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Abstract. The pedagogical competence of teachers is a critical determinant of
educational quality, yet many educators, particularly at the elementary level, face
challenges in designing and implementing effective instruction. This study was
prompted by the need for an effective, job-embedded professional development
model. This research analyzes the effectiveness of a Technical Guidance
(Bimtek) strategy based on the Supervision, Discussion, and Action (SUPDIASI)
model in enhancing teacher pedagogical competence. This study employed a
qualitative action research methodology conducted at two elementary schools in
Cianjur, Indonesia: SDN Sindangsari and SDN Tegalsari. The research was
structured around the Plan-Do-Check-Act (PDCA) cycle. Data were collected
through a triangulation of methods, including in-depth interviews with teachers
and principals, participant observation of the complete SUPDIASI cycle, and
analysis of institutional documents such as lesson plans and reflective journals.
The findings demonstrate that the SUPDIASI model, managed through a PDCA
framework, was highly effective. The initial Plan and diagnostic Supervision re-
vealed specific teacher needs. The collaborative Discussion phase fostered re-
flective practice and problem-solving. The Action phase led to observable im-
provements in teachers' use of varied instructional strategies and classroom man-
agement. The final Check and Act stages institutionalized a culture of continuous
improvement. The Bimtek strategy based on the SUPDIASI model is an effective
and replicable framework for enhancing the pedagogical competence of elemen-
tary school teachers. By integrating supervision with collaborative reflection and
concrete action, this model successfully bridges the gap between theory and prac-
tice, fostering a sustainable culture of professional learning.

Keywords: Pedagogical Competence, Professional Development, Academic Su-
pervision.

1 Introduction

Elementary education serves as the bedrock of a nation's intellectual and character
development, with the teacher positioned as the primary architect of the learning envi-
ronment. The quality of this foundation is inextricably linked to the pedagogical com-
petence of its educators [1]. Pedagogical competence is a complex, multifaceted con-
struct that extends far beyond mere content delivery. It encompasses a teacher's ability
to understand learners, design engaging and differentiated instruction, manage the
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classroom effectively, implement varied assessment strategies, and engage in reflective
practice to continuously improve their craft [2]. A teacher endowed with strong peda-
gogical competence can create a learning environment that is not only orderly but also
interactive, inspiring, and optimally suited to the diverse needs of students [3]. The
Indonesian government has long recognized the centrality of this competence, formally
enshrining it as a core standard for all educators [4].

Despite this clear mandate, a persistent gap exists between the expected standards of
pedagogical competence and the reality observed in many elementary school class-
rooms. Initial observations at the research sites, SDN Sindangsari and SDN Tegalsari,
revealed a common predicament reflective of broader national challenges. A significant
portion of teachers struggled with the effective management of their classrooms. In-
structional methods were often monotonous, heavily reliant on traditional lecture for-
mats, which resulted in low levels of student engagement. Key aspects of modern ped-
agogy, such as differentiated instruction to cater to diverse learners and the use of form-
ative assessment to guide teaching, were not yet fully understood or implemented [5].
This situation is often compounded by limited access to high-quality, sustained profes-
sional development opportunities, leaving teachers ill-equipped to adapt to evolving
curricular demands, such as those introduced by the Kurikulum Merdeka (Emancipated
Curriculum) in Indonesia [6].

This implementation gap highlights the inadequacy of traditional, one-off training
models. Effective teacher professional development is not an event but a continuous,
job-embedded process that is directly linked to the realities of the classroom [7] To
address this, a more dynamic and collaborative approach is needed. This research pro-
poses and investigates one such approach: a Technical Guidance (Bimtek) strategy
based on the SUPDIASI model, which stands for Supervision, Discussion, and Action.
This model is a cyclical, collaborative framework designed to bridge the gap between
theory and practice. It integrates three powerful components: 1) Supervision: Develop-
mental academic supervision, framed not as an evaluative inspection but as a collabo-
rative process for observing practice and gathering data for reflection [8]. 2) Discus-
sion: Structured, reflective dialogue within a professional learning community, where
teachers collaboratively analyze the supervision data, share experiences, and co-con-
struct solutions to pedagogical challenges [9]. 3) Action: The implementation of new,
improved strategies in the classroom, followed by another cycle of observation and
reflection.

The entire SUPDIASI strategy is managed through the lens of W. Edwards Deming's
Plan-Do-Check-Act (PDCA) cycle, a renowned framework for continuous quality im-
provement [10]. The PDCA cycle provides a systematic, data-driven, and iterative
structure for the process. In this context, the Plan involves identifying pedagogical
needs and planning the SUPDIASI intervention. The Do phase is the implementation
of the supervision, discussion, and action sequence. The Check phase involves evalu-
ating the impact of the action on teacher practice and student learning. The Act phase
uses this evaluation to standardize improvements or refine the strategy for the next cy-
cle. This approach transforms professional development from a passive reception of
information into an active, cyclical process of inquiry and refinement.
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This model is designed to directly address the core demands of 21st-century peda-
gogy. By engaging in the SUPDIASI cycle, teachers are expected to enhance not only
their classroom management skills but also their capacity to foster critical thinking,
creativity, communication, and collaboration among students. It provides a practical
mechanism for translating the ambitious goals of modern curricula, such as the devel-
opment of the Pancasila Student Profile, into concrete classroom practice. Previous re-
search has indicated that training programs can positively impact teacher competence
and motivation [11], but there is a need for more specific studies on integrated, cyclical
models like SUPDIASI. This research, therefore, aims to analyze the effectiveness of
the Bimtek strategy based on the SUPDIASI model in enhancing the pedagogical com-
petence of teachers at SDN Sindangsari and SDN Tegalsari. The central research ques-
tion is: How does the implementation of the SUPDIASI-based Bimtek strategy, man-
aged through a PDCA cycle, contribute to the improvement of teachers' pedagogical
competence? By providing a detailed, narrative account of this action research, the
study seeks to offer a replicable and theoretically grounded model for effective, school-
based professional development.

2 Method

This research employed a qualitative methodology using a Classroom Action Re-
search (Penelitian Tindakan Kelas) design, which is a form of action research. This
approach was selected because the primary goal was to improve the practical reality of
teacher professional development within the specific context of the participating
schools [1]. The study was structured as an iterative, reflective process undertaken col-
laboratively by the researcher and the participating teachers, aiming to produce direct
and immediate improvements in pedagogical competence. The entire research process
was framed by the four stages of the PDCA (Plan-Do-Check-Act) cycle, providing a
systematic framework for the intervention and its evaluation [10].

The study was conducted at two public elementary schools in Cianjur, Indonesia:
SDN Sindangsari and SDN Tegalsari. Data were collected through a triangulation of
three primary techniques to ensure the depth and credibility of the findings. These tech-
niques were: (1) participant observation, where the researcher actively observed all
phases of the SUPDIASI intervention, including pre-observation conferences, class-
room teaching, and post-observation reflective discussions; (2) in-depth, semi-struc-
tured interviews with the participating teachers, school principals, and the district su-
pervisor to explore their perspectives, experiences, and perceived changes in compe-
tence; and (3) document analysis of relevant artifacts, including teacher-developed les-
son plans (RPP), student work samples, observation instruments, and reflective jour-
nals. The combination of these methods allowed for a rich, multi-faceted understanding
of the process and its impact [12].
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3 Result

3.1 Planning and Diagnostic Supervision: Establishing a Baseline for Growth

The initial phase of the action research was dedicated to meticulous planning and a
diagnostic application of the first component of the SUPDIASI model: Supervision.
This stage directly corresponds to the Plan phase of the Deming cycle. The process
began with a collaborative needs analysis. At both SDN Sindangsari and SDN Te-
galsari, initial meetings were held with teachers and school principals to identify the
most pressing challenges related to pedagogical competence. The consensus was clear:
teachers felt most challenged in managing student engagement, differentiating instruc-
tion for diverse learners, and implementing effective formative assessment. As one
teacher stated, "We know the theory from the curriculum, but making it work in a class
with 30 different children is the hard part." This initial diagnosis was crucial, as it en-
sured that the intervention was grounded in the authentic, self-identified needs of the
practitioners, a key principle for effective professional development [13].

Based on this needs analysis, a detailed program plan was co-developed. The plan
outlined a clear schedule for the SUPDIASI cycles, including initial supervisory obser-
vations, dedicated time for reflective discussions, and periods for teachers to plan and
implement their "action" or revised lesson. This planning was not merely logistical; it
was a strategic act of management. As Mulyasa emphasizes, planning is the critical first
step where the direction for improving teacher performance is set [14]. By creating a
clear and predictable structure, the plan reduced teacher anxiety and framed the entire
process as a supportive, professional learning journey rather than an evaluative audit.
The plan was socialized with all participants, including the school principals and the
district supervisor, to secure their buy-in and active support, creating an ecosystem of
encouragement around the teachers.

The first active step of the intervention was the initial supervisory cycle. This was
designed to be purely diagnostic, providing a rich, detailed baseline of each teacher's
current practice. The process followed a clinical supervision model [15]. It began with
a pre-observation conference, where the researcher (acting as the supervisor-coach) met
with each participating teacher. In this meeting, the teacher shared their lesson plan
(RPP) for the upcoming observation, their learning objectives, and the specific peda-
gogical areas they were concerned about. This collaborative goal-setting was vital for
establishing trust and focusing the observation. The subsequent classroom observation
was conducted using a detailed, descriptive protocol. The observer captured specific,
non-judgmental evidence of teacher actions, student responses, and classroom dynam-
ics, focusing on the areas identified in the pre-conference. For example, observations
of Mr. Hendi at SDN Sindangsari and Ms. Sulilawati at SDN Tegalsari revealed similar
patterns: while their content delivery was clear, they relied heavily on lecture and
whole-class questioning, resulting in a segment of students being passive and disen-
gaged. The management of classroom time was also identified as an area for improve-
ment. This initial supervisory stage was critical. It did not just confirm the initial needs
analysis; it provided concrete, classroom-based evidence that would become the
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primary "text" for the next, most crucial phase of the SUPDIASI model: the reflective
discussion.

3.2  Discussion and Action: The Collaborative Engine of Pedagogical Change

This phase represents the heart of the SUPDIASI model and corresponds to the Do
stage of the PDCA cycle. It was here that the data from the diagnostic supervision was
transformed into a catalyst for professional learning and concrete changes in practice.
The process was driven by two interconnected activities: structured reflective discus-
sion and the planning and execution of a revised "action" lesson.

The reflective discussion was the central engine of change. Following the classroom
observation, a post-observation conference was held. This was not a traditional feed-
back session where the supervisor delivered a verdict. Instead, it was a carefully facili-
tated dialogue designed to promote teacher self-reflection. The discussion was struc-
tured around the evidence gathered during the observation. The facilitator would begin
with broad, reflective questions, such as, "How did you feel the lesson went compared
to your plan?" and "What were the moments where you felt the students were most
engaged?" Gradually, the conversation would move to the specific evidence. For ex-
ample, the facilitator might say to Mr. Hendi, "I noticed in my notes that during the
group work portion, three of the five groups were actively discussing, but two groups
seemed off-task. What are your thoughts on that?" This evidence-based, non-judgmen-
tal approach allowed the teacher to analyze their own practice without becoming de-
fensive.

This individual reflection was then amplified through a group discussion with the
other participating teachers. In this collaborative setting, teachers shared the challenges
identified in their individual conferences. A powerful dynamic emerged: teachers real-
ized they were not alone in their struggles. Ms. Sulilawati's difficulty with time man-
agement was echoed by other teachers. Mr. Hendi's challenge with keeping all groups
on task was a common problem. This shared vulnerability created a strong sense of
collegiality and a collective desire to find solutions. The group would brainstorm alter-
native strategies, drawing on their collective experience and theoretical knowledge. For
example, in response to the student engagement issue, the group discussed and re-
searched cooperative learning structures, such as "Jigsaw" or "Think-Pair-Share,"
which are known to increase student participation [16]. This discussion phase was
transformative; it moved teachers from a state of isolated problem-solving to collabo-
rative professional inquiry.

This collaborative inquiry led directly to the Action phase. Each teacher, armed with
new insights and specific strategies from the discussion, was tasked with revising their
original lesson plan to address the identified challenges. Mr. Hendi, for example, rede-
signed his group work activity to incorporate a more structured cooperative learning
protocol with clearly defined roles for each student. Ms. Sulilawati revised her lesson
to include timed transitions and visual timers to improve her classroom management.
This revised lesson was the concrete "action" plan. The teachers then implemented this
revised lesson in their classrooms, often with a peer or the researcher observing again.
This second observation was not just for evaluation; it was to gather new data on the
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effectiveness of the changed practice. The findings were striking. In the revised lessons,
student engagement levels were visibly higher. The classrooms were more active and
student-centered. Teachers reported feeling more confident and effective. This cycle of
supervision-informed discussion leading to concrete action and re-evaluation is the core
mechanism through which the SUPDIASI model directly improves pedagogical prac-
tice.

3.3  Monitoring and Evaluation: Checking for Impact and Institutionalizing
Growth

This final phase of the process corresponds to the Check and Act stages of the Dem-
ing cycle. It was focused on evaluating the impact of the intervention, reflecting on the
process, and planning for the sustainability of the improvements. The management of
this phase was crucial for ensuring that the changes in teacher practice were not tem-
porary but became embedded in their professional repertoire.

The monitoring and evaluation (Check) process was multi-faceted and ongoing. The
most immediate form of evaluation was the post-action reflection. After implementing
their revised lesson, each teacher engaged in another reflective discussion, this time
comparing the outcomes of the second lesson with the first. They analyzed the new
observation data and their own experiences to assess the impact of the changes they had
made. Teachers consistently reported positive changes. They noted higher levels of stu-
dent participation, a better flow to their lessons, and a greater sense of confidence in
their ability to manage a student-centered classroom. This positive feedback loop was
a powerful motivator and reinforced the value of the collaborative process.

Evaluation was also conducted more formally at the end of the entire Bimtek pro-
gram. This summative evaluation aimed to assess the overall impact on teachers' peda-
gogical competence. It involved a final round of interviews and a review of a portfolio
of documents from each teacher, including their initial and revised lesson plans, their
reflective journals, and samples of student work. The analysis of these portfolios re-
vealed clear evidence of growth. Teachers’ lesson plans became more detailed, more
student-centered, and included a greater variety of instructional strategies and assess-
ment techniques. Their reflective journals showed a marked increase in the depth and
sophistication of their pedagogical thinking. This aligns with research showing that
sustained, practice-based professional development is far more effective at changing
teacher practice than traditional workshops [13], [17]. The school principals and the
district supervisor, who were involved in observing the final lessons, also provided pos-
itive feedback, noting a visible improvement in the quality of instruction.

The final stage was the follow-up and institutionalization (Act). Based on the over-
whelmingly positive evaluation, a final meeting was held with all participants to plan
for the future. The key action was to sustain the momentum and embed the SUPDIASI
model into the school's regular professional development structure. The group decided
to form a permanent Professional Learning Community (PLC) that would continue the
cycle of peer observation, discussion, and action on a regular basis. This was a critical
step in moving from a researcher-led project to a teacher-led, self-sustaining system of
professional growth. The principals at both schools committed to providing dedicated
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time and resources for these PLC meetings. A plan was also made to replicate and dis-
seminate the model, with the initial cohort of teachers acting as facilitators to guide
their colleagues through the SUPDIASI cycle in the following academic year. By for-
malizing the process and building internal capacity, the schools were acting to institu-
tionalize the culture of collaborative improvement that the Bimtek had initiated. This
final stage ensured that the project's impact would be both deep and lasting.

4 Discussion

The findings of this action research provide a rich, practice-based illustration of how
a well-managed professional development strategy can significantly enhance teacher
pedagogical competence. The effectiveness of the SUPDIASI-based Bimtek, framed
within the PDCA cycle, offers several important implications for the theory and prac-
tice of teacher education and school management.

First, this study provides compelling empirical support for job-embedded, cyclical
models of professional development over traditional, episodic training. The success of
the SUPDIASI model reinforces the core principles articulated by leading scholars like
Darling-Hammond and Guskey: that for professional development to be effective, it
must be intensive, ongoing, connected to practice, focused on student learning, and
collaborative [7], [18]. The SUPDIASI model embodies all these principles. It was not
a one-day workshop but a sustained cycle of inquiry. It was not decontextualized theory
but was directly linked to the teachers' own classrooms through supervision. It was not
individualistic but was deeply collaborative, leveraging the collective wisdom of the
professional community. The observable improvements in teacher practice at both
schools serve as a powerful testament to the superiority of this approach. This finding
challenges the still-prevalent reliance on short-term, "drive-by" workshops and advo-
cates for a systemic shift toward school-based models that treat teacher learning as a
continuous, integral part of the professional workday.

Second, the research highlights the critical role of developmental supervision as a
catalyst for reflective practice. The "Supervision" component of the model was delib-
erately framed in the tradition of Glickman's developmental supervision, which empha-
sizes coaching and collaboration over inspection and evaluation [19]. By using a clini-
cal supervision model (pre-conference, observation, post-conference) and focusing on
teacher-identified goals, the process created a climate of psychological safety. This was
crucial. It allowed teachers to be vulnerable, to honestly assess their own practice, and
to be receptive to feedback. The observation data was used not to judge the teacher but
as a shared text for a reflective conversation. This is the key that unlocks professional
growth. Without this safe, reflective space, supervision can easily devolve into a defen-
sive exercise that reinforces existing practices rather than challenging them. This study
demonstrates that when managed effectively, supervision is the most powerful tool a
school has for connecting professional learning directly to classroom practice.

Third, the study underscores the power of structured professional dialogue as an en-
gine for change. The "Discussion" phase of the SUPDIASI model was more than just
an informal chat; it was a facilitated, evidence-based conversation. By grounding the
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discussion in the concrete data from the classroom observation, the facilitator guided
teachers to move beyond general complaints or anecdotal sharing toward a more rigor-
ous, analytical inquiry into their practice. This process of collaborative reflection al-
lowed teachers to co-construct new pedagogical knowledge that was directly relevant
to their context. It transformed the teachers from passive recipients of expertise to active
agents in their own professional learning. This aligns with the principles of Professional
Learning Communities (PLCs), which contend that sustained improvement occurs
when teachers engage in collective inquiry into their practice [9], [20]. The SUPDIASI
model provides a clear, replicable structure for making these professional conversations
productive and transformative.

Finally, this research implicitly argues that effective professional development is a
management challenge. The success of the SUPDIASI intervention was not accidental;
it was the result of a deliberate and systematic management process guided by the
PDCA cycle. The meticulous Planning, the consistent Doing of the cycle, the rigorous
Checking of its impact, and the strategic Acting to sustain the gains were all essential
components [10]. This highlights the indispensable role of instructional leadership. The
school principals and the district supervisor were not passive observers; they were ac-
tive supporters and facilitators of the process. They helped create the conditions—such
as providing time, resources, and encouragement—that allowed the professional learn-
ing to flourish. This reinforces the extensive body of research indicating that school
leadership is a critical catalyst for effective teacher professional development and
school improvement [20]. In conclusion, the synthesis of these themes suggests that
enhancing teacher competence requires more than just a good program; it requires a
well-managed system that integrates supervision, collaboration, and a relentless focus
on continuous improvement.

5 Conclusion

This action research concludes that the Technical Guidance (Bimtek) strategy, struc-
tured around the Supervision, Discussion, and Action (SUPDIASI) model and managed
through the Plan-Do-Check-Act (PDCA) cycle, is a highly effective framework for en-
hancing the pedagogical competence of elementary school teachers. The findings from
SDN Sindangsari and SDN Tegalsari demonstrate that this job-embedded, collabora-
tive, and cyclical approach successfully bridges the gap between pedagogical theory
and classroom practice. By integrating developmental supervision, structured reflective
dialogue, and concrete action, the SUPDIASI model empowers teachers to critically
analyze their own teaching, collaboratively solve problems, and implement innovative,
student-centered strategies.

The study confirms that the model leads to tangible improvements in teachers' ability
to plan instruction, vary their teaching methods, manage their classrooms effectively,
and assess student learning. More importantly, it fosters a sustainable culture of profes-
sional collaboration and continuous improvement. The key implication for educational
practice is the need to shift professional development from isolated workshops to inte-
grated, school-based systems like SUPDIASI. It is recommended that school leaders be
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trained in facilitating such models, and that districts provide the necessary time and
resources to support this deep, practice-based professional learning.
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