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Abstract :  
This study aims to evaluate Catholic Religious Education (CRE) teachers’ 
pedagogical and professional competencies in supporting meaningful, 
inclusive, and student-centered learning through the Kirkpatrick Model. 
The study employed a qualitative evaluation research design to examine 
four evaluation levels: reaction, learning, behavior, and results. Data were 
collected through observations, interviews, and documentation, then 
analyzed using data reduction, data display, and conclusion drawing. Data 
credibility was ensured through triangulation of techniques and sources. 
The findings show that students responded positively to interactive and 
contextual CRE learning at the reaction level. At the learning level, 
teachers showed competence in designing instructional activities based 
on students’ needs through diagnostic assessment. At the behavior level, 
teachers consistently implemented adaptive, inclusive, and student-
centered teaching strategies that reflected effective pedagogical and 
professional practices. At the results level, students showed improved 
engagement, participation, and understanding during learning. The study 
concludes that CRE teachers effectively applied their competencies to 
enhance the quality of learning. The implications highlight the importance 
of continuous professional development, instructional innovation, and 
process-based assessment to strengthen responsive religious education 
and sustain student engagement. 

 

INTRODUCTION 
Catholic Religious Education (CRE) has an important role in developing students 

as whole persons by connecting knowledge, character, social participation, and religious 
formation. Its significance extends beyond academic achievement because classroom 
experiences can influence how students understand values and participate responsibly in 
their communities. Effective religious education therefore requires teachers who can 
create supportive learning environments, facilitate meaningful participation, and 
translate subject knowledge into accessible learning experiences. Research on 
constructivist learning environments emphasizes that supportive interaction can 
strengthen motivation and learning strategies, while contemporary studies of teacher 
competence highlight the importance of integrating pedagogical knowledge with 
classroom practice (Do et al., 2023; Star, 2023; Wahyudin et al., 2024). Thus, examining 
how CRE teachers enact pedagogical and professional competencies is important for 
understanding how religious learning can contribute to students' broader educational 
development. 
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A major challenge in education is ensuring that teacher competence is translated 
consistently into effective classroom practice. Teachers are expected to understand 
diverse learners, select appropriate instructional strategies, assess learning continuously, 
and adapt instruction to curricular demands. However, these responsibilities require 
more than knowledge of teaching principles because teachers must make contextual 
decisions during actual classroom interactions. Studies of differentiated instruction show 
that responding to students' readiness, interests, and learning needs requires substantial 
pedagogical judgment (Hu, 2024; Tajik et al., 2024; Hidayah et al., 2024). Similarly, 
formative assessment research emphasizes that assessment and feedback should 
become part of the learning process rather than function only as final evaluation (Trujillo 
et al., 2025; Töllner et al., 2025; Dina & Lama, 2025). These challenges make systematic 
examination of teacher competence particularly important. 

The need to examine these issues is also evident in the classroom context of CRE 
at SMP Fransiskus Xaverius Namorambe. Initial classroom observations showed that 
learning conditions were not immediately conducive, with students talking, moving 
between seats, and showing limited focus. The teacher responded by using greetings, 
clear directions, students' names, light humor, questioning, and interpersonal 
communication to establish a more orderly environment gradually. Instruction 
subsequently involved lectures, discussions, question-and-answer activities, contextual 
examples, continuous assessment, and immediate feedback. The teacher also adapted 
explanations, instructional pace, and methods according to students' characteristics. 
These observed practices indicate that pedagogical and professional competence was 
enacted through interconnected classroom-management, instructional, assessment, 
curriculum, and reflective practices rather than through isolated teaching skills. 

Previous research provides several perspectives for understanding these 
practices. Constructivist research emphasizes active participation and meaningful 
interaction, while studies of differentiated instruction highlight teachers' adaptation to 
learner diversity (Arega & Hunde, 2025; Wibowo et al., 2025; Hu, 2024). Research on 
pedagogical content knowledge similarly shows that effective teaching requires 
integrating subject knowledge and pedagogical reasoning (Star, 2023; Kong, 2024; 
Hamdanah et al., 2025). Formative assessment studies further show the importance of 
feedback for improving learning processes (Trujillo et al., 2025; Töllner et al., 2025). 
Nevertheless, these strands of literature generally examine particular dimensions of 
teaching separately. They provide limited explanation of how classroom management, 
student-centered instruction, assessment, content delivery, differentiation, and 
curriculum use operate together within CRE. 

Research on religious education also indicates the importance of teachers' 
diagnostic competencies and their ability to respond to students' learning conditions 
(Sieveke, 2024; Nasrullah et al., 2026; Harianto et al., 2026). Meanwhile, the Kirkpatrick 
Model provides a framework for examining educational effectiveness through reaction, 
learning, behavior, and results (Anderson & Merkebu, 2024; Andini et al., 2025). Recent 
applications demonstrate that the model can support multi-level evaluation of teacher 
development and educational programs (Herawati et al., 2026; Wulandari et al., 2026). 
However, limited attention has focused on applying this framework to the integrated 
examination of pedagogical and professional competencies among CRE teachers. The 
existing literature therefore leaves a contextual and analytical gap in how these 
competencies manifest in everyday religious education and how their effectiveness can 
be interpreted across multiple evaluative levels.  
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This study's novelty lies in integrating pedagogical and professional competence 
into a single evaluation of Catholic Religious Education at the school level. Rather than 
examining competence as separate technical components, the study traces how 
classroom management, student-centered learning, assessment and feedback, content 
delivery, responsiveness to student characteristics, curriculum implementation, and 
reflection function as an interconnected instructional process. The study also applies the 
Kirkpatrick Model to organize these practices across reaction, learning, behavior, and 
results. This approach provides a more comprehensive picture of teacher competence by 
linking classroom events to students' responses, learning processes, behavioral 
participation, and educational outcomes. Such an integrated perspective is important for 
identifying how CRE teaching can become more adaptive, reflective, and responsive to 
students' needs. 

Accordingly, this study examines how Catholic Religious Education teachers 
implement and reflect on their pedagogical and professional competencies in their 
teaching. It argues that teacher competence should be understood not merely through 
mastery of teaching requirements but through the capacity to connect classroom 
management, instructional adaptation, assessment, curriculum use, and reflective 
improvement. The study therefore aims to analyze these competencies using the 
Kirkpatrick Model as an evaluative framework. By examining evidence from classroom 
observations, interviews, and documentation, the study contributes an empirically 
grounded account of CRE teacher competence in an actual school context. The findings 
are expected to provide a basis for strengthening instructional practices that are 
supportive, student-centered, contextually responsive, and continuously improved 
through assessment and reflection. 
 
RESEARCH METHODS 

This study employed a qualitative descriptive design to examine the pedagogical 
and professional competencies of Catholic Religious Education (CRE) teachers as 
manifested in classroom practice. A qualitative approach was selected because it enables 
researchers to describe participants' experiences, instructional practices, and classroom 
interactions in their natural context (Stanley, 2023; Villamin et al., 2025). The design was 
appropriate for capturing how competencies were implemented through classroom 
management, student-centered instruction, assessment, content delivery, 
differentiation, curriculum implementation, and reflective practices. Rather than 
measuring competence numerically, the study sought to provide a contextual description 
of these practices based on multiple sources of evidence. The Kirkpatrick Evaluation 
Model served as an analytical framework for interpreting the findings across reaction, 
learning, behavior, and results levels. 

The research was conducted at SMP Fransiskus Xaverius Namorambe, Deli 
Serdang Regency, North Sumatra, Indonesia. The school was selected because the study 
focused specifically on examining the implementation of pedagogical and professional 
competencies of a CRE teacher within an actual school learning context. The participants 
comprised one CRE teacher as the primary informant, one principal, and five students as 
supporting informants. Participants were selected through purposive sampling because 
they were directly involved in, experienced, or had relevant knowledge of the CRE 
learning process. Purposive sampling enables researchers to select information-rich 
participants who are relevant to the research questions and study objectives (Nyimbili & 
Nyimbili, 2024; Ahmad & Wilkins, 2025; Zaini & Maulidi, 2025). This selection also allowed 
the study to obtain perspectives from teachers, school management, and students. 
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The study collected data through observation, semi-structured interviews, and 
documentation. The researchers conducted classroom observations during CRE 
instruction to examine classroom management, student participation, instructional 
methods, teacher–student interactions, assessment, feedback, and curriculum 
implementation. Observation was particularly important for identifying how participants 
enacted pedagogical and professional competencies, rather than relying solely on their 
accounts (Da Costa et al., 2024; Elhamma, 2024). The study conducted semi-structured 
interviews with the CRE teacher, principal, and five students to explore their experiences 
and perceptions of the learning process. Documentation complemented observational 
and interview data through relevant materials, including lesson modules, instructional 
plans, assessment records, and school documents. Together, these techniques enabled 
methodological triangulation of the findings (Chand, 2025; Elhamma, 2024). 

Table 1. Informant Coding 

No. Informant Category Role/Position Number Code 

1 Primary Informant Catholic Religious Education (CRE) Teacher 1 T1 

2 Supporting Informant Principal 1 P1 

3 Supporting Informants Students 2 S1–S2  
Total 

 
4 

 

 
Data analysis followed an interactive qualitative process involving data 

condensation, data display, and verification. Data condensation involved selecting, 
focusing, simplifying, and organizing information relevant to the research objectives, 
particularly evidence concerning pedagogical and professional competencies. The team 
then displayed the condensed data in descriptive and thematic narratives to identify 
patterns across observations, interviews, and documents. The team then verified data by 
comparing information across sources and methods to establish consistency and identify 
meaningful differences. The analysis followed the study focus and used the Kirkpatrick 
framework to link evidence to reaction, learning, behavior, and results. This process 
supported systematic interpretation while maintaining the contextual characteristics of 
qualitative data (Miller et al., 2023; Alam, 2021; Prahasti et al., 2026). 

 
RESULTS AND DISCUSSION 
Results  
Responsive Classroom Management and Student-Centered Instruction 

Responsive classroom management and student-centered instruction refer to the 
teacher’s capacity to create a conducive learning environment, establish clear 
expectations, understand students’ behavioral and learning characteristics, adapt 
instructional strategies to students’ needs, and provide opportunities for active 
participation. In this study, the sub-finding emerged from classroom observations and 
interviews on classroom management, students’ characteristics, instructional 
adaptation, and student participation. Within the Kirkpatrick Evaluation Model, this 
finding is particularly related to the reaction and learning dimensions, as the observed 
practices shaped students’ classroom experiences while supporting their participation 
and understanding of the learning material. The evidence shows that pedagogical 
competence was expressed through classroom organization, responsive interaction, 
instructional flexibility, and attention to students’ learning needs. 
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Table 2. Interview Evidence on Classroom Management and Student-Centered Learning 

Informant 
Code 

Interview Excerpt Indicator 

T1 

“As a teacher, the first thing to do is establish clear classroom 
agreements that must be followed. If students violate them, 
they are given warnings. However, it is also important to 
understand why students can't stay focused. Rather than 
simply labeling them as disruptive, teachers need to explore 
the underlying reasons. Therefore, maintaining clear rules and 
understanding students’ behavior are both essential in 
managing the classroom.” 

Clear classroom 
expectations and 
understanding students’ 
behavior 

T1 

“Teachers need to understand students from a psychological 
perspective, including their abilities, learning styles, and 
backgrounds. Based on this mapping, instruction can be 
differentiated through products, projects, and processes so 
that various methods can be applied in the teaching and 
learning process.” 

Understanding student 
characteristics and 
instructional 
differentiation 

S1 
“If a student does not understand, the teacher explains the 
material again more clearly. The teaching method is easy to 
understand so that we can follow the lesson well.” 

Repeated explanation 
and instructional 
accessibility 

S2 
“The teacher explains the material in detail using simple 
language so that we can understand the lesson easily.” 

Clear explanation and 
comprehensibility 

 
Table 2 reveals two interconnected dimensions of the teacher’s pedagogical 

competence: responsive classroom management and adaptive instruction. T1 described 
classroom management as establishing clear agreements while understanding the 
reasons behind students’ behavior. Understanding students’ abilities, learning styles, and 
backgrounds also informed differentiation in learning processes, methods, projects, and 
products. Student accounts supported these findings: S1 emphasized repeated 
explanations, while S2 highlighted detailed explanations in simple language. These 
accounts indicate that responsiveness involved both managing classroom behavior and 
adapting instruction to students’ learning needs. 

Observations corroborated the interview findings, showing that the teacher 
gradually improved classroom order through clear directions, individual reminders, 
humor, and question-and-answer activities. Instruction followed a structured sequence 
and incorporated lectures, discussions, real-life examples, and opportunities for students 
to ask questions and express opinions. The teacher also adjusted explanations, teaching 
methods, and instructional pace according to students’ needs. Overall, the findings 
demonstrate that clear expectations and instructional adaptability jointly supported 
student engagement and understanding, connecting students’ classroom experiences 
(reaction) with their learning processes within the Kirkpatrick framework. 
 
Instructional Planning and the Enactment of Pedagogical and Professional Competence 

Instructional planning and the enactment of pedagogical and professional 

competence refer to the teacher’s ability to translate knowledge of students, subject 

matter, curriculum requirements, and instructional goals into systematic classroom 

practices. The sub-finding encompasses subject-matter mastery, lesson preparation, 

adaptation of instructional practices, curriculum implementation, classroom interaction, 

assessment, and feedback. The evidence indicates that professional competence was 

demonstrated not only by what the teacher knew but also by how the teacher organized 
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and enacted that knowledge in the classroom. Within the Kirkpatrick Evaluation Model, 

this finding corresponds primarily to the behavior dimension because it concerns the 

observable implementation of professional and pedagogical competencies in actual 

teaching practice. 
 

Table 3. Interview Evidence on Instructional Planning and Professional Competence 

Informant 

Code 
Interview Excerpt Indicator 

T1 

“Teachers need to understand students from a psychological 

perspective, including their abilities, learning styles, and 

backgrounds. Based on this mapping, instruction can be 

differentiated through products, projects, and processes so that 

various methods can be applied in the teaching and learning 

process.” 

Student 

characteristics as a 

basis for instructional 

decisions 

P1 

“Before conducting instruction, I direct teachers to prepare 

lesson plans to ensure that the learning process is systematically 

designed. Without proper planning, the learning environment 

tends to become less conducive. Based on my observations, the 

CRE teacher has implemented instructional planning in 

accordance with these guidelines.” 

Instructional planning 

P1 

“We are currently implementing the national curriculum with a 

deep learning approach, where students are encouraged to 

develop awareness in learning, understand learning objectives, 

and engage in meaningful and enjoyable learning experiences.” 

Curriculum 

implementation 

P1 

“Assessment consists of three stages: initial, process, and final 

assessment. Based on my observation, the CRE teacher has 

implemented initial assessment, as reflected in the way the 

teacher identifies appropriate instructional strategies. Process 

assessment is conducted through daily assessments, while final 

assessment is reflected in report card evaluations.” 

Initial, process, and 

final assessment 

S1 

“If a student does not understand, the teacher explains the 

material again more clearly. The teaching method is easy to 

understand so that we can follow the lesson well.” 

Instructional 

adaptation to learning 

difficulties 

S2 
“The teacher explains the material in detail using simple 

language so that we can understand the lesson easily.” 

Accessible subject-

matter delivery 

 

Table 3 shows interview data revealing an interdependent relationship among 

student understanding, instructional planning, curriculum implementation, and 

assessment. T1’s statement indicates that knowledge of students’ characteristics 

informed decisions about instructional differentiation. P1’s account confirms that these 

instructional practices were embedded within systematic lesson planning and school-

level curriculum implementation. P1 further describes assessment as occurring at initial, 

process, and final stages, indicating that assessment formed part of the instructional 

process rather than functioning solely as an endpoint measurement. Meanwhile, S1 and 

S2 show that students saw these practices in action through repeated explanations, 

accessible language, and responsiveness to difficulties. The convergence of these 

perspectives suggests that professional competence emerged through the practical 

integration of pedagogical knowledge, planning, curriculum, classroom interaction, and 

assessment. 
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Figure 1. Instructional Planning and Implementation Process 

Figure 1 illustrates how pedagogical and professional competence moved from 
professional understanding to observable classroom behavior. Knowledge of students 
provided the basis for instructional decisions; planning organized those decisions; 
curriculum provided the instructional reference; classroom implementation translated 
them into learning activities; and assessment generated information concerning 
students’ progress. In this sense, competence was enacted through a continuous process 
rather than through isolated professional actions. 

Observation data support this pattern, showing that the teacher delivered 
materials systematically, used clear language and varied methods, adjusted explanations 
and instructional pace, encouraged participation, aligned learning activities with 
curriculum objectives, and used assessment results to respond to students’ needs. These 
practices show that pedagogical and professional competence was enacted through 
systematic, adaptive day-to-day instruction rather than formal preparation alone. The 
dominant pattern is competence-to-practice enactment, in which understanding 
students informed planning, planning structured implementation, and assessment 
provided feedback for instructional adjustment; within the Kirkpatrick framework, this 
corresponds to the behavior level. 

 
Assessment, Feedback, and Reflective Instructional Improvement 

Assessment, feedback, and reflective instructional improvement refer to the 
teacher’s systematic use of assessment information to monitor students’ learning 
progress, document achievement, communicate results, identify strengths and 
weaknesses in the learning process, and determine areas requiring instructional 
improvement. The finding encompasses initial, process, and final assessments; feedback 
during instruction; assessment reporting; and reflective practice. In the Kirkpatrick 
Evaluation Model, this finding sits primarily at the results level because it concerns the 
information generated from the learning process and how that information supports 
subsequent improvement. 

Table 4. Interview Evidence on Assessment and Reflective Improvement 

Interview Excerpt Indicator Informant Code 

“Assessment consists of three stages: initial, process, and final 
assessment. Based on my observation, the CRE teacher has 
implemented initial assessment, as reflected in the way the 
teacher identifies appropriate instructional strategies. Process 
assessment is conducted through daily assessments, while final 
assessment is reflected in report card evaluations.” 

Initial, 
process, and 
final 
assessment 

P1 

“The teacher conducts reflection by asking students about the 
strengths and weaknesses of the learning process, so that areas 
for improvement can be identified and addressed.” 

Reflection 
and 
identification 
of areas for 
improvement 

T1 

 
Table 4 indicates that assessment served both evaluative and developmental 

functions. P1 described assessment as a three-stage process in which initial assessment 
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contributed to identifying appropriate instructional strategies, process assessment was 
conducted through daily learning activities, and final assessment was represented 
through report card evaluation. This indicates that assessment was distributed across the 
learning process and connected to instructional decision-making. T1’s statement extends 
this interpretation by showing that the teacher used assessment-related information for 
reflection. By asking students about the strengths and weaknesses of the learning 
process, the teacher generated information to identify areas for improvement. The 
critical significance of these data lies in the shift from measurement to reflection: 
assessment was not limited to documenting what students had achieved but also 
provided information to evaluate and improve the instructional process. 

Observation and documentation reinforce this interpretation, showing that 
assessment was conducted continuously through questions and tasks, accompanied by 
immediate feedback, clear communication of learning outcomes, systematic and 
objective recording, and transparent reporting to relevant stakeholders. Restated, 
assessment served three interconnected functions: monitoring learning, documenting 
achievement, and supporting reflection on instructional quality. Initial assessment 
informed instructional decisions, process assessment monitored ongoing learning, and 
final assessment supported reporting. In contrast, I used assessment information and 
student feedback to identify strengths, weaknesses, and areas for improvement. Within 
the Kirkpatrick framework, assessment results functioned not merely as endpoints but as 
a basis for sustained improvement in instructional practice. 

 
Discussion 

The finding on responsive classroom management and student-centered 
instruction is consistent with research that conceptualizes instructional quality as an 
integration of classroom management, student support, and supportive teaching. König 
et al. (2021) found that pedagogical competence and classroom-management expertise 
predict instructional quality, supporting this study’s observation that clear expectations, 
responsive interaction, and adaptive explanations reflect competence in action. 
Hettinger et al. (2021) similarly showed that classroom-management self-efficacy relates 
to monitoring, relatedness, and students’ enjoyment, while Chang et al. (2022) linked 
teachers’ social goals, self-efficacy, and classroom engagement. This study extends that 
literature by showing how these dimensions operate together in religious education: 
behavioral responsiveness creates order, while student-centered adaptation converts 
order into participation and comprehension. Theoretically, competence is relational and 
context-sensitive; practically, teacher development should integrate management with 
responsiveness rather than treat discipline and pedagogy separately. 

The finding on instructional planning and the enactment of pedagogical and 
professional competence aligns with research emphasizing the movement from teacher 
knowledge to instructional practice. Hammer and Ufer (2023) show that lesson-planning 
competence involves noticing and reasoning about task potential, indicating that 
planning is more than administrative preparation. Gil López et al. (2023) link teacher 
competence and classroom planning to student engagement, while Smets et al. (2022) 
show that differentiated instruction requires teachers to assess learner differences and 
adjust instructional design. These studies support that knowledge of students, 
curriculum, and subject matter must be translated into planning, classroom enactment, 
and adjustment. Theoretically, professional competence is understood as an enactment 
process linking knowledge, planning, and practice. Practically, schools should strengthen 
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planning through collaborative review, diagnostic information, and reflection. This 
contributes a classroom-level account linking competence and enactment through 
Kirkpatrick’s behavior dimension. 

The finding on assessment, feedback, and reflective improvement is consistent 
with assessment scholarship while also extending it. Yan and Pastore (2022) 
conceptualize formative assessment literacy through conceptual, practical, and socio-
emotional dimensions, supporting the evidence that assessment informs instructional 
decisions rather than merely records achievement. Pastore (2023) emphasizes 
responsive classroom assessment, while Morris et al. (2021) note that feedback benefits 
depend on how it is implemented. Veugen et al. (2024) show that formative assessment 
can stimulate co-regulated and self-regulated learning through instructional adaptation. 
The study contributes by connecting initial, process, and final assessment with teacher 
reflection within one instructional cycle. The theoretical implication is a shift from 
assessment-as-measurement toward assessment-as-improvement. Practically, teachers 
need routines for feedback, documentation, student voice, and reflective review so 
evidence informs teaching decisions. The impact is a more adaptive instructional process 
in which assessment improves teaching rather than certifying learning. 

A theoretical contribution of this study is the contextual use of the Kirkpatrick 
Evaluation Model at the classroom level. Although the model is applied to training 
through reaction, learning, behavior, and results, these findings adapt its logic to trace 
micro-processes in teaching. The first finding captures students’ classroom experiences 
and understanding; the second emphasizes teaching behavior; and the third connects 
assessment evidence with instructional improvement. This interpretation is compatible 
with research showing that classroom management relates to students’ school attitudes 
through social relationships (Obermeier et al., 2024) and that formative assessment can 
support teacher reflection and professional learning (Linden et al., 2023). The novelty lies 
in integrating teacher competence, classroom responsiveness, planning, and assessment 
within one evaluative sequence. The theoretical impact is a competence-to-practice-to-
improvement pathway, while the practical impact is an integrated framework for 
instructional monitoring and professional development. 

Taken together, the findings indicate that effective Catholic Religious Education 
teaching emerges through relationships among responsive management, adaptive 
planning, professional enactment, assessment, and reflection. This synthesis aligns with 
research linking pedagogical competence to instructional quality and student learning 
(König et al., 2021), while adding contextual depth by showing how these processes 
unfold within religious education. The study’s contribution is therefore an integrated 
explanation of competence as a cyclical process rather than a fixed set of teacher 
attributes. Practically, teacher evaluation should examine not only lesson preparation 
and final scores, but also responsiveness, instructional adaptation, feedback, and 
reflection. This perspective can strengthen competency-oriented supervision, 
professional development, and continuous instructional improvement in other values-
oriented educational settings. The resulting conceptualization advances the literature by 
connecting pedagogical competence with classroom responsiveness and assessment 
through an evaluative framework. 
 
CONCLUSION 

This study concludes that Catholic Religious Education teachers implement 
pedagogical and professional competence not as separate technical skills but as an 
interconnected and adaptive process linking responsive classroom management, 
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student-centered instruction, instructional planning, content delivery, assessment, 
curriculum implementation, and reflective improvement. The most important lesson is 
that teacher competence becomes meaningful when teachers continuously translate 
professional knowledge into responsive classroom action and refine it through 
assessment and reflection, enabling them to maintain curricular direction while adapting 
instruction to students’ characteristics and learning needs. Scientifically, the study 
contributes an integrated classroom-level conceptualization of teacher competence by 
extending the Kirkpatrick Evaluation Model beyond conventional program evaluation to 
trace the relationship among students’ classroom experiences, learning, observable 
teaching behavior, and instructional improvement in Catholic Religious Education. The 
research implication is that teacher development and instructional supervision should 
evaluate competence as a continuous competence-to-practice-to-improvement process 
rather than as a collection of isolated competencies. Nevertheless, the study is limited by 
its qualitative descriptive design, single-school context, and small number of informants, 
which constrain the findings' transferability to other religious education settings. Future 
research should examine the proposed competence-to-practice-to-improvement 
pathway across multiple schools, teachers, and educational contexts. It may employ 
longitudinal or mixed-method designs to investigate how these competencies develop 
over time and how their implementation relates to measurable student learning and 
engagement outcomes. 

 
ACKNOWLEDGEMENT 

The authors sincerely thank the principal, Catholic Religious Education teacher, 
and students of SMP Fransiskus Xaverius Namorambe, Deli Serdang, North Sumatra, for 
their valuable participation and support throughout the research process. The authors 
also appreciate all parties who contributed to completing this study and manuscript. 

 
CONFLICTS OF INTEREST 

The authors declare that they have no known financial, personal, or professional 
conflicts of interest that could have influenced the conduct of the research, the analysis 
or interpretation of the findings, or the preparation and publication of this manuscript. 
 
USE OF ARTIFICIAL INTELLIGENCE (AI)-ASSISTED TECHNOLOGY 

The authors used Google Gemini solely to assist with language refinement, 
grammatical correction, translation, and clarity. The authors take full responsibility for 
the accuracy, originality, integrity, and final content of the manuscript. 

 
 
 

REFERENCES 
 
Ahmad, M., & Wilkins, S. (2025). Purposive Sampling in Qualitative Research: A 

Framework for the Entire Journey. Quality & Quantity, 59(2), 1461–1479. 
https://doi.org/10.1007/s11135-024-02022-5 

Alam, M. K. (2021). A Systematic Qualitative Case Study: Questions, Data Collection, 
NVivo Analysis and Saturation. Qualitative Research in Organizations and 
Management: An International Journal, 16(1), 1–31. 
https://doi.org/10.1108/QROM-09-2019-1825 

https://doi.org/10.1007/s11135-024-02022-5
https://doi.org/10.1108/QROM-09-2019-1825


354                                           MANAGERE : Indonesian Journal of Educational Management, Vol. 8  No. 3 (2026), p. 344-356 

Available online at https://serambi.org/index.php/managere  

 

Andini, V., Badri, R., Afriyanti, Y., Fadilah, N., & Aisyah, S. (2025). Improving MSME Digital 
Literacy through the Implementation of QRIS as a Cashless Payment Solution in 
the Digital Economy Era. Communautaire: Journal of Community Service, 4(3), 
254–266. https://doi.org/10.61987/communautaire.v4i3.1336 

Chand, S. P. (2025). Methods of Data Collection in Qualitative Research: Interviews, Focus 
Groups, Observations, and Document Analysis. Advances in Educational Research 
and Evaluation, 6(1), 303–317. https://doi.org/10.25082/AERE.2025.01.001 

Chang, C.-F., Hall, N. C., Lee, S. Y., & Wang, H. (2022). Teachers’ Social Goals and 
Classroom Engagement: The Mediating Role of Teachers’ Self-Efficacy. 
International Journal of Educational Research, 113, 101952. 
https://doi.org/10.1016/j.ijer.2022.101952 

Costa, A. I. L., de Almeida Fonseca Rosa, M. d. L. J. M., & Diogo, P. M. J. (2024). Considering 
Participant Observation Methods for Nursing Qualitative Research. The 
Qualitative Report, 29(9), 2430–2439. https://doi.org/10.46743/2160-
3715/2024.7647 

Dina, M. Y., & Lama, A. V. (2025). Implementation of Early Syllable Games to Improve 
Early Childhood Reading Learning. Early Childhood Development Gazette, 2(2), 
103–111. https://doi.org/10.61987/gazette.v2i2.623 

Elhamma, A. (2024). Participant Observation as a Qualitative Research Method in 
Management Sciences: Interests, Conditions, and Limitations. In B. Bentalha & L. 
Alla (Eds.), Applying Qualitative Research Methods to Management Science (pp. 
75–91). IGI Global Scientific Publishing. https://doi.org/10.4018/979-8-3693-
5543-5.ch004 

Hamdanah, H., Najiburrohman, N., & Thohir, P. F. D. M. (2025). Perceptions of the Kiai 
Figure and Service Quality towards Sustainable Reputation Improvement in 
Pesantren. Munaddhomah: Jurnal Manajemen Pendidikan Islam, 6(4), 695–709. 
https://doi.org/10.31538/munaddhomah.v6i4.1785 

Hammer, S., & Ufer, S. (2023). Professional Competence of Mathematics Teachers in 
Dealing with Tasks in Lesson Planning. Teaching and Teacher Education, 132, 
104246. https://doi.org/10.1016/j.tate.2023.104246 

Harianto, J., Sholeha, S., & Istiqomah, K. (2026). Beyond Telling Tales: A Cyclical-
Integrative Storytelling Model for Internalising Islamic Values in Early Childhood 
Education. Indonesian Journal of Progressive Pedagogy, 2(2), 115–126. 
https://doi.org/10.61987/ijpp.v2i2.1803 

Herawati, E., Martono, T., Sudarno, S., Noviani, L., & Yansyah, F. (2026). The Impact of 
Blended Training Professional Development Programs on the Competence of 
Vocational Teachers: A Kirkpatrick Model Approach. F1000Research, 15, 195. 
https://doi.org/10.12688/f1000research.174999.1 

Hettinger, K., Lazarides, R., Rubach, C., & Schiefele, U. (2021). Teacher Classroom 
Management Self-Efficacy: Longitudinal Relations to Perceived Teaching 
Behaviors and Student Enjoyment. Teaching and Teacher Education, 103, 103349. 
https://doi.org/10.1016/j.tate.2021.103349 

Hidayah, H., Qushwa, F. G., Munawwaroh, I., Putri, D., & Hasanah, R. (2024). Leadership 
Transformation and Organizational Strengthening in Improving Collaboration and 
Operational Effectiveness of Islamic Boarding Schools. Journal of Social Studies 
and Education. https://doi.org/10.61987/jsse.v1i2.519 

https://doi.org/10.61987/communautaire.v4i3.1336
https://doi.org/10.25082/AERE.2025.01.001
https://doi.org/10.1016/j.ijer.2022.101952
https://doi.org/10.46743/2160-3715/2024.7647
https://doi.org/10.46743/2160-3715/2024.7647
https://doi.org/10.61987/gazette.v2i2.623
https://doi.org/10.4018/979-8-3693-5543-5.ch004
https://doi.org/10.4018/979-8-3693-5543-5.ch004
https://doi.org/10.31538/munaddhomah.v6i4.1785
https://doi.org/10.1016/j.tate.2023.104246
https://doi.org/10.61987/ijpp.v2i2.1803
https://doi.org/10.12688/f1000research.174999.1
https://doi.org/10.1016/j.tate.2021.103349
https://doi.org/10.61987/jsse.v1i2.519


MANAGERE : Indonesian Journal of Educational Management, Vol. 8  No. 3 (2026), p. 344-356   355 
Available online at https://serambi.org/index.php/managere  

 

König, J., Blömeke, S., Jentsch, A., Schlesinger, L., Felske, C., Musekamp, F., & Kaiser, G. 
(2021). The Links Between Pedagogical Competence, Instructional Quality, and 
Mathematics Achievement in the Lower Secondary Classroom. Educational 
Studies in Mathematics, 107, 189–212. https://doi.org/10.1007/s10649-020-
10021-0 

Linden, S., Papadopoulos, P. M., Nieveen, N., & McKenney, S. (2023). ReflAct: Formative 
Assessment for Teacher Reflection in Video-Coaching Settings. Computers and 
Education, 203, 104843. https://doi.org/10.1016/j.compedu.2023.104843 

López, A. J., & González, M. L. (2023). The Relationship Between Teacher Competence, 
Classroom Planning, and Student Engagement: A Perspective from Secondary 
Education Management Teams. Revista Complutense de Educación, 34(1), 109–
119. https://doi.org/10.5209/rced.77198 

Miller, E. M., Porter, J. E., & Barbagallo, M. S. (2023). Simplifying Qualitative Case Study 
Research Methodology: A Step-by-Step Guide Using a Palliative Care Example. The 
Qualitative Report, 28(8), 2363–2379. https://doi.org/10.46743/2160-
3715/2023.6478 

Morris, R., Perry, T., & Wardle, L. (2021). Formative Assessment and Feedback for 
Learning in Higher Education: A Systematic Review. Review of Education, 9(3), 
e3292. https://doi.org/10.1002/rev3.3292 

Nasrullah, M. H., Sukesi, S., & Riyadi, S. (2026). From Transformational Leadership to 
Social Entrepreneurship: Strengthening Innovation and Sustainability in Faith-
Based Organizations. Business and Applied Management Journal, 4(1), 16–32. 

Nyimbili, F., & Nyimbili, L. (2024). Types of Purposive Sampling Techniques with Their 
Examples and Application in Qualitative Research Studies. British Journal of 
Multidisciplinary and Advanced Studies, 5(1), 90–99. 
https://doi.org/10.37745/bjmas.2022.0419 

Obermeier, R., Schlesier, J., & Heinrichs, K. (2024). The Mediating Role of Social 
Relationships Between Perceived Classroom Management and Adolescents’ 
Attitudes toward School: A Multilevel Analysis. European Journal of Psychology of 
Education, 39, 4647–4670. https://doi.org/10.1007/s10212-024-00894-7 

Pastore, S. (2023). Teacher Assessment Literacy: A Systematic Review. Frontiers in 
Education, 8, 1217167. https://doi.org/10.3389/feduc.2023.1217167 

Prahasti, D. P., Furqon, M., Anggraini, V., Aldin, F., & Efridita, Q. (2026). Mathematics in 
the Sandbox: Investigating Spontaneous Mathematical Talk during Free Play. Early 
Childhood Development Gazette, 3(1), 45–54. 
https://doi.org/10.61987/gazette.v3i1.2054 

Smets, W., De Neve, D., & Struyven, K. (2022). Responding to Students’ Learning Needs: 
How Secondary Education Teachers Learn to Implement Differentiated 
Instruction. Educational Action Research, 30(2), 243–260. 
https://doi.org/10.1080/09650792.2020.1848604 

Stanley, M. (2023). Qualitative Descriptive: A Very Good Place to Start. In S. Nayar & M. 
Stanley (Eds.), Qualitative Research Methodologies for Occupational Science and 
Occupational Therapy (2nd ed., pp. 52–67). Routledge. 
https://doi.org/10.4324/9781003456216-4 

Veugen, M. J., Gulikers, J. T. M., & den Brok, P. J. (2024). Secondary School Teachers’ Use 
of Formative Assessment Practice to Create Co-Regulated Learning. Journal of 
Formative Design in Learning, 8(1), 15–32. https://doi.org/10.1007/s41686-024-
00089-9 

https://doi.org/10.1007/s10649-020-10021-0
https://doi.org/10.1007/s10649-020-10021-0
https://doi.org/10.1016/j.compedu.2023.104843
https://doi.org/10.5209/rced.77198
https://doi.org/10.46743/2160-3715/2023.6478
https://doi.org/10.46743/2160-3715/2023.6478
https://doi.org/10.1002/rev3.3292
https://doi.org/10.37745/bjmas.2022.0419
https://doi.org/10.1007/s10212-024-00894-7
https://doi.org/10.3389/feduc.2023.1217167
https://doi.org/10.61987/gazette.v3i1.2054
https://doi.org/10.1080/09650792.2020.1848604
https://doi.org/10.4324/9781003456216-4
https://doi.org/10.1007/s41686-024-00089-9
https://doi.org/10.1007/s41686-024-00089-9


356                                           MANAGERE : Indonesian Journal of Educational Management, Vol. 8  No. 3 (2026), p. 344-356 

Available online at https://serambi.org/index.php/managere  

 

Villamin, P., Lopez, V., Thapa, D. K., & Cleary, M. (2025). A Worked Example of Qualitative 
Descriptive Design: A Step-by-Step Guide for Novice and Early Career 
Researchers. Journal of Advanced Nursing, 81(8), 5181–5195. 
https://doi.org/10.1111/jan.16481 

Wahyudin, A., Furqon, M., Prabowo, G., & Zawawi, A. A. (2024). Application of Style 
Leadership Transformational in Islamic Education Institutions. Ar-Rosikhun: Jurnal 
Manajemen Pendidikan Islam, 3(3), 218–226. 
https://doi.org/10.18860/rosikhun.v3i3.27705 

Yan, Z., & Pastore, S. (2022). Are Teachers Literate in Formative Assessment? The 
Development and Validation of the Teacher Formative Assessment Literacy Scale. 
Studies in Educational Evaluation, 74, 101183. 
https://doi.org/10.1016/j.stueduc.2022.101183 

Zaini, A. W., & Maulidi, A. (2025). The Effect of Emotional Intelligence and Self-Efficacy on 
the Sense of Dark Humor in Students of the Faculty of Psychology. Journal of 
Psychological Insight, 1(2), 105–118. https://doi.org/10.61987/jpi.v1i2.722 

 
 

https://doi.org/10.1111/jan.16481
https://doi.org/10.18860/rosikhun.v3i3.27705
https://doi.org/10.1016/j.stueduc.2022.101183
https://doi.org/10.61987/jpi.v1i2.722

