. 

8.4.3.3. Implications of the Study for Leadership Preparation and Development

Since 2010, the central government has run a Principal Preparation Program (PPP) to

guide  district  governments  in  preparing  qualified  school  principals,  including  for

primary school madrassas (Ministry of Education and Culture, 2013). This program has

a standardised process for the recruitment, selection, and certification of principals. It

includes  a  300  hour  ‘training  to  develop  candidates’  competencies  to  become

principals (Kementerian Pendidikan Nasional, 2011b, 2011c). However, to date, not all

principals in both types of school have attended PPP programs. Among the principals

of the madrassas investigated, only one principal had the PPP program before he was

appointed as principal.

Among  the  continuing  professional  development  programs  for  principals,

including  those  of  madrassas,  is  the  Continuing  Professional  Development  (CPD)

program  introduced  nationwide  in  2013.  However,  it  does  not  always  address  a

sufficient range of skills, including in relation to madrassas, so that school leaders can
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be  equipped  to  implement  a  broad  repertoire  of  current  education  policies  and

reforms like the 2013 curriculum, inclusive education, and leadership. This is a matter

that would benefit from attention by system administrators. 

Studies  specifically  focused  on  madrassa  primary  school  leaders  in  Indonesia

could  valuably  replicate  studies  of  school  principals  who  successfully  turn  around

schools in other contexts through implementing context-responsive leadership (Garza

Jr.,  Murakami-Ramalho,  &  Merchant,  2011;  Gordon  &  Patterson,  2006;  Gu  &

Johansson, 2013; Khalifa, 2012; West, Ainscow, & Stanford, 2005).  By being able to

practise community  leadership,  the principal  could create  structures  and processes

that  unify  the  home  and  school  environments,  and  that  provide  advocacy  for

community concerns (Khalifa, 2012).

In generating about leadership theory for madrassa principals, I was informed

not just by the empirical data collected but also by two leadership theories, namely,

distributed and authentic leadership theories. The principals of the madrassa primary

schools could implement a  level  of  distributed leadership among the teachers  and

administration staff as this type of leadership enables situations to be examined and

understood from multiple perspectives since it considers schools to be social multi-

layered communities that need to rely on a variety of leaders (Foster, 1989; Knapp,

Copland,  & Talbert,  2003; Leithwood & Riehl,  2003; Sergiovanni,  2001).  Distributed

leadership assumes that leadership emerges from the context in which it takes place

and from the interactions that occur between people and their environment (Spillane

et al., 2001, 2004). Thus, the theory of distributed leadership offers schools a way to

enhance  their  capacity  and  their  ability  to  cope  with  the  increasing  number  of

contextual factors that have an effect on schools (Woods, 2005; Woods et al., 2004).

By being able to distribute responsibility and enhance capacity and ability, then
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the  principals  of  the  madrassa  primary  schools  could  build  a  deep  personal

understanding of their morals and values (Duignan & Bhindi, 1997) as characterized by

authentic  leadership.  As  relationships  are  a  crucial  aspect  involved,  they  could

influence  different  aspects  of  organizations,  including  the  practice  of  leadership

(Duignan & Bhindi, 1997). As a result, an emphasis on leading through collaboration

and  cooperation  in  order  to  develop  and  nurture  these  relationships  is  to  be

recommended (Duignan & Bhindi, 1997). 

8.4.3.4.   Implication  s     of the study for strengthening madrassas Islamic program  

As one of the manifestations of madrassa-based management (MBM) program, the

tahfidz program is  implemented in  each madrassa.  This  program can attract  many

children  around  the  area  to  enrol  as  students.  The  madrassas  could  offer  parents

teaching  by  specialized  teachers  qualified  in  Tahfidz so  that  when  the  children

graduate,  they  can  recite  more  than  1  juz  (sections  in  Al  Quran  consisting  some

surahs). The primary school madrassas could also offer other Islamic programs such as

nasyid  (singing Islamic song),  syarofal anam (reciting good words about the prophet

Muhammad), and  rebana (drums used for Islamic celebrations) playing. By providing

such activities, it is hoped that the parents would be willing to contribute a little extra

money to help the madrassas pay for the teachers who teach them.

8.5. Conclusion

It  is  hoped  that  the  results  of  the  study  reported  in  this  thesis  will  inform  those

interested in the improvement of quality and equity in relation to madrassa primary

school education in challenging circumstances geographically and demographically in

Indonesia. More specifically, it is hoped that the study’s results may inform leadership
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preparation, development and support for madrassa primary school leaders in such

circumstances. Overall, they could serve as a useful reference for use by practitioners

and the Ministry of Religious Affairs to reflect on their experiences and consider ways

of improving policy and practice. They could be of similar value to others in equivalent

and contrasting circumstances. 

It  should also  not  be overlooked that  while  school  leaders  in  madrassas  in

Indonesia encounter complex problems, significant progress has been made as a result

of the introduction of low-cost textbooks, a wide range of new programs to improve

the  professionalism of  teachers  and school  principals,  and  the  introduction  of  the

twelve year compulsory basic education program. There is, at the same time, much

room  for  improvement.  Finally,  one  cannot  stress  enough  that  because  of  the

challenging  circumstances  geographically  and  demographically  within  which  many

madrassas  operate  in  Indonesia,  the  preparation  and  development  of  capable,

responsible and resilient school leaders are crucial for exercising contextually sensitive

madrassa leadership practices. This requirement also calls for further research into the

realities of madrassa leadership as understood and practised in such contexts to help

further  inform  leadership  development  and  support  programs  underway  in  these

settings. 
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I understand that all information provided is treated as strictly confidential and will not be released 

by the investigator. The only exception to this principle of confidentiality is if a court subpoenas 

documentation. I have been advised as to what data are being collected, what the purpose is, and 

what will be done with the data upon completion of the research. 

 

I agree that the research data gathered for the study may be published provided my name or other 

identifying information is not used. 

 

Please put a line through the statement below which applies to you: 

I agree to have my interview audio-recorded 

I do not agree to have my interview audio-recorded but I do agree that notes of what I say 

can be taken 

Approval to conduct this research has been provided by the University of Western Australia, in 

accordance with its ethics review and approval procedures. Any person considering participation 

in this research project, or agreeing to participate, may raise any questions or issues with the 

researchers at any time. 

In addition, any person not satisfied with the response of researchers may raise ethics issues or 

concerns, and may make any complaints about this research project by contacting the Human 

Research Ethics Office at the University of Western Australia on (08) 6488 3703 or by emailing 

to hreo-research@uwa.edu.au 

All research participants are entitles to retain a copy of any Participant Information Form and/or 

Participant Consent Form relating to this research project. 
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You are invited to take part in a Doctor of Education (EdD) degree research study named above.  

The research is led by Professor Tom O’Donoghue of the Graduate School of Education, University 

of Western Australia, assisted by the study research student, Amalia Hasanah. 

 

What the study is about:  

The proposed study seeks to generate theory on leadership at the Madrassa in primary school level 

in remote districts Indonesia. It has three main aims: 

 

1. To generate understandings on the background to leadership in Madrassas at the primary 

school level in Indonesia, from 1945 to 1998. 

2. To generate understandings on the developments that have taken place in relation to 

leadership at the primary school level Madrassas in Indonesia from 1999 to the present.  

3. To generate understandings on the issues of current concern to primary school leaders in 

Madrassas in Indonesia. 

 

The proposed study can make the following contributions to knowledge in the field of educational 

leadership in Indonesia in the following ways:  

  

1. It will provide a broad historical background to Madrassa primary school leadership in 

Indonesia.  
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2. It will provide an understanding of the nature of the context within which primary school 

leaders in Madrassa in Indonesia work and the strategies they use for dealing with the 

complexities of their work; 

3. It will  inform processes for school leadership preparation, development and support in 

primary school leadership in Madrassas in Indonesia;  

4. It will provide a valuable framework for researchers wishing to engage in related studies on 

leadership at other levels within the education system of Indonesia and suggest 

developments for the future. 

Taking part is voluntary:  Taking part in this study is completely voluntary.  If you decide not to 

take part or to skip some of the questions, or to withdraw any unprocessed data you have supplied, 

you are free to do so without prejudice.  You are also free to withdraw at any time up until the stage 

at which data collection has been completed. 

 

If you do decide to withdraw then your data will be destroyed. 

 

What we will ask you to do:  The research will involve your participation in a semi-structured 

interview with the researcher.  The interviews will be conducted at a location of your choice.   

It is anticipated that each interview will take no longer than 60mns of your time. 

 

If you give consent, then your interview will be audio-recorded. 

If you do not give consent to your interview being audio-recorded then I will request you permit for 

notes to be taken during on the interview. 

 

Risks and benefits:  As all interview sessions will be conducted at a location of your choice, you 

will not be subjected to any foreseeable risk. The outcomes of the study, however, will provide 

insights which can be used to guide and refine educational leadership practices in Indonesia. 

 

Your answers will be confidential:  The records of this study will be kept strictly private.  In any 

report we make public we will not include any information that will make it possible to identify you.  

Pseudonyms will be used throughout the report. Research records will be kept in a locked file, and 

only the researchers will have access to the records.  (If you wish to have the recordings of your 

interview destroyed, we will do so after they have been transcribed).  Once this research has been 

completed, a copy of the findings will be sent to you.  It is also possible that the results will be 

published for academic purposes.  The data will be kept securely for a period of seven years before 

being destroyed. 
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Approval to conduct this research has been provided by the University of Western Australia, in 

accordance with its ethics review and approval procedures. Any person considering participation 

in this research project, or agreeing to participate, may raise any questions or issues with the 

researchers at any time. 

In addition, any person not satisfied with the response of researchers may raise ethics issues or 

concerns, and may make any complaints about this research project by contacting the Human 

Research Ethics Office at the University of Western Australia on (08) 6488 3703 or by emailing 

to hreo-research@uwa.edu.au 

All research participants are entitled to retain a copy of any Participant Information Form 

and/or Participant Consent Form relating to this research project. 

If you have questions:  If you have any concerns, you can contact Professor Tom O’Donoghue, 

Graduate School of Education, The University of Western Australia, Nedlands, WA 6009 (Tel: +61 

8 6488 3822 Email: Tom.ODonoghue@uwa.edu.au).  All participants will be provided with a copy 

of this letter/information sheet and consent form for their personal records. 

 

Yours sincerely 

 

 

Professor Tom O’Donoghue 

mailto:hreo-research@uwa.edu.au
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Dear Professor O'Donoghue

HUMAN RESEARCH ETHICS APPROVAL - THE UNIVERSITY OF WESTERN AUSTRALIA

A Qualitative Study of Principal Leadership at the Primary School Level within the Madrassa School System in Remote Districts
in Indonesia

Ethics approval for the above project has been granted in accordance with the requirements of the National Statement on Ethical Conduct in
Human Research (National Statement) and the policies and procedures of The University of Western Australia. Please note that the period of
ethics approval for this project is five (5) years from the date of this notification. However, ethics approval is conditional upon the submission of
satisfactory progress reports by the designated renewal date. Therefore initial approval has been granted from 24 July 2018 to 23 July 2019.

You are reminded of the following requirements:

The application and all supporting documentation form the basis of the ethics approval and you must not depart from the research
protocol that has been approved.

1.

The Human Ethics office must be approached for approval in advance for any requested amendments to the approved research
protocol.

2.

The Chief Investigator is required to report immediately to the Human Ethics office any adverse or unexpected event or any other event
that may impact on the ethics approval for the project.

3.

The Chief Investigator must submit a final report upon project completion, even if a research project is discontinued before the
anticipated date of completion.

4.

Any conditions of ethics approval that have been imposed are listed below:

Special Conditions

None specified

The University of Western Australia is bound by the National Statement to monitor the progress of all approved projects until completion to ensure
continued compliance with ethical principles.

The Human Ethics office will forward a request for a Progress Report approximately 30 days before the due date.

If you have any queries please contact the Human Ethics office at humanethics@uwa.edu.au.

Please ensure that you quote the file reference – RA/4/20/4690  – and the associated project title in all future correspondence.
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